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ABSTRACT

CLASSROOM TEACHERS' PERCEIVED KNOWLEDGE AND PRACTICES IN
TEACHING FUNDAMENTAL MOTOR SKILLS AND STUDENTS' MOTOR
COMPETENCE: A PRACTICE-BASED PROFESSIONAL DEVELOPMENT

PROGRAM

TAS, Hakan
Ph.D., The Department of Physical Education and Sports
Supervisor: Assoc. Prof. Dr. Irmak HURMERIC ALTUNSOZ

May 2025, 168 pages

The study aims to (1) investigate the changes in classroom teachers’ experiences
related to the teaching of FMS, (2) determine the proportion of teachers who
effectively implement the targeted instructional tasks associated with FMS instruction,
(3) identify teachers’ preferred learning methods and support needs for enhancing the
quality of physical education classes, and (4) examine the developmental changes
observed in students as a result of their participation in the program. In this study, a
mixed-method research design was used to answer the research questions. A total of
16 female classroom teachers and 211 students participated from two schools in
Ankara. Data were gathered through weekly reflections from teachers, interviews with
teachers, PE class observation, and students’ motor competency by using the
PLAYbasic tool. Findings revealed that (1) teachers gained knowledge about FMS,
PE curriculum literacy, material literacy and they positively improved their attitudes

toward teaching FMS, and facilitator played an important role for teachers during the

iv



program, (2) teachers followed a consistent PE routine for teaching FMS throughout
the program, (3) teachers wanted to improve their teaching strategy at the beginning
of the study, they tended to give the role to students in the following weeks in scope
of empowered teaching and learning (4) students not only improved their motor
competency level but also changed their attitudes toward PE lesson, engagement in
activity, improved understanding PE concept. In conclusion, this study adds to the
existing body of research by showing how professional development focused on FMS
can positively contribute not only teachers’ development but also their students in PE

class.

Keywords: Physical Education and Game Class, Classroom Teachers, Practice-

Based Professional Development, Motor Competence, Facilitator
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SINIF OGRETMENLERININ TEMEL MOTOR BECERILERIN OGRETIMINE
iLISKIN ALGILADIKLARI BiLGi VE UYGULAMALAR iLE OGRENCILERIN
MOTOR YETERLIKLERI: UYGULAMA TEMELLI MESLEKI GELISiM
PROGRAMI

TAS, Hakan
Doktora, Beden Egitimi ve Spor Boliimii

Tez Yoéneticisi: Dog. Dr. Irmak HURMERIC ALTUNSOZ

May1s 2025, 168 Sayfa

Bu ¢alismanin amaci uygulama temelli mesleki gelisim programi boyunca (1) sinif
ogretmenlerinin temel motor beceri (TMB) 6gretimi ile ilgili deneyimleri arastirmak,
(2) TMB o6gretimi ile iliskili hedeflenen gorevleri uygulayan 6gretmenlerin oranini
belirlemek (3) 6gretmenlerin beden egitimi derslerinin kalitesini artirmak i¢in tercih
ettikleri 6grenme yontemlerini ve destek ihtiyaglarini belirlemek ve (4) programa
katilimlarinin bir sonucu olarak 6grencilerde gézlemlenen gelisimsel degisiklikleri
incelemektir. Bu c¢alismada, arastirma sorularini yanitlamak i¢in karma yontem
arastirma deseni kullanilmigtir. Ankara'daki iki okuldan toplam 16 simif 6gretmeni ve
211 ogrenci katilmistir. Veriler, 6gretmenlerden alinan haftalik yansitici giinliikler,
Ogretmenlerle yapilan goriismeler, beden egitimi dersi gézlemleri ve 6grencilerin
motor yeterlilikleri PLAYbasic aract kullanilarak toplanmistir. Bulgular, (1)
Ogretmenlerin temel motor beceri, beden egitimi miifredat okuryazarligi, materyal

okuryazarligi hakkinda bilgi edindiklerini ve bu becerilerin &gretimine yonelik
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tutumlarini olumlu yonde gelistirdiklerini, ayrica kolaylastiricinin program boyunca
ogretmenler i¢in 6nemli bir rol oynadigini, (2) 6gretmenlerin program boyunca temel
motor becerileri 6gretimi i¢in tutarli bir beden egitimi rutini izlediklerini, (3)
O0gretmenlerin ¢alismanin basinda 6gretim stratejilerini  gelistirmek istediklerini,
ilerleyen haftalarda giiclendirilmis 6gretme ve 6grenme kapsaminda &grencilere rol
verme egiliminde olduklarin1 ve (4) dgrencilerin sadece motor yeterlilik diizeylerini
gelistirmekle kalmayip, ayn1 zamanda beden egitimi dersine yonelik tutumlarini,
aktiviteye katilimlarin1 ve beden egitimi kavramlarin1 anlamalarini gelistirdiklerini
ortaya koymustur. Sonug olarak, bu calisma, temel motor beceri odakli mesleki
gelisimin sadece 6gretmenlerin gelisimine degil, ayn1 zamanda beden egitimi dersinde
Ogrencilerine de olumlu katkilar saglayabilecegini gdstererek mevcut arastirma

literatiirine katkida bulunmaktadir.

Anahtar Kelimeler: Beden Egitimi ve Oyun Dersi, Sumif Ogretmeni, Uygulama
Temelli Mesleki Gelisim, Motor Yeterlik, Kolaylastirict
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CHAPTER 1

INTRODUCTION

1.1. Background of the Study

Fundamental motor patterns are observable performances encompassing locomotor,
and object control (Gallahue et al., 2014). Based on the one-dimensional models for
classifying movement, the fundamental motor skills (FMS) are categorized in the
functional aspects of movement into manipulative and non-manipulative (Burton &
Miller, 1998). However, the more common categorization involves locomotor, object
control, and balance (Gallahue & Donelly, 2007; Gallahue et al., 2014). Locomotor
skills involve moving the body from one place to another, such as running, galloping,
and walking. Object control skills comprise various forms of manipulation, including
throwing, catching, and striking. Balance skills entail maintaining body position
relative to the force of gravity (Gallahue et al., 2014).

Fundamental motor skills play a significant role in the lives of children. These skills
have been found to have a dynamic and positive relationship with physical activity,
positively correlating with fitness levels and body mass index (Stodden & Goodway,
2007; Linus et al., 2015; Lopes et al., 2011; Lubans et al., 2010), and physical activity
engagement (Barnett et al., 2010; Malina, 1996). Thus, FMS are the foundational
abilities necessary for participating in physical activities, whether organized or
unorganized, across the lifespan (Clark & Metcalfe, 2002). In addition to physical
benefits, FMS enhances affective (e.g., psychological well-being), social (e.g.,
prosocial behavior), and cognitive (e.g., mental health) development of children
(Bailey, 2006; Bailey et al., 2009; Lubans et al., 2010). Despite the numerous benefits

associated with developing FMS, studies have consistently shown limited proficiency



in FMS among children and adolescents in both international literature (Bolger et al.,
2020; Dobell et al., 2020; Goodway et al., 2019; Erwin & Castelli, 2008; Hardy et al.,
2010; Lopes et al., 2012; Larson et al., 2021; Morgan et al., 2013) and national
literature (Tas & Hiirmerig, 2021; Ince, 2019).

Children develop FMS through physical activity (Stodden & Goodway, 2007) or free
play (Butcher & Eaton, 1989). However, FMS cannot be adequately acquired solely
through active participation (Logan et al., 2011; Riethmuller et al., 2009). Therefore,
it is essential to teach these skills to children during their primary school years,
recognized as the optimal developmental period for acquiring them (Gallahue et al.,
2014). This underscores the significant role that primary school years play in children's
overall development (Decorby et al., 2005). Many countries rely on primary school
teachers to develop these skills in physical education in primary schools (Fletcher et
al., 2013; Tsangaridou, 2016; MoNE, 2018).

The quality of physical education (PE) in primary school has been extensively
criticized in literature by various researchers (Griggs, 2007; Harris et al., 2012;
Morgan & Bourke, 2008a; Morgan & Hansen, 2008b; Petrie, 2010; Rainer et al.,
2012). Studies involving classroom teachers have revealed several concerning
findings, including a lack of knowledge about the PE curriculum (Decorby et al.,
2005), challenges in preparing appropriate plans for students (Griggs, 2007; Morgan
& Hansen, 2008b), deficiencies in content and pedagogical knowledge (Kirk, 2005).
Similar findings were found in national literature as well, classroom teachers showed
low confidence levels when teaching PE (Ulu et al., 2019), often ignored teaching
motor skills (Yon, 2018), and had negative attitudes toward PE (Arslan & Altay, 2009)
and they have limited knowledge about the PE lesson (Civril-Kara et al., 2022).
Furthermore, there exists a restricted array of undergraduate courses concerning PE
within teacher training programs, as noted by the Higher Education Council (n.d.) in
Turkey. Consequently, classroom teachers often lack comprehensive knowledge about
PE lessons (Decorby et al., 2005; Feucette et al., 2002).

One of the effective ways to develop in-service teachers is through professional
development (PD) programs. The PD programs are designed to enhance teachers'

classroom practices and attitudes and to systematically improve their teaching methods

2



(Guskey, 1986). According to Guskey (1986), three key factors influence the
effectiveness of PD: teachers' attitudes, their classroom practices, and student
achievement. Effective learning takes time and occurs gradually, suggesting that PD
programs should be ongoing (Guskey, 1986), and provide sustained support to teachers
about their work (Guskey, 2002). These programs facilitate the sharing of ideas among
teachers and encourage the integration of those ideas into classroom practice (Stoll et
al., 2006). Overall, PD programs play a crucial role in teachers' development (Ball &
Cohen, 1999; Derri et al., 2014; DuFour, 2004; Harris et al., 2011; Ko et al., 2006; Lee
etal., 2019; McLachland et al., 2017; Petrie, 2010; Sallis et al., 1997; Sum et al., 2018;
Till et al., 2011; Tsangaridou, 2012; Yoon et al., 2007).

Professional development programs are not only for teachers’ development but also
for students' achievement (Ball & Cohen, 1999; Borko, 2004; Borghouts et al., 2023;
Patton & Parker, 2014; Sum et al., 2018; Stefanour et al., 2020; Yoon et al., 2007).
Professional development for teachers affects student achievement in three
consecutive steps; first, PD develops teachers' knowledge and skills in their particular
subject. Second, these teachers have a positive effect on classroom teaching. Thirdly,
high-quality classroom teaching impact on students’ achievement (Yoon, 2007). To
reach students’ development, a PD has to be well organized in terms of theory,
planning, design, and implementation (Yoon, 2007) and teachers ought to have the

motivation, belief, and skills to apply the PD programs in the classroom (Borko, 2004).

Although many studies are addressing PD in the literature, some form of PD is often
deemed inadequate for teachers (Borko, 2004). Professional development should
contain continual progress in teachers' learning and teaching practices. However, many
traditional PD approaches are top-down, one-day events, or off-site courses (Ball &
Cohen, 1999; Clarke & Hollinsworth, 2002). These programs are often conducted
away from the school environment, disconnecting teachers and students from their
contexts (Patton et al., 2015). Conversely, contemporary approaches emphasize that
learning is an active process, wherein learners connect new ideas with existing ones.
Darling-Hammond and colleagues (2017) offer a comprehensive framework for
effective professional development (PD), outlining key components essential for

meaningful teacher growth. PD should (a) include teachers’ content knowledge and



pedagogical content knowledge, (b) be based on teachers’ needs and interests, (c)
acknowledge teachers as active learners, (d) support collaboration, (e) be ongoing, (f)
be supportive, (g) use models and modeling of effective practices, (h) offer feedback
and reflection, (i) be facilitated with care (not domineering), (j) improve students’
learning outcomes, (K) include opportunities for collaboration within learning

communities.

One approach to the aforementioned PD is Practice-Based Professional Development
(PBPD), as proposed by Ball and Cohen (1999). The PBPD emphasizes that the
content of PD should align closely with teachers' existing knowledge and classroom
practices. It provides teachers with opportunities for purposeful learning and
development while actively engaging in their instructional contexts (Herro et al.,
2019). By participating in PBPD, teachers make sense of their classroom experiences
and generate knowledge-in-practice (Cochran-Smith & Lytle, 2001), recognizing that
valuable knowledge is embedded within teaching itself (Villegas-Reimers, 2003).

In essence, as Ball and Cohen (1999) suggest, knowledge being situated in practice
implies that it must be acquired through practice itself. Additionally, Darling-
Hammond and McLaughlin (1995) underscore the importance of linking content
knowledge with daily experiences, contextual needs, and expectations for effective
learning. In other words, the PBPD prioritizes teacher development over mere
acquisition of knowledge (Harris et al., 2012). Thus, the PBPD is centered on fostering
teachers' development of knowledge, understanding, and skills essential for effective
educational practices, with an emphasis on supporting classroom implementation
(Harris et al., 2015).

There are six important characteristics in PBPD: (1) the collective participation of
teachers within the same school with similar needs, (2) designing PD around the
characteristics, strengths, and needs of students in these teachers’ current classroom,
(3) addressing teachers’ content knowledge needs, including pedagogical content
knowledge, (4) providing opportunities for active learning and practice of the new
methods being learning, including opportunities to see examples of these methods
being used and analyze the work, (5) using of materials and other artifacts during PD

that are identical to those to be used in the classroom, (6) offering feedback on
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performance while learning and before using these methods in the classroom so that
understandings and skills critical in implementation are developed (Ball & Cohen,
1999).

The purpose of this study was to explore the contribution of a ten-week practice-based
professional development program on classroom teachers' instructional practices and
student development in the context of teaching FMS. Specifically, the study aims to
(1) investigate the changes in classroom teachers’ experiences related to the teaching
of FMS, (2) determine the proportion of teachers who effectively implement the
targeted instructional tasks associated with FMS instruction, (3) identify teachers’
preferred learning methods and support needs for enhancing the quality of physical
education classes, and (4) examine the developmental changes observed in students as
a result of their participation in the program. Through these aims, the study seeks to
provide valuable insights into how professional development can contribute to their

teaching practices and student outcomes in PE.
1.2 Significance of the Study

There are several significant of this study which are explained in the following:
Effective PD initiatives provide ongoing support to teachers, often facilitated within
the school environment (Bates & Morgan, 2018; Darling-Hammond et al., 2017;
Poekert, 2011). Teachers who receive support from facilitators during their PD are
more likely to appropriately apply theory into practice (Darling-Hammond et al., 2009;
Darling-Hammond et al., 2017), improve their instructional practice (Knight, 2008),
and experience positive effects (Darling-Hammond et al., 2009; McKeown et al.,
2016; Kohen & Borko, 2022). One type of contemporary PD program is PBPD. This
program plays a crucial role for teachers who struggle to translate theoretical
knowledge into classroom practice (Jeram & Davids, 2020). One of the core features
of PBPD is its emphasis on the teacher as an active learner with facilitator support.
This approach ensures that teachers not only gain knowledge but also have ample
opportunities to apply and practice what they learn during the program and received
feedback from the expert/facilitator. Through hands-on activities and real-world

teaching scenarios, teachers are able to strengthen their understanding and refine their



instructional skills, ultimately leading to more effective teaching practices in the
classroom (Ball & Cohen, 1999; Borko et al., 2010; Jeram & Davids, 2020). Although
various PBPD program were conducted across diverse educational literature (e.g.,
Harris et al., 2012; McKeown et al., 2016; McKeown et al., 2019; McKeown et al.,
2023; Fishman et al., 2017; Osborne et al., 2019; Herro et al., 2022; Hirsch et al., 2020;
Kohen & Borko, 2022; Thomas & Drew, 2022). Additionally, it has been suggested
for application in other settings such as PE, music, and art (Hirsch et al., 2019). Thus,
there exists a notable gap where the PBPD framework remains unutilized in PE
literature. This endeavor marked a pioneering effort to introduce PBPD into the
context of PE, potentially enriching this field with novel perspectives.

Although several PD studies were conducted for classroom teachers in the PE
literature (e.g., Coulter & Woods, 2012; Edwards et al., 2019; Harris et al., 2011,
Miller et al., 2016; Petrie, 2010; Simpson et al., 2022; Till et al., 2011,) studies related
to teacher education have predominantly concentrated on secondary education, as
evidenced by Perry and Booth (2021), Parker et al. (2022) and Tsangaridou (2012).
This bring several limitations, stated in PE literature, for classroom teachers. For
instance, classroom teachers face various challenges, such as a lack of knowledge
about the PE curriculum (Decorby et al., 2005), deficiencies in content and
pedagogical knowledge (Kirk, 2005), low confidence in teaching PE (Ulu et al., 2019),
and classroom teachers tended to ignore FMS components (Yon, 2018). Thus, this gap
in the literature underscores the need for more studies and tailored PD programs that
address the unique challenges and requirements of classroom teachers, ensuring they
are adequately prepared to foster and encourage active lifestyles among students. In
order to achieve needs aforementioned above, this study focused on teachers’
knowledge of teaching FMS and their classroom practices. Additionally, the program
tried to enhance teachers’ PE curriculum literacy, material literacy, and FMS teaching

knowledge.

In addition to PD program for teachers, a PD program for teachers, providing PE, with
a specific focus on FMS should be prioritized, as highlighted by Lander et al. (2015).
Fundamental Motor Skills are foundational elements that significantly contribute to

lifelong participation in physical activity and other psychological benefits (e.g., Bailey



et al., 2006; Gallahue et al., 2012). By equipping teachers with the knowledge and
skills to effectively teach FMS, students might develop the necessary skills (e.g.,
Yoon, 2007) to engage in various physical activities throughout their lives, thereby
promoting long-term health and well-being. Although various benefits of FMS
development that was stated in the PE literature and many researches related to FMS
intervention for children, there is a lack of research on teacher education related to
FMS teaching and applications knowledge in the PE literature. Therefore, this gap in
literature limits our understanding of how teachers acquire and apply FMS-related
pedagogical skills in PE settings, especially for primary school years. This study
provides valuable insights into the strengths and weaknesses of FMS training
approaches for teachers and might inform the development of more effective PD
programs for classroom teachers. By addressing this gap, this study aims to contribute
to the growing body of knowledge on teacher education in PE, ultimately supporting
better instructional practices for FMS teaching practices for teachers and improved

student outcomes in FMS development.

In summary, there is a need to enhance classroom teachers' understanding of FMS,
improve their teaching practices, and develop their students' FMS levels. Pioneering
studies suggest that effective PD programs for teachers should be ongoing, supportive,
content focus, offer feedback, sustain duration and inclusive (Darling-Hammond et al.,
2017; Hunzicker, 2010), and require continued assistance throughout the process
(Guskey, 1986; 2002). This study considered previous studies’ recommendations and
addressed a critical gap in literature, both nationally and internationally.

1.3 Research Questions

The study aimed to address the issues mentioned earlier by following research

questions.

1- How do classroom teachers experience participating in a ten-week practice-based

professional development program focused on FMS teaching?



2- What proportion of classroom teachers demonstrate the desired instructional tasks
for teaching FMS following participation in a ten-week practice-based

professional development program?

3- What are the classroom teachers' preferences for learning in physical education
and game class throughout a ten-week practice-based professional development
program?

4- How does students' level of FMS change across grade levels following their
teachers' participation in a ten-week practice-based professional development

program, as measured pre- and post-test?

5- Following participation in a ten-week practice-based professional development
program, how do the classroom teachers perceive their students’ progression of

motor skills?
6- How do qualitative and quantitative data complement each other?
1.4 Definition of Terms

Curriculum Literacy: Curriculum literacy is the ability to recognize, select, revise,
and facilitate the use of high-quality curricula. It requires educators and educator
preparation programs to shift from merely developing curriculum to becoming smart
users of it—capable of both effectively evaluating and implementing curricula
(Education First, n.d.).

Facilitator of the Professional Development Program: The primary function of the
facilitator is to assist teachers in improving their beliefs, knowledge, and practices
(Patton & Parker, 2014).

Fundamental Motor Skills: These skills are basic motor patterns when children are
able to walk independently and move without any support. These skills are observable
movement in locomotor (running, galloping, skipping), object control (throwing,
catching), and stabilizing (balance walk; Gallahue et al., 2014).

In-Service Teachers: A teacher who is certified or currently working in an

educational setting is referred to as an in-service teacher (Karen & Greenblatt, 2018)
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Literacy: It is an ability to learn at school and be integrated into society (Australian

Curriculum, n.d.)

Material Literacy: Material literacy in the context of this study refers to a teacher’s
ability to effectively read, understand, and apply instructional materials aligned with

the physical education curriculum.

Motor Competence: Motor competence refers to the degree to which children can
perform fundamental motor skills, which are essential gross movements used

throughout life for daily activities (Haywood & Getchell, 2009).

Motor Development: Continuous change in motor behavior as a result of interaction
among tasks, individuals, and environments during life (Gallahue et al., 2014).

Perceived Knowledge: Perceived knowledge is defined as the extent of persuasive
information one believes they possess in a particular direction regarding a target
stimulus (Tormala & Petty, 2007)

Practice-Based Professional Development: It is a framework related to the

professional development of teachers offered by Ball and Cohen (1999).

Professional Development: Teachers who increase their knowledge, skills, teaching
practice, and emotional growth by experiencing any activities such as formal,
structured seminars on in-service days to everyday or informal discussions (Desimone,
2011).



CHAPTER 2

LITERATURE REVIEW

This literature review includes six sections; (1) fundamental motor skills (FMS), (2)
role of physical education in school (3) physical education in Turkiye, (4) professional
development programs, (5) the practice-based professional development (6) the role

of the facilitator.
2.1 Fundamental Motor Skills

Motor development undergoes continuous changes in motor behavior throughout the
lifecycle due to interactions among individuals, their environment, and the tasks
(Gallahue et al., 2014). They engage in within the individual domain reside aspects of
heredity, biology, innate traits, and inherent characteristics, whereas the environment
comprises experiences, learning, nurturing influences, and external factors (Gallahue
et al., 2014). Additionally, the task dimension encompasses physical and mechanical
factors. It is crucial to understand that development is a lifelong process, extending
beyond childhood (Gallahue et al., 2014). Movement encompasses any observable
changes in the position of body parts, perceivable by others. Commonly used
descriptions of movement include movement patterns, fundamental motor skills
(FMS), and sports skills (Gallahue et al., 2014; Stodden & Goodway, 2007)

Fundamental motor skills serve as the cornerstone for developing the motor abilities
necessary for participation in a wide range of activities, both organized and
unorganized, across the lifespan (Gallahue et al., 2014). These skills encompass a
variety of movements, including locomotor skills such as running and sliding, object
control skills such as throwing and kicking, and stability skills including balance and
twisting (Stodden & Goodway, 2007).
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Mastering these skills during childhood is paramount for fostering holistic
development encompassing physical, cognitive, and social domains (Bolger et al.,
2020; Bailey et al., 2009; Lubans et al., 2010). For instance, proficiency in FMS opens
up diverse avenues for engagement in various activities, sports, and games, promoting
an active and healthy lifestyle (Barnett et al., 2016; Fisher et al., 2004; Foweather et
al., 2014; Okely et al., 2001; Webster et al., 2019; Stodden et al., 2008; Stodden &
Goodway, 2007). Additionally, the acquisition and refinement of these skills
contribute to cardiovascular health and the maintenance of a healthy weight status
(Lubans et al., 2010).

It is believed that FMS can be acquired naturally by children, although this may not
be the case (Clark, 2007; Goodway & Branta, 2003; Stodden & Goodway, 2007). Free
play (Butcher & Eaton, 1989) and structured play in PE (Honrubia Montesinos et al.,
2023) improve FMS levels in children. However, these skills are more likely to be
achieved through proper practice and encouragement (Gallahue et al., 2014).

In addition to the importance of FMS practice and encouragement, age (grade in
school) is an important factor for FMS proficiency among children (Bryant et al., 2014;
Bolger et al., 2018). Physical growth plays a significant role in learning movement
patterns (Ulrich, 2000). If children with natural maturation, receive sufficient feedback
and practice, older children demonstrate better FMS levels than younger counterparts
(Spessato et al., 2013). In the literature, studies showed that older children
demonstrated significantly higher motor competence scores than younger children
both in locomotor and object-control skills (Bolger et al., 2018). Bryant and colleagues
(2014) older children showed better skill in throwing and catching skills, it might be
concluded that the greater proficiency is affected by feedback, practice, and age.
Similar results were reported by other studies (Booth et al., 1999; Spessato et al.,
2013). Thus, there should be a level of response between age and FMS (Bolger et al.,
2018) and FMS should be encouraged, practiced, and promoted by intervention in
educational settings (Bolger et al., 2020) based on the level of individual competence
(Clark, 2007; Stodden et al., 2008).
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Goodway and Branta (2003) suggested that childhood is the optimal time for the
development of FMS. The proficiency of most motor skills age is around six years
(Gallahue & Ozmun, 2006). In other words, children in secondary school during PE
are supposed to demonstrate motor competency (O’Brien et al., 2016) Thus,
competency in these skills is deemed a primary school objective of the PE curriculum
in many countries (MoNE, 2018; NASPE, 2004). These skills are acquired during
childhood and are subsequently refined into sports-specific skills later in life (Lubans
et al., 2010; Stodden et al., 2008). Conversely, children who fail to acquire these skills
within the school environment are "left behind" similar to how they might lag in other
academic subjects (Clark, 2007). In other words, without the development of FMS,
children may become discouraged from being physically active, which can exacerbate

the situation.
2.2 Fundamental Motor Skills Models

In motor development literature, various models explained the role of FMS. Each
model contributes to the understanding of the progression and developmental
mechanism of FMS. These models are; the Progression of Motor Proficiency Model
(Seefeldt, 1980), the Mountain of Motor Development Model (Clark & Metcalfe), the
Conceptual Model of Development Factors Influencing Physical Activity (Stodden et
al., 2008), and the Hourglass Model (Gallahue & Ozmun, 2006). All models claim that
FMS is the foundation of specialized movement skills and all have unique perspectives
for understanding the FMS. These models share common points in explaining the
motor development journey of individuals. However, the hourglass model is the most
widely used in the field of motor development, offering general guidelines for motor

skill acquisition.

In the Hourglass model, motor development is explained as a sequential progression
of movement skills throughout the lifespan. The model consists of four phases:
reflexive, rudimentary, fundamental, and specialized movement phases (Gallahue &
Ozmun, 2006; Gallahue et al., 2016). Reflexes are involuntary movements that are
essential for survival. By utilizing reflexes, infants gather information from their

environment. The next step is the rudimentary movement phase, which includes the

12



first voluntary movements, such as crawling, creeping, and sitting. This phase is
predictable in terms of the movements observed and their timing. The third step is the
FMS phase, where children explore a variety of movements. This phase is critical
during early childhood. The final step is the specialized movement phase, where

children apply FMS in a range of sports and activity settings (Gallahue et al., 2016).
2.3 Dynamical System Theory

Various factors influence the development of FMS, including the environment,
socioeconomic status, parental influences, climate, and school context (Stodden &
Goodway, 2007). One human development theory that explains how these factors
impact learning is Dynamic Systems Theory (Caldwell & Clark, 1990; Gallahue et al.,
2016) which is based on the work of Bernstein (1967). The word ‘dynamics’ is used
in the theory because learning is nonlinear and discontinuous which means learning
can occur at a different pace due to environmental or individual features. In other
words, development is a “continuous-discontinuous” process (Gallahue et al., 2016).
These systems continuously interact and adapt to each other, making motor
development highly individualized. This theory highlights that development is not
predetermined but rather shaped by the dynamic interplay of these constraints, with
each child progressing uniquely depending on their interaction with the surrounding

context.

This theory explains learning through various concepts such as behavioral attractors,
phase shifts, and constraints. Each concept offers a unique perspective on the
complexity of motor learning development. According to Newell (1984), many factors
influence learning in the systems called constraints (Figure 1). This can be affordances
or rate limiters. For instance; environmental constraints are external factors related to
the physical and social surroundings that can affect movement. These include things
like weather conditions, lighting, surface texture, space, and even social or cultural
expectations. Individual constraints are personal characteristics, both physical and
psychological, that can impact movement. These include factors like body size,
strength, flexibility, coordination, motivation, and cognitive development. Task
constraints are related to the specific requirements of the task or activity itself. These
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include the rules of the activity, the equipment used, and the specific goals of the

movement.

In conclusion, this constraints-led approach helps teachers understand why students
struggle with movements and how to adapt their instruction. By recognizing these
constraints, teachers can modify the environment (e.g., changing the playing surface,
or size), individualize tasks (e.g., adjusting equipment size or type), or modify

activities’ rules based on students' needs. This allows for more effective, inclusive

Environment

teaching practices.

Individual

Figure 1. Constraint Model of Newell (1984)

2.4 Fundamental Motor Skills Studies

In this section, FMS studies were synthesized. Despite the important role of FMS skills
in children's holistic development, many studies reported low levels of FMS
proficiency among children and adolescents in the literature (Bolger et al., 2018;
Duncan et al., 2019; Foulkes et al., 2015; Morgan et al., 2013; Stodden & Goodway,
2007). Following are the findings of the studies; researchers, in their literature review
study, investigated 64 articles about FMS levels of children (3-10 years) worldwide
(including USA, China, Canada, Australia, European countries, and eastern countries).
The findings revealed that children aged three to five typically demonstrate an
"average" level, while those aged six to eight and nine to ten tend to exhibit a "below
average" level. Moreover, children, commonly, do not reach appropriate competence

levels of object control (Bolger et al., 2021). Another systematic review (n = 28)
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involving four to five years-old children found that the majority of scientific studies
from Australia, England, Ireland, Norway, USA, Canada, eastern and middle
European countries indicated children have low levels of FMS proficiency (Dobell et
al., 2020). These findings are supported by original research. For instance, A study in
the literature indicated that children (aged 5-11 years) across the world are not reached
the desired level of mastery in FMS level (Griffiths & Billard, 2013). Another study,
conducted with youth participants by O’Brien and colleagues (2016), measured 242
first-year post-primary youth’s nine FMS by using TGMD-2 and the Victorian FMS
manual. They found that only 11% of participants were scored as either mastery or
near mastery for the skills. Most of participants were failed to be mastery across the
FMS test, although the participants were expected to achieve mastery in all skills
(O’Brien et al., 2016). Another study, which was conducted with 6917 students across
Australian elementary and high school, indicated that low-level of FMS competence
among students were identified (Hardy et al., 2012). Furthermore, the level of FMS
competency has decreased in various populations over the past decades, including
preschoolers (Roth et al., 2010), and primary school students (Mombarg et al., 2023).
In detail, a study evaluated the trend between years of children's FMS level, they
identified that not all but some skills were demonstrated by children worse in the
present years (Roth et al., 2010; Tester et al., 2014; Vardorpe et al., 2009). Overall,
the FMS level of students in international both review and original research showed a
low level of FMS competence (Bolger et al., 2020; Bolger et al., 2018; Dobell et al.,
2020; Duncan et al., 2019; Foulkes et al., 2015; Morgan et al., 2013; Stodden &
Goodway, 2007).

On the other hand, research conducted in the National literature indicates a scarcity of
cross-sectional studies focused on assessing children's FMS levels. This represents one
of the major limitations in the national literature. Below are several examples from
FMS-related studies in the national context. A literature review by Miilazimoglu-Balli
and Hurmerig-Altunsz (2022), which analyzed 17 studies involving children aged
three to seven years, indicated that majorty FMS studies’ programs had a positive
effect on children’s motor competency levels. However, in some of these studies, the
selection of experimental samples, instructional approaches, and theoretical

frameworks and instructor, providing the intervention, were unclear. Additionally,
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several studies had small sample sizes. Although the authors concluded that existing
literature are valuable for the contribution to the literature, both the quality and
quantity of FMS studies need to be improved at the national level. The following
studies did not directly assess children’s FMS competency level, they might provide
valuable insights for the understanding the FMS level of children in the national level.
For instance, Boz and Aytar (2012) conducted a study using the TGMD-2 to evaluate
preschool children’s FMS levels. They found that five to six-year-old children scored
low in both locomotor and object control skills. Another study, conducted by Yaman
and colleagues (2015), investigated the effect of creative drama on children aged four
to five. They assessed motor competency through pre- and post-tests, finding that more
than half of the children showed normal motor competency in the pre-test. Similarly,
Piskin and colleagues (2020) used the Deutscher Motor Test to assess children’s motor
competence and found that more than half of the children demonstrated low levels of
motor competence. Furthermore, in the secondary school research in motor
competence literature, a study indicated that children in sixth and seventh grade were
at an “emerging level” rather than “proficient” in FMS proficiency (Tas & Hiirmerig-
Altuns6z, 2021). This means that children perform the basic sequence of skills but
often make major errors while doing it. However, based on their age and grade level
curriculum expectations, they are expected to perform these skills, locomotor, object
control, and balance with only minor errors or show high proficiency while doing it.
Additionally, children are expected to move with music in a synchronized way (e.g.,
MoNE, 2018). It might be concluded from the national literature that K12 students had
limited motor competency levels (e.g., ince, 2019). Overall, because of that limited
study in the PE national literature, it is difficult to identify students’” FMS levels.
However, existing literature showed that children had low levels of FMS and boys had
better FMS levels compared to girls. Because interventions for FMS have a significant
effect on children’s FMS levels (Logan et al., 2012; Morgan et al., 2013), FMS
intervention studies are needed in educational settings (Bolger et al., 2020; Logan et
al., 2012).
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2.4.1 Age Difference in Fundamental Motor Skill Studies

The development of FMS in children is affected by a complex interplay of
biological factors, environmental factors, and social factors. Among these, age
emerges as a critical determinant, as FMS typically follows a developmental trajectory
in which proficiency improves with maturation, increased physical activity
opportunities, and exposure to structured movement experiences. Age-related
differences often reflect variations in physical growth, neuromuscular coordination,
and cognitive understanding of movement tasks, all of which contribute to children's
FMS proficiency. Thus, it can be concluded that age is an important factor for FMS
proficiency among children (Bryant et al., 2014; Bolger et al., 2018). Based on the the
motor development literature, Bolger and colleagues (2018) measured FMS of primary
school children (n = 203) by using the Test of Gross Motor Development — 2.
According to their results, older children showed significantly higher motor
competence skill in both locomotor and object-control scores. In another study which
was conducted by Bryant and colleagues (2014), primary school children (n = 281)
were measured in eight FMS skills (run, hop, gallop, jump, balance, kick, throw, and
catch). The study concluded that age had a significant effect on skill competency. In
other words, older children showed higher motor competence level than younger
children except kicking skills. Another study, conducted by Spessato and colleagues
(2013), measured 1248 children (aged 3-10 years). The result showed that both in
locomotor and object control, older children showed higher motor competence level
than younger counterparts. Overall, the motor development literature shows that older
children tend to have higher levels of motor competence compared to younger
children. However, although age is often considered an important factor in the
development of FMS, Gallahue and colleagues (2014) emphasized that FMS
development is age-related but not age-dependent.

2.5 Role of Physical Education

High-quality education, which includes appropriate skill development for students,
gender equality, and adequate school infrastructure and equipment, is recognized as a
human right (UNESCO, n.d.-a). UNESCO has stressed the importance of enhancing
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the quality of education across all school subjects (Education 2030 Framework for
Action, 2019), as this is essential for individuals to integrate successfully into society
(OECD, 2012). Physical education (PE) is one of the key subjects in schools, and it

has the potential to become the cornerstone of future education.

High-quality PE increases the PA of students, promotes mental health, and decreases
inequality among children (UNESCO, n.d.-b). In other words, PE positively
contributes to children’s development in various domains, including physical, social,
and emotional growth (Bailey, 2006, Hardman & Marshall, 2000; OECD, 2019;
SHAPE, n.d.). More specifically, PE fosters cognitive skills, affective skills,
leadership skills, decision-making abilities, social relationships, and emotional
development (Bailey et al., 2009; Bailey, 2006; Morgan & Bourke, 2008) and
academic achievement (United Nations, 2015). Thus, PE programs in schools are
viewed as critical strategies for promoting daily physical activity (Tsangaridou, 2016)
and instilling this habit during the formative years of schooling (Hills et al., 2015) and

for enhancing cognitive and emotional development (Bailey et al., 2009).

For students to get benefits from PE class, the class (well-designed PE) should include
a program for direct students’ needs, keep them active during PE time, emphasize
knowledge and skills for the activity, and contain enjoyable experiences for all
students (SHAPE, n.d.). In addition, because all settings are different, these features
should be adapted to specific situations, conditions, and circumstances (UN, 2015).
However, there are concerning reports indicating that the time allocated to PE in
schools has been decreasing, and its status as an important school subject is perceived
to be low (DeCorby, 2010). Globally, in 29% of cases, PE is often skipped for other
subjects in the school curriculum, additionally, PE is considered a non-essential course
(Hardman & Marshall, 2000) by teachers (Rainer & Jarvis, 2020) and by students
(Stolz, 2013) in some countries. This issue is evident in schools across Canada, the
United States (DeCorby, 2010), Tiirkiye (Ozcan & Mirzeoglu, 2014), and China (Jin,
2016).
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2.5.1 Classroom Teachers in Physical Education

Physical education is recognized as crucial, promoting a healthy lifestyle and
supporting individuals physically, socially, mentally, and emotionally (Bailey et al.,
2009; DeCorby, 2010; Morgan & Bourke, 2008). However, the quality of PE in
primary school is criticized by many researchers (Griggs, 2007; Harris et al., 2012;
Kirk, 2005; Morgan & Bourke, 2008; Petrie, 2010; Rainer et al., 2012).

Morgan and Hansen (2008) identified two factors that influence teachers' ability to
deliver PE programs in primary schools. These factors include (1) teacher-related
factors such as confidence, interest, content knowledge, attitudes toward physical
education, experiences, and qualifications, and (2) institutional factors such as time
constraints, equipment availability, quality of facilities, class size, funding, and
stakeholders' attitudes toward physical education (Morgan & Hansen, 2008).
Considering teacher-related factors, studies have shown that several challenges arise
when teaching PE in primary schools, particularly among teachers. These challenges
include limited subject content knowledge, inadequate pedagogy of PE (Tsangaridou,
2012), lack of confidence, and insufficient teacher training (Morgan & Bourke, 2008).
Additionally, there is a deficiency in motor skills and understanding of tactics, rules,
and techniques required for teaching various activities (Petrie, 2010). Furthermore,
classroom teachers often receive limited PE courses during their undergraduate
education (Graber et al., 2008; Fletcher et al., 2013; Xiang et al., 2002).

Overall, classroom teachers have limited knowledge of teaching PE (DeCorby et al.,
2005; Morgan & Bourke, 2008; Tsangaridou, 2012), which serves as a major barrier
to effectively teaching PE (Petrie, 2010). To address these challenges within the
primary school context, studies have indicated that PE courses at the undergraduate
level and practice teaching opportunities can enhance teachers' skills and provide
valuable learning experiences. It is crucial for teachers to not only develop self-
efficacy and confidence but also acquire the necessary qualities for teaching PE
(Fletcher et al., 2011). Consequently, in-service teachers often lack sufficient
knowledge and experience in physical education thus, in-service teachers require

support through PD programs (Coulter & Woods, 2012; Darling-Hammond et al.,
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2009; Good & Weaver, 2003; Honrubia Montesinos et al., 2023; ince, 2019; Knight,
2002; Sato et al., 2020).

2.5.2 Physical Education in Primary School in Turkiye

Physical education classes were provided by classroom teachers in Turkiye (MoNE,
2018). In the National literature, several studies related to classroom teachers and
physical education were conducted. Although classroom teachers perceive PE as
beneficial for students’ development (Sentiirk et al., 2015). More than half of
classroom teachers perceive they cannot teach PE at an appropriate level (Pehlivan et
al., 2015) and they provide low-quality PE in terms of PA level (Yon & Sarag, 2022).
They have low confidence levels while teaching PE (Ulu et al., 2019). They ignore
teaching motor skills (Yon, 2018) and they have negative attitudes toward teaching PE
(Arslan & Altay, 2009). Additionally, primary school students, generally, play
unstructured games in PE class time without teachers’ supervision (Tel et al., 2016).

Overall, PE tends to be ignored in school (Kaya et al., 2022).

The findings pointed to several main topics in the literature: PE is not taught at the
appropriate level because of several reasons; (1) classroom teachers perceived
themselves as having limited knowledge of teaching PE classes (Arslan & Altay, 2009;
Aytekin, 2022; Bozdemir et al., 2015; Civil-Kara et al., 2017; Yilmaz, 2020), (2) They
also indicated that schools have limited equipment and infrastructure for teaching PE
(Aytekin, 2022; Bozdemir et al., 2015; Demirhan et al., 2009; Icel & Oguz, 2023;
Pehlivan et al., 2005; Tel et al, 2016; Yilmaz, 2020) and they indicated safety issues
in infrastructure while teaching PE (Aytekin, 2022), (3) PE class is considered as
a backup for other classes (Tel et al., 2016; Icel & Oguz, 2023; Sentiirk et al., 2015).
Generally, in classroom teachers’ opinion, PE classes should be taught by PE
specialists because of PE teachers’ knowledge, and awareness about PE class (Civil-
Kara et al., 2017; Pehlivan et al., 2005; Sentiirk et al., 2015; Yilmaz, 2020). In
conclusion, PE class plays an important role in students’ development. However,
classroom teachers have limited content knowledge and limited experiences for
teaching PE lesson in school (Arslan & Altay, 2009).
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2.6 Physical Education Curriculum in Turkiye

The K-12 Physical Education curriculum in Tlrkiye has been updated as part of the
Turkish Century Education Model; however, the revised version has not yet been
released (MoNE, 2023). The last K12 curriculum was updated in 2018 (MoNE, 2018).
This curriculum adopts a student-centered, constructivist approach, with a focus on
student wellness (Ince, 2019). Within the National PE curriculum, three main
objectives (Figure 2) are outlined: motor competency, health and active lifestyles, and
life skills (MoNE, 2018b). Under the motor competence objective, FMS is considered.
These skills are taught in the 'Physical Education and Game' (PEG) course from first
to fourth grade in primary school, led by classroom teachers. The curriculum allocates
five hours for first to third grades and two hours for fourth grade (MoNE, 2018a).
Specifically, students are expected to learn FMS, health-related skills, rules, and tactics
through engaging in games and physical activities. Moreover, these skills should be
taught while considering students' developmental needs, physical abilities, social

dynamics, and the school environment (MoNE, 2018a).

> Skills
> Knowledge
—

> Lifelong PA
e Knowledge
—

Motor competence
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Games Course

Active and Healthy
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Individual Social
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[ Critical Thinking ] [

Figure 2. Curriculum Objectives of Physical Education and Game Class
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2.7 Professional Development

Professional development is fundamentally about teachers' continuous learning,
understanding how to acquire knowledge, and transforming the knowledge into
practice (Avalos, 2011), ultimately enhancing classroom instruction and student
achievement (Yoon et al., 2007). According to Ball and Cohen (1999), PD can occur
through a variety of formal and informal activities based on teachers' experiences.
These activities encompass a range of experiences aimed at enhancing teachers'
knowledge and teaching abilities, including seminars, conferences, group discussions,
co-teaching arrangements, lesson reflections, study groups, and workshops (Desimore,
2011). Professional development plays a role as one of the key components in
improving the quality of schools (Desimore, 2011) and enhancing the competence of
teachers (Lumpe et al., 2012), factors that heavily influence school policies (Borko,
2004; Lumpe et al., 2012). Moreover, as suggested by Borko (2004) and Darling-
Hammond and colleagues (2017), PD has the potential to enhance instructional
practices, teacher behaviors, and student learning outcomes, offering additional

benefits beyond teacher learning and school quality enhancement.

Bechtel & O’Sullivan (2006) emphasized that PD should focus on three crucial factors:
maintaining high standards in education, involvement with subject matter professional
organizations, and research on teacher learning, as there is often a lack of knowledge
in these areas. Studies have indicated that initial teacher education alone cannot
provide sufficient acquisition of all necessary propositional knowledge and practical
"know-how" (Knight, 2002). It is essential for teachers not only to stay updated with
educational theory and practice but also to continually enhance their effectiveness
throughout their careers (Good & Weaver, 2003). However, teachers often struggle to
change their practices independently (Sinelnikov, 2009), with 94% seeking assistance
from other teachers within their schools (Good & Weaver, 2003). Therefore, if quality
learning opportunities are deemed important for students, teachers should be offered
similar opportunities for PD (Borko et al., 2010). Professional development for
teachers is a critical factor in preparing, training, and cultivating highly qualified
educators (Good & Weaver, 2003), ultimately contributing to educational
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improvement (Guskey, 2002) and playing a significant role in school transformation
(Darling-Hammond et al., 2009).

Professional development plays a significant role in the aforementioned components,
a considerable number of PD programs are one-shot workshops, top-down designed
by administrators and imposed on teachers for implementation (Tannehill et al., 2021).
These programs typically aim to inform teachers about specific information and skills
without fostering ongoing development and practice (Clarke & Hollinsworth, 2002).
Due to their one-shot nature and "sit and get" format, such workshops are often less
effective, as the information gained is less likely to be retained and incorporated into
daily routines (Hunzicker, 2011, p. 177). Moreover, these traditional approaches often
lack connections to classroom practices and fail to help teachers bridge the gap
between theory and practice within the school environment (Borko et al., 2010).
Consequently, these types of professional development initiatives are inadequate for
supporting teacher development (Borko, 2004).

On the contrary, research suggests that high-quality PD may significantly enhance
teachers' skills and enable them to effectively apply knowledge in practice (Borko,
2004). Such PD opportunities also facilitate collaboration among teachers (Good &
Weaver, 2003) and support not only the acquisition of teaching knowledge but also
reflection on practice and the integration of theory into practice (Darling-Hammond &
McLaughlin, 1995). This is crucial because when teachers participate in high-quality
PD, positive changes are more likely to occur in their teaching practices (Coulter &
Woods, 2012). Effective PD encompasses multiple components, and researchers
designing such programs should carefully consider these factors to foster the

development of teachers, their practices, and ultimately, their students.

The study suggests that PD programs should incorporate several key features,
including being supportive, job-embedded, instructional-focused, collaborative, and
ongoing (Hunzicker, 2011). For instance, when PD is supportive, researchers should
tailor the program to address the specific needs of individuals within the school
community. This includes addressing the learning needs of specific classrooms,

grades, or even individual students, and ensuring that the content is appropriate for
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various learning styles. When teachers feel supported in their professional growth, they
are more likely to be open to change and willing to try new strategies. Moreover, both
the process and the outcomes of the professional development program are equally
important for fostering teacher support (Patton et al., 2015). Furthermore, job-
embedded professional development should be seamlessly integrated into teachers'
daily responsibilities. This means that teachers should be able to apply what they learn
directly to their classroom practices, making the learning experience more relevant and

impactful.

An additional consideration is that PD, when instructional-focused, should directly
enhance student learning outcomes (Hunzicker, 2011). Moreover, Desimore (2011)
highlighted several essential components of effective PD, including content focus,
active learning, coherence, duration, and collective participation. Content focus
involves emphasizing subject matter content and understanding how students learn
that content effectively. Active learning implies that teachers should not merely
passively receive information during PD sessions but should actively engage in the
learning process themselves. This active engagement provides them with opportunities
to learn and apply new knowledge and skills directly. Thus, these features should be
present in any program related to the PD of teachers (Desimore, 2011).

Bates and Morgan outlined seven essential elements crucial for designing effective PD
initiatives. Firstly, they emphasized the importance of maintaining a content focus,
ensuring that the PD aligns closely with the specific subject matter content relevant to
teachers' needs and students' learning. Secondly, they underscored the significance of
active learning, advocating for engaging teachers in participatory activities rather than
passive information absorption. Thirdly, they highlighted the necessity of fostering
support for collaboration, providing opportunities for teachers to collaborate with
colleagues, share insights, and learn from each other's experiences. Additionally, they
stressed the value of presenting models of effective practice, offering examples of
successful teaching strategies for teachers to emulate and adapt in their classrooms.
Moreover, they emphasized the importance of coaching and expert support,
advocating for personalized guidance from instructional leaders or university faculty

to support teachers' professional growth. They also emphasized the need for feedback
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and reflection, incorporating mechanisms for teachers to receive feedback on their
practice and engage in reflective processes to enhance their teaching. Finally, they
underscored the significance of sustained duration, advocating for PD activities to be
sustained over time to facilitate meaningful and lasting impacts on teacher practice and
student learning. Notably, Bates and Morgan's approach differed from other studies by
explicitly including coaching and expert support as distinct elements in their

framework.

Darling-Hammond and colleagues (2017) refined the core features of effective teacher
development based on existing literature. They identified seven key elements that
should be integral to such programs: (1) a focus on content, (2) active learning, (3)
support for collaboration, (4) the use of models and modeling, (5) provision of expert
support, (6) inclusion of feedback and reflection, and (7) sustained duration.
Additionally, they introduced some specific strategies, including school-based
coaching and mentoring for new teachers. They highlighted the growing popularity of
school coaching programs, emphasizing their effectiveness in supporting teacher

development (Darling-Hammond et al., 2017).

In conclusion, PD programs incorporating the majority, if not all, of the
aforementioned components, serve as potent sources of efficacy for teachers,
facilitating improvements within and beyond the school environment. Moreover, it is
imperative to prioritize well-designed PD initiatives aimed at fostering a holistic
teaching and learning system capable of meeting the diverse needs of the 21st century
(Darling-Hammond et al., 2017).

2.7.1 Professional Learning Communities

The idea of developing professional learning communities (PLC) is considered a
trending issue (DuFour, 2004). It is widely used in the physical education (Parker &
Patton, 2017) and a part of the educational world (Stoll & Louis, 2007). Although there
is no universal definition of PLC (Stoll & Louis, 2007) and it is used by using various
terms (Dufour, 2004), some researchers define professional learning communities as
inclusive and mutually supportive groups of people with a collaborative, reflective
approach (Thornton & Cherrington, 2019). Stoll and colleagues (2006) defined PLC
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as a group of people who share ideas, examine their practice, and develop students’
learning. It is not all about teachers’ learning but also about learning in the community
context. In addition, it is not simply that students are taught but also ensure that they
learn, teachers have to work together to achieve the objectives for all, and teachers
focus on the objectives that aim to reach (Dufour, 2004). Thus, the key purposes of
PLC are students’ achievement and teacher effectiveness (Stoll et al., 2006), and

school development (Antinluoma et al., 2021).

The research agrees regarding the fundamental traits of an effective PLC (DuFour,
2004). In the study by DuFour (2004), he suggested researchers focus on learning
together rather than teaching, working collaboratively, and emphasizing
accountability. In other words, he stated three big ideas; (1) ensuring students learn is
the primary goal of formal education, not just ensuring they are taught. (2) Teachers
who are creating a professional learning community understand that to fulfill their
shared goal of learning for everyone, they must cooperate. Consequently, they
establish frameworks to encourage a culture of cooperation. (3) Results are used by
professional learning communities to assess their efficacy. Another research identified
five essential features for a PLC: (1) it should be a group of people who support each
other, (2) the group of people with shared values, visions, and goals, (3) people learn
collectively, (4) shared their practice and (5) get supported (Vangrieken et al., 2017).
Vescio and colleagues (2008) organized their findings of review in terms of features
of PLCs; (1) collaboration, (2) student learning, (3) teacher authority, and (4) teacher’s
continuous learning. To clarify these features, PLC includes a collaborative activity
that includes encouraging, sharing, reflecting, and taking risks to change. Effective
PLCs are linked with the student’s achievement. In terms of authority, teachers can
make their own decisions regarding both the process of their learning and aspects of
school governance. Considering continuous learning, PLCs support teachers in the
long term, not a one-shot workshop. Whitcomb and colleagues (2009) claimed that
respect and trust are essential features of a productive learning community. Because
teachers take risks and engage in challenging situations when they feel in a safe

environment.
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Studies indicated that PLCs have a positive impact on school improvement (Stoll et
al., 2006; Vescio et al., 2008), teacher practices, and students’ outcomes (Antinluoma
et al., 2021; Bloam et al., 2005; Katz & Early, 2010; Louis & Marks, 1998; Owen,
2005; Stoll & Louis, 2018; Thornton & Cherrington, 2019). For instance, Louis &
Marks (1998) investigated the effect of the professional community on the intellectual
quality of student performance, and classroom organization. They gathered both
qualitative and quantitative data from 24 elementary, middle, and high school learning
communities. They found that PLC has a positive effect on student achievement and
classroom organization. Another study by Vescio and his colleagues (2008) aimed to
overview the features of professional learning communities. They reviewed 11 studies
on the impact of PLCs on teachers and students. They summarized the findings of the
review; as teachers become more student-centered, their involvement in learning
communities affects their methods of instruction. Additionally, the learning
communities foster greater cooperation, student learning, teacher empowerment, and
ongoing learning, all of which enhance the teaching culture. In addition, when teachers
attend the PLCs, their students get benefits.

Considering the PLCs in the PE literature, a scoping review focused on learning
communities by Parker and colleagues (2021), studies about learning communities
have been increasing in recent years. Learning communities’ studies related to PE
teachers dominate the literature however, a lack of knowledge exists in
primary/elementary school teachers. One of the biggest limitations is that although
studies mentioned the theory, their communities were not theoretically aligned with
the theory (Parker et al., 2021).

In conclusion, PLCs are used in the literature in a variety of terms within education
thus, it is necessary to define these terms which are used (Parker et al., 2021). Although
PLC is important for sustainable improvement (Stoll et al., 2006), context, local
factors, education, and other differences should be considered while conducting
(Antinluoma et al., 2021).
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2.7.2 Theoretical Framework

The theory of professional education indicates that education should be learned in and
from practice otherwise, “to propose otherwise would be like expecting someone to
learn to swim on a sidewalk” (Ball & Cohen, 1999; p. 12). Additionally, most PDs are
superficial, and disconnected from curriculum and learning, and teachers are exposed
to vague terms and language instead of reality. Thus, they suggest a contemporary
approach to teachers’ PD; two main components, are important, (a) PD should be
supportive of teachers and enable them to encourage learning, and (b) teachers need

to resist conservative lessons by becoming agents.
2.7.3. Practice-Based Professional Development

A Practice-Based Professional Development (PBPD) see figure 3 below, offered by
Ball and Cohen (1999), suggests that PD should immerse teachers in the types of
practices. They aim to promote, ensuring that the content directly addresses teachers'
knowledge and its application in the classroom. Essentially, this approach enables
teachers to bridge the gap between theory and practice, providing them with
opportunities to receive feedback on their classroom performance (Hirsch et al., 2019).
PBPD is crucial as teachers often struggle to translate theory into classroom contexts
(Jeram & Davids, 2020). By consciously integrating theoretical knowledge into
practice, teachers engage in deep learning and mitigate the theory-practice dichotomy
(Jeram & Davids, 2020). This approach fosters a more seamless integration of learning

experiences, enhancing teachers' effectiveness in the classroom

Ball and Cohen (1999) argue that knowledge acquisition must occur through practical
application, emphasizing that effective teacher education should incorporate both
academic components (Forzani, 2014). In this type of PD, researchers identify suitable
activities, select or create appropriate materials, and utilize these resources to facilitate
teachers' learning experiences (Osborne et al., 2019). Practice-based PD can manifest
in various formats, including teacher learning lab teams, inquiry groups, book studies,
teacher research groups, school-based professional communities, peer observation

teams, lesson study teams, and action research groups, as highlighted in the literature
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(Pella, 2015). These diverse formats cater to different learning preferences and

contexts, enabling teachers to engage actively in their PD journey.

Teachers in
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Figure 3. Practice-Based Professional Development Program Components (Ball &
Cohen, 1999)

PBPD initiatives play a significant role in fostering long-term teacher development,
enhancing their skills, and effectiveness, and ultimately improving student outcomes
(Gettinger et al., 2008). A substantial body of literature supports the efficacy of PBPD
in bolstering in-service teachers' knowledge and skills relevant to their roles (Harris et
al., 2012; Hirsch et al., 2019). Several studies (Table 1 below) related to PBPD include;

In the study conducted by Harris and colleagues (2012), a PBPD framework was
employed with second and third-grade teachers (n = 20) and their students (n = 262).
The study aimed to investigate the effects of PBPD on the implementation of Self-
Regulated Strategies Development (SRSD). The program was intensive and provided
ongoing support to teachers after the PBPD program. The outcomes of the study were
focused on students' performance in story writing and opinion essays. The results

revealed significant improvements in both story writing and opinion essays among
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students. However, no significant differences were found in the length of the essays,
including both story and opinion essays.

In the study by McKeown and colleagues (2016), the effectiveness of PBPD for self-
regulated strategy development (SRSD) in writing was investigated. Employing a
mixed methods approach combining qualitative, quantitative, and single-case
methods, the study included coaching support for teachers to offer feedback.
Following their participation in the PBPD program, teachers implemented SRSD in
their classrooms with coaching support. The study involved three teachers and their
students who provided consent. Researchers measured the implementation of SRSD
by teachers and assessed students’ responses to writing tasks. The findings indicated
that teachers successfully adapted SRSD instruction in their classrooms, with two
teachers highlighting the necessity of coaching for implementing changes in writing
instruction. Moreover, students demonstrated an increase in their scores from the pre-
test to the post-test, indicating improvement in their writing skills as a result of the

PBPD program.

In the study conducted by Fisherman and colleagues (2017), the PBPD program's
effect on scientific discourse practices among both teachers and students was
investigated. The study comprised two groups, referred to as cohorts one and two, with
a total of 44 classroom teachers initially participating (although seven were later
dropped from the study due to health issues). The research was structured into three
parts: an institute component (for both cohorts), a practicum part (exclusive to cohort
one), and a follow-up session (for both cohorts). The findings revealed that teachers
made significant improvements in their science discourse practices, and these
improvements were reflected in the progress of their students as well. The study
highlighted the significance of combining a five-day program with follow-up sessions
for teachers' development. However, the researchers were unable to definitively
conclude whether the practicum session had a significant effect on teachers'

development.

In the study by McKeown and colleagues (2019), the effects of a PBPD writing

intervention were investigated among third-, fourth-, and fifth-grade classroom
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teachers through the implementation of Self-Regulated Strategy Development
(SRSD). The study involved providing teachers with a two-day program focused on
persuasive writing, aimed at teaching them how to utilize SRSD for persuasive writing
instruction. Two groups were included in the study: an experimental group consisting
of 11 teachers and their students (n = 318), and a control group comprising 14 teachers
and their students (n = 367). The researchers concluded that students who received
SRSD instruction demonstrated superior performance compared to those in the control
group, as evidenced by higher scores in holistic assessment, analytic assessment, and

increased composition length.

In the study, Kohen and Borko (2022) initiated the Hollyhock Fellowship Program, a
two-year PD initiative comprising a two-week summer course held at the Stanford
University campus. Following the program, researchers provided online coaching
support to teachers during the program and throughout the first academic year. The
study involved 18 high school mathematics teachers as participants. Researchers
evaluated the instructional quality of the teachers' classroom discourse and observed
that half of the teachers demonstrated improvements in their instructional discourse,
with none experiencing a decrease in their scores. The introduction of online coaching
support was identified as a facilitator of positive changes in teachers' classroom

discourse.

In the study, Thomas and Drew (2022) examined the outcomes of a three-year PBPD
project aimed at enhancing middle school teachers' comprehension, efficacy, and
proficiency in instructional shifts through a university partnership. The study involved
42 middle school teachers from 12 school districts. After the three-year PBPD
initiative, researchers observed that teachers demonstrated an improved understanding
of, appreciation for, and application of instructional shifts aligned with the Next
Generation Science Standards (NGSS) and Common Core State Standards (CCSS) for
literacy. Additionally, teachers exhibited an increased implementation of Disciplinary

Literacy (DL) goals as part of their instructional practices.

In the study, Herro and colleagues (2022) examined the impact of a faculty-in-
residence (FIR) program within a school-university partnership at a middle school
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focusing on STEAM education. The researchers aimed to understand how this

partnership influenced teachers' instructional practices. Employing a case study

approach, they sought to explore the effects of FIRs on teachers' development. Data

were collected through pre- and post-questionnaires, observations, research logs, and

follow-up questions. The study concluded that the PBPD increased instructional

decision-making and practices for teachers in STEAM settings. Additionally, the

university-school partnership was found to be beneficial for STEAM education.

Table 1. The Practice-Based Professional Development Studies in The Literature

Authors Purpose Instruments Field Results
Harriset  To provide a Observation, 4" grade  Coaching has a positive
al.,, 2012 comprehensive writing prompts classroom  effect on teachers and
investigation of and outcome teachers  their attitudes. The overall
teacher and student measures, story and class showed sig.
outcomes for SRSD elements, students Improvement in writing
through PBPD.by  holistic quality, from pre to post.
coaching support  length,
McKeown To prepare students Writing prompts 4" grade  The method has
etal., 2016 for STAAR test for classroom a statistically significant
writing assessment  informational teachers  effect on students’ prompt
by the SRSD and persuasive  and adherence, elements, and
method Implementation  students holistic scores. The
fidelity teachers implemented
SRSD with high fidelity.
Fisherman To investigate the  Science 44 All teachers and students
etal., 2017 impact of PBPD on Discourse classroom showed significant
the scientific Instrument and  teachers improvements in their
discourse practices video segments. and their  science discourse
of teachers and students practices after attending
students. the PBPD program.
McKeown To investigate the  Writing 25 English  Students in
etal., 2019 effects of PBPD on prompts, arts the experimental group
writing in 39, 4", persuasive teachers  showed better
and 5" grade element scores, performance than students
classrooms. length, in the control group in
descriptive holistic, analytic scores
measures, and length of
fidelity, and composition.
social validity
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Authors Purpose Instruments

Field

Results

Osborne et  To investigate three Videos and

al., 2019  versions of the students’
program by assignments
comparing the
changes in

teachers’ and
students’ classroom

discourse.

Kohen &  To investigate the PLATO

Borko, effect of online observation tool

2022 coaching on for teachers and
teachers’ classroom classroom
discourse discourse

Thomas & To investigate the  Students’ and

Drew, effect of a three- teachers’ actions
2022 year PBPD on with the survey
disciplinary literacy
practices

Herro et To understand how Questionnaires,
al.,, 2022  aprogram affects  observation

teachers’ tools, follow-up,
instructional needs questions, e-
through PBPD. mail, logs

57 teachers
from 3"
4th, 5th
grade

18 high-
school
math
teachers

42 middle
school
teachers

Steam
School

All groups showed
significant improvements
after the program.
However, neither a group
with practice nor a group
with a revised program
showed additional
improvements.

Teachers improved their
classroom discourse. The
teacher used more
specific references while
teaching.

Teachers improved their
understanding and
instruction more than
before. In addition,
teachers’ self-reports
showed an increase in
their DL goals.

In conclusion, PBPD can
be used in a variety

of contexts. Teachers and
students gained benefits
from lessons.

In the study, Herro and colleagues (2022) investigated a faculty-in-residence (FIR)

program within a school-university partnership in middle school at a STEAM school.

They tried to understand how this school partnership shaped their instructional

practices. They used a case study approach to understand better how FIR affects

teachers’ development. Data was gathered by pre-post questionnaires, observation,

research logs, and follow-up questions. In conclusion, PBPD increased instructional

decisions and practices for teachers in STEAM settings and university-school

partnerships are beneficial for STEAM education.
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2.8 Facilitator Role in a Professional Development Program

Facilitation is defined as guiding and supporting teachers' learning by an expert in their
practice (Darling-Hammond et al., 2017). In PD programs, the primary function of the
facilitator is to assist teachers in improving their beliefs, knowledge, and practices
(Patton & Parker, 2014).

In the field of education, the facilitator role of PD stands as a cornerstone for fostering
continuous growth and effectiveness among teachers. Studies indicate that effective
PD encompasses various factors, with coaching or facilitation being a key aspect of
the school environment (Bates & Morgan, 2018; Darling-Hammond et al., 2017;
Kohen & Borko, 2022; Poekert, 2011).

Numerous studies have shown that teachers who receive school-based facilitation
during PD are more likely to effectively apply theory into practice compared to those
engaged in traditional professional development (Darling-Hammond et al., 2009).
Moreover, teachers have reported positive effects from online facilitation (Kohen &
Borko, 2022) and facilitation interventions (McKeown et al., 2016). This support is
vital as learning is a gradual process (Guskey, 1986), and providing teachers with the
necessary support for learning is essential for their development (Guskey, 2002).
Educators at all levels require time and embedded support to effectively implement
new practices (Guskey & Yoon, 2009), which may prompt their reflection (Poekert,
2011).

In conclusion, the facilitator role of PD emerges as a component in effective education.
By providing ongoing support, guidance, and opportunities for growth, PD facilitators
empower teachers to thrive in their roles, ultimately benefiting students. As education
continues to evolve in response to changing needs and advancements, the facilitator's
commitment to fostering a culture of continuous improvement remains essential,
ensuring that educators are equipped with the knowledge, skills, and support they need

to succeed in their class.
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2.9. Summary

Based on the literature, PE has numerous benefits for cognitive, psychological, and
physical development. However, PE in primary school is not the desired level and does
not meet the curriculum expectations. Therefore, students cannot get benefits from PE
classes. There are several reasons that PE is taught low quality, defined as individual
and institutional factors in the literature. Individual factors are teachers’ knowledge,
practice, motivation, etc. To overcome these factors, teachers’ development plays
a significant factor. Professional development is one of the ways to develop teachers
in the scope of program aims. In a PD, teachers participate in a program, that has
different lengths, that focuses on specific topics. In the literature, the current PD
program is criticized because of its features. For instance, researchers suggested that
the contemporary PD program has to have several features which are the content of
the program should be specific. The program should consider teachers as active
learners. The learning cannot be individual but collaboration is necessary for the
learning. The expert or facilitator’s support should be included for teachers’
development. The feedback and reflection should be held during the program and the
duration of the program should be longer than one day or one session. One type of PD
program is PBPD that program consists of these features above. It provides teachers
with opportunities for purposeful learning and development while actively engaging
in their instructional contexts and teachers make sense of their classroom experiences
and generate knowledge-in-practice recognizing that valuable knowledge is embedded

within teaching itself.
In the PE literature,

e PD studies have predominantly concentrated on secondary education.
However, there is a notable scarcity of research specifically targeting PD for
classroom teachers.

e Existing PD programs focused on other domains of PD rather than FMS which
should be prioritized because of the lifelong participation, and cognitive and

psychological benefits.
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In summary, there is a need to enhance classroom teachers' understanding of FMS,
improve their FMS teaching practices, and improve their students’ FMS levels.
Pioneering studies suggest that effective PD programs for teachers should have several
features that were mentioned above. This study considered previous studies’
recommendations and addressed a critical gap in the literature, both nationally and

internationally.
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CHAPTER 3

METHOD

This chapter contains sections that present an overview of the research methodology
used in this study including the description of the overall design of the study,
participants and settings, data collection instruments, data collection procedure,
process of the program, pilot study, PBPD program, framework, data analysis and

treatment integrity and the facilitator role in the program.
3.1 Overall Design of the Study

In a mixed-method research design, data are gathered from different sources to answer
research questions holistically (Mertens, 2019). According to Creswell and Clark
(2017), mixed-method research designs have three core designs. Explanatory and
exploratory sequential mixed method research designs each have two parts after one
another. The third design is the convergent mixed-method research design in which
quantitative and qualitative data are collected simultaneously but independently of
each other, then findings are merged and interpreted in the discussion section as
depicted in Figure 5 (Creswell & Clark, 2017). In this study, a mixed-method

experimental research design was applied.

From the quantitative aspects of this study, a quasi-experimental one-group pretest-
posttest design see Figure 4 (e.g., Shadish et al., 2002) was used. From a qualitative
research perspective of this study, case study research was used.

Experimental PBPD

Group Pre-Test Program Post-Test

Figure 4. A Quasi-Experimental One-Group Pre-and Post-Test Design
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In this study, qualitative and quantitative data were collected independently and
analyzed within a quasi-experimental study and purposefully integrated and merged
the results obtained from both types of data to answer the mixed-method research

question.

Quantitative Data
Collection and Analysis

Results

Interpretation

merged and
compared

Qualitative Data l
Collection and Analysis

Figure 5. Convergent Mixed Method Design (adapted from the mixed method book
by Creswell & Clarke, 2017)

3.2 Settings and Participants

The PBPD program was conducted in two primary schools in Ankara during the spring
semester of the 2022-2023 educational year. These two primary schools were public
schools and had similar facilities for teaching PE and game classes. For instance, both
schools had no gymnasium but rather multipurpose halls which students used for
activities when the weather was not appropriate for outdoor activities. They also had
limited equipment for PE classes. The two schools had limited space in the school
garden when two or three classes had PE and game classes at the same time. This
implied that teachers did not have the opportunity to use multipurpose halls whenever
they wanted or needed them for PE and game classes. Although the surface of the
school garden was hard, there were many lines for different activities to play and to
construct games and activities. At the beginning of the study, the facilitator provided
some equipment to teachers for PE and game classes such as tennis balls, softballs,

two balance boards, and two different types of training cones.

The sample consisted of a hierarchical structure with classroom teachers and their
students. A purposive sampling methodology was used in the study, which is a non-

random sampling method (e.g., Fraenkel et al., 2012).
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The inclusion criterion was that teachers could only be included when they taught first,

second, and third-grade classes as the first three grades had five hours of PE game

class per week but the fourth-grade classes had two hours of PE and game class per

week. Participation was totally voluntary. As a result, sixteen female classroom

teachers from two schools participated in the study. The information about teachers,

their school, gender, years of experience, and the number of students in their class,

number of weeks they attended the program were given in Table 2. After a teacher

agreed to participate in the study, all students in the teacher's class were invited to

participate in the study.

Table 2. Teachers’ Demographic Information

Participants  School Gender Experience (year) # of students  # of weeks
P1 A Female 36 23 10
P2 A Female 33 23
P3 A Female 38 22
P4 A Female 23 19
P5 A Female 30 18
P6 A Female 37 19 10
P7 A Female 30 12 9
P8 A Female 30 15 10
P9 A Female 26 15 10

P10 B Female 23 30 9
P11 B Female 21 23 10
P12 B Female 20 26 10
P13 B Female 20 31 10
P14 B Female 21 29 9
P15 B Female 17 33 10
P16 B Female 33 25 10

Note. “# of weeks” shows the number of weeks teachers participated in the PBPD program.

“# of students” means the number of students teachers have in their class.

3.3 The Practice-Based Professional Development Program

In this section, the PBPD framework and which components of this study

corresponded to the features of the framework were explained step by step.

39



3.3.1. Theoretical Framework Integration to the Study

According to the framework of Ball and Cohen (1999), six features are needed to focus
on when designing an effective professional development program. These are 1)
collective participation during the program with teachers, 2) a focus on students’
needs, 3) increasing content knowledge and pedagogical content knowledge of
teachers, 4) materials that are used in the program should be identical with practice/real
life practices, 5) to give opportunity for teachers to learn theory and practice actively,
and 6) and feedback while learning. All these features were considered by the PBPD
program in this study. In Table 3 below, the characteristics of the framework and
equivalent in the PBPD program were presented. For instance, Ball and Cohen (1999)
indicated that a PBPD should contain the collective participation of teachers who have
similar needs. In response to this, teachers who have limited knowledge about teaching
FMS in PE classes were chosen. Another one was that a PBPD program should focus
on teachers’ content and pedagogical content knowledge. Thus, teachers were taught
FMS which is one of the main outcomes PE curriculum, and how to teach these skills
in the class environment. The last example is that a PBPD should contain feedback for
teachers during their development. Thus, all teachers one by one were supported
during the whole program whether they were in the first week or the last week and

both on or off-site.

Table 3. The Characteristics of Practice-Based Professional Development Adapted
from Ball and Cohen’s work (1999)

Characteristics in the Framework In this Program

Collective participation of teachers within the same Teachers meeting for PE and game

school with similar needs classes with similar needs.
Basing PD around the characteristics, strengths, Students' FMS level

and needs of students in these teachers' current

classroom

Attention to content knowledge needs of teachers, FMS knowledge and how to teach it
including pedagogical content knowledge

Opportunities for active learning and practice of the Discussion about their teaching
new methods being learned, including practice and support by facilitator
opportunities to see examples of these methods

being used and analyze the work
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Characteristics in the Framework In this Program

Use of materials and other artifacts during PD that Learning how to use Dynamical
are identical to those to be used in the classroom System Theory and observation

Feedback on performance while learning and Support by facilitator on and offsite
before using these methods in the classroom so that (Observation and notes from practice)
understandings and skills critical in implementation

are developed

3.4 The Process of the Study

The study had four steps; (1) it began with needs assessment which called as a pilot
study. (2) Then, the developed pilot study was implemented. (3) After the pilot study,
the PBPD study was developed based on the notes of the facilitator. (4) In the last step,
the PBPD program was implemented (see Figure 6).

N e ) e _ N e )
Needs Implementation Developing the Implementation
Assessment - of Pilot Study PBPD Program of the PBPD
Pilot study «Meeting with «Based on the Program
*4-weeks pilot teachers in the feedback of +10 weeks
study program school pilot study program
developed based
on PBPD
framework
\. J \_ J \. Y, \. Y,

Figure 6. The Whole Process of The Whole Study Including the Pilot Study, Main
Study and Their Development

3.5 The Needs Assessment - Pilot Study

The 4-week - PBPD pilot study was designed jointly by the facilitator and a field expert
in the PE department at Middle East Technical University for needs assessment. The
main aim was to determine the process, the strengths and limitations of the program,
and which part of the program could be improved or removed from the program of the

PBPD program.
3.5.1 Participants of the Pilot Study

A pilot study was conducted in one public school in Ankara (an urban area). This

school, its teachers, and children was not part of the PBPD program. In that school 15
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classroom teachers participated in the study. The number of students per class was
around 25-30.

3.5.2 Settings of the Pilot Study

The school had limited infrastructure for physical activity and sport. It had a big school
garden, but not a gymnasium. However, it had one multipurpose room in the school
building on the ground floor which was used for PE class in the wintertime. Although
the ceiling in the room was low, the surface was covered by tatami and it was around

150 m?. Thus, teachers had the opportunity to do PE and game classes in this room.
3.5.3 Implementation of the Pilot Study

In the pilot study, the facilitator met with classroom teachers in the school environment
for consecutive four weeks. The meetings were scheduled after the teachers’ class and
each meeting lasted for around 2 hours. The content of the pilot study was presented
Table 4 below.

The main topic in the first week was how to read physical activity cards (PAC) that
are provided tools by the MoNE. The PAC includes FMS and games that can be useful
for teachers in PE. In addition, the cards give clues for teachers to increase or decrease
the complexity of the activities. Teachers were asked questions about their physical
education and game class. Examples are; “What is your attitude toward PE class?”,
“What do you do in PE class?”, “What do you think about the curriculum of PE?”.
Then, the PE and game curriculum, its aims, and objectives were explained to teachers
in 20 minutes. Then, one expert did warm-up activities with all the teachers. At the
end of the first week, each teacher gained knowledge on how to read those cards and

where to look, how to diversify the activities based on those cards.

In the second week, the facilitator reminded teachers of the first week's activities and
asked some questions related to the first week’s topics. For instance, “What did we
learn last week?”, “Did you apply some activities in your class?”. Then, some
activities related to the first week's topic and warm-up activities were done. During
these activities, some cases were included in practice by the facilitator to decrease or

increase the difficulty of tasks. While adding cases, teachers were asked how they
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would manage these situations. Thus, they could find an opportunity to think about
how they manipulate tasks, environment, or individuals. In each situation, teachers
tried to find solutions and expressed their ideas to the group. It helped teachers to
cooperative learning and construct knowledge in real situations. After this activity,
they were divided into dyads. Each teacher had a partner. These partners showed some
skills to each other and they evaluated their partners’ skills. In the last activity of the
second-week meeting, facilitator wanted the teachers to look at movement concepts
(spatial awareness, effort, and relationship) and wanted them to brainstorm about the
movement concepts in their groups. Thereafter, these concepts were explained by the
facilitator and two different activities were done related to movement concepts to the

group.

In the third week, teachers were reminded and asked questions about movement
concepts that they experienced last week. Then, they explained the space awareness,
effort, body awareness, relationship with objectives and motor relationship in the
example that was provided to them last week. After that, the teachers engaged in some
rhythm activities. In each activity, teachers manipulated the task, and individual and
environmental variables to make the activity easier or harder. These activities took
about 45 minutes. Lastly, the facilitator prepared evaluation cards for each
fundamental motor skill that is taken part in the Test of Gross Motor - 2 (TGMD-2).
This process aimed to help teachers analyze each skill and understand the sequence of
the skill. Each teacher got one evaluation form and had a partner. With a partner, they
moved from one station to another station and they did skills such as running or
throwing skills. In these stations, they evaluated their partner and learned which
criteria were important in specific skills. For instance, they learned arms move in
opposition to legs in running skills, or arms bent and lifted to waist level at takeoff in
the gallop. At the end of the session, discussions were held about what we did and the

evaluation of the FMS process with all teachers and they reflected their opinion.

In the last week, teachers learned FMS terms in the PE curriculum. Therefore, at the
beginning of the session, they were asked to read the PE curriculum in terms of FMS
outcomes for each grade. Teachers recognized a similar outcome for each grade and

the outcome is getting more difficult as the grade increases in the curriculum. For
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instance, the first outcome in first grade is “perform locomotor movements”. The first
outcome in the second grade is “perform locomotor movements with increasing
accuracy”. This took 15 minutes. Then, rhythm and games were played. After each
game, teachers make the game easier or more difficult. They learned how to modify
games related to specific situations that were presented by the facilitator. For instance,
they were asked how they could modify this game if they had limited balls or if they
had more students than this game. Furthermore, teachers were asked to make
connections between curriculum outcomes and game objectives. At the end of the

session, teachers created a game by themselves and presented it to the whole group.

Table 4. Content of The Pilot Study

1. Week 2. Week 3. Week 4. Week

- Introduction - Warm-up - Warm-up - Warm-up
of PE - Dance - Movement - Connection of
curriculum activities concepts - Curriculum,

- PAC - PAC - FMS and PAC materials,
materials materials critical and FMS

- Activities - Movement components - Cool down
related to concepts - Cool down - Reflection on
PAC - Cool down - Reflection the whole

- Reflection - Reflection from teachers program
from teachers from teachers

3.5.4 Result of the Pilot Study

Based on the results, it was revealed that teachers had major problems and concerns
about reading and understanding PE curriculum. For instance, teachers struggled to
understand the curriculum, describing it as unclear and difficult to read. They also
lacked experience with the PAC and were unsure how to use them. Most had limited
game literacy and frequently requested new PE games. Some teachers viewed PE

merely as free time for students to play.
3.6. Information About Developing the PBPD Program

The PBPD program was developed in several steps; First of all, the PBPD studies in
the literature regardless of the context (subject such as math or STEAM in the
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literature) were reviewed. Based on the content and the length of the program, the first
draft was uncovered. In the second step, the needs assessment - the pilot study was

done (explained above).

In the third step, expert opinion was taken for the content of the program. Then, the
PBPD was constructed. For instance, the PBPD program started with teaching games
and PE routine which is critical for PE class. Then, the philosophy of FMS, and motor
development models was put in the second week. After that, FMS was introduced with
movement concepts. Last two weeks, object control and locomotor skills with balance

skills were planned to be introduced.

In the last step, the qualitative survey was filled out by teachers at the beginning of the
program. This form consisted of six questions. Based on the qualitative survey, the
facilitator tried to understand what teachers know about the PE lesson and curriculum
based on their answers. In other words, the content of the program was re-organized.
For instance, teachers had limited knowledge about the PE curriculum objectives.
They struggled with reading and understanding the PE curriculum. Thus, the facilitator
focused on the PE curriculum during the first five weeks (see the whole program below
Table 5) and made connections between FMS and PAC with the PE curriculum.
Additionally, facilitator emphasized more about the PE curriculum, its objectives, and
outcomes than it was planned. During the PBPD program, they were given some

examples of the class objectives and connection with the curriculum.

There is an ongoing debate in the literature regarding the appropriate length of
programs. In this study, both FMS interventions and PD programs from the literature

were considered.

First of all, PD programs vary in duration and intensity. For instance, one study
provided approximately 100 hours of PD within a month, while another distributed the
same number of hours over a longer period (Yoon, 2007). Additionally, several studies
in the national literature provided around six weeks (approximately 12 hours) of PD
to PE teachers and found significant effects on both teachers’ and students’
achievement (Ince et al., 2020; Hiiniik et al., 2013). Overall, around 14 hours of PD
have been shown to positively affect student outcomes (Yoon, 2007).
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Secondly, regarding FMS interventions, the optimal length has not been clearly
identified (Johnson et al., 2023). In the literature, there is limited consensus on the
appropriate duration needed to support FMS development in young children. Some
studies have implemented nine-week interventions (e.g., Robinson, 2011; Robinson &
Goodway, 2009), while others have used twelve-week programs (e.g., Valentini &
Rudisill, 2004). Johnson et al. (2023) emphasized that any FMS intervention is more
beneficial than no intervention, and that the duration or dose alone is not the most
critical factor in determining effectiveness. Based on these considerations, the current

program was designed to last 10 weeks (approximately one academic semester).

Table 5. Content of The Ten-Week Practice-Based Professional Development
Program

Week Topic Content of the Meetings

1 T Introduction of program The PE curriculum and materials were introduced.
PE curriculum PE, warm-up, and cool-down routines, as well as
Critical Components of PE  the rules of the gymnasium, were all explained.
PE routine

P Warm-up/ Cool down Teacher practice of PE-related activities.
PE class activities Facilitator demonstration of activities within an
PE games entire PE class.

2 T Motor development The theories of motor development and the
theories dynamical system theory were explained. The
Dynamical system theory facilitator explained how teachers should classify
Hourglass model students based on their age and the effect of age.

Age classification
P Physical activity cards, with  Activities from the PAC booklet were practiced

a focus on the dynamical during the practical component. Activities were

system theory. selected from PAC and the level was adapted
through application of the dynamical system
theory.

3 T PE-curriculum, FMS and FMS and the relationship with objects, people and
movement concepts space, body, spatial, and effort awareness were
(relationship with objects, discussed. It was explained to teachers what is
people and space, body, meant by movement concepts and what they are
spatial and effort for.
awareness)

P Physical activity cards Activities related to movement concepts were

performed in PAC and the movements were
explained during exercise.
4 T Object control and Balance  Catching, kicking, throwing overhand and rolling
skills underhand, dribbling, and balance skills were
considered with the use of video footage.
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Week Topic Content of the Meetings
P Activities related to Object  Activities related to object control and balance
Control and Balance Skills  skills were performed and it was emphasized
which criteria (critical elements) in object control
and balance skills should be focused upon.
5 T Locomotor and Balance Locomotor (running, galloping, hopping, leaping,
Skills jumping, crossover exercise, walking) and balance
skills were considered with the use of video
footage.
P Activities related to Activities related to locomotor and balance skills

Locomotor and Balance
skills

were performed and critical elements of
locomotor and balance skills were emphasized.

6 Teacher support with a Teachers were supported by the facilitator during
facilitator the PE class. The facilitator provided feedback
during the class and assisted teachers during the
activities.
7 Teacher support with a Similar contents were applied as in week 6
facilitator
8 PE class observation and Teachers were observed by the facilitator who
feedback provided feedback at the end of the PE class.
9 PE class observation and Similar contents were applied as in week 8
feedback
10 PE class observation and Similar contents were applied as in week 8

feedback
Note. T: Theoretical part, P: Practical part

3.7. Implementation of the Practice-Based Professional Program

The PBPD program was split into three sections which were the first five weeks, the
second two weeks (sixth and seventh), and the last three weeks (eighth, ninth, and

tenth week) which was presented below in Figure 6.

In the first five weeks, an external observer followed the schedule of that week for
following the same topics and doing the same activities for both groups in the
meetings. The meetings had theoretical and practical sessions. Thus, teachers learned
topic theoretically and then practiced it by doing it. The meetings lasted for
approximately two hours. The purpose of meetings was (a) to discuss their teaching
experiences and teaching PE and game class, (b) to understand the philosophical
background behind growth and motor development, (c) to remind the PE curriculum’s
main outcome, (d) to improve their knowledge about FMS and how to teach it, (e) to

practice what teachers learn in the meeting. Each week has a different focus directly
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related to motor development objectives in primary school PE (MoNE, 2018). For
instance, teachers have explained the goal of the program and introduced the program
in 10 minutes in the first week. Then, they were informed about the curriculum, its
objectives, and components of the PE during the theoretical part. Then, they were
introduced to warm-up and cool-down activities and games related to a topic in the
theoretical part. After they did activities, the facilitator asked them to think about

which component of motor skills might be developed.

The last three weeks

The first five weeks Sixth- and seventh-weeks . X
A ; ; : " supporting and observing
meetings with teachers suppor’ur;)gljE tgiaglzrss in their teachers in their PE class

Figure 7. The Timeline of the PBPD Main Program

In the second week, the philosophical background of motor development was
introduced to teachers, what motor development is and its theories, what hourglass
model is, what Dynamical System Theory is, and how to manipulate the environment,
task, or individuals. In the practice part, they learned how to read PAC (an example of
PAC is given in appendix D) and find an activity in terms of motor development while
playing games and doing activities. The fourth and fifth weeks focused only on object
control skills, locomotor skills, and balance skills. In theory, they watched videos for
each skill such as hopping or jumping skills and they were provided cards in which
the teacher should focus on critical elements in specific skills. Then, they practiced
these skills in the second part and played games to improve these skills. While
practicing these skills, teachers took an instructor role whether other teachers did the
skills right or wrong, if it was wrong, the teacher warned other teachers about the skills.

Thus, these practice parts were important for all teachers to take an instructor role, and
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make connections from theory to practice and these were preliminary work while

teaching these skills in the school environment.

After the five weeks of meetings, the facilitator supported teachers as active
participants in their classes in the sixth and seventh weeks and gave them feedback
during and after class about their practice. The main purpose of these two weeks was
to support teachers about what they learned in the first five weeks and try to bring
these theories into practice. The facilitator participated in classes but did not guide
teachers on what to do. In addition, the facilitator took notes about teachers and their
practices to tell them about the pros and cons in terms of their PE class practices. All
teachers followed the objectives of their PE curriculum. The facilitator gave some idea
about the process which one was appropriate or which one might be improved. For
instance, teachers choose a card from PAC that starts with warm-up activities. They
taught one or two skills. In the beginning, they informed the students about the skill
that they chose, then the skill was shown by the teacher. The teacher created an
appropriate environment for students to train in that skill. Then, the teacher created a
game related to the skill. At the end of the class, they got reflections from students
about the class and did cool-down activities. Teachers were not criticized about their
class practice but they were given advice about the process and encouraged to improve
themselves. All teachers were supported two times one by one in the sixth and seventh

weeks.

In the last session of the program (eighth, ninth, and tenth), the main purpose was to
give feedback and improve teachers’ class practices. The facilitator observed teachers’
classes from outside not participating in class, took field notes about the class, filled
the observation form out, and gave feedback about their class at the end of the class.

All teachers were observed three times one by one in those weeks.
3.7.1 The Facilitator’s Role in this Program

Throughout the PBPD program, | served as the facilitator, assuming a multifaceted
role that was crucial to the success of the PD program. My primary responsibility was
to construct a proper PD program for primary school teachers and guide and support
participating them in enhancing their knowledge and instructional practices related to
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teaching FMS. This facilitation role extended far beyond simply delivering content; it
involved building trusting relationships with teachers, understanding their unique
classroom contexts, their students’ needs and offering continuous, context-specific

support tailored to their needs.

From the beginning of the program, | was actively involved in designing and
structuring the professional learning sessions to ensure they were relevant, practical,
and directly applicable to the teachers' experiences. The content was grounded in real
classroom challenges and aligned with curriculum expectations, making the PD not

only meaningful for them but also immediately useful for the teachers involved.

During the first five weeks of the PBPD program, my role as the facilitator was to lay
a strong foundation for teachers' understanding of FMS while fostering a supportive
and collaborative learning environment. In the theory sessions, | introduced key
concepts related to FMS, including their developmental importance, components
(locomotor, object control, and stability skills), and their place within the PE
curriculum. My approach emphasized connecting theoretical knowledge to real
classroom experiences, using examples, videos, and case discussions to help teachers
make sense of abstract concepts. | encouraged open dialogue, posed reflective
questions, and facilitated group discussions that allowed teachers to critically examine
their current beliefs and practices. This phase was essential for building a shared
language around FMS and aligning teachers’ understanding of its pedagogical

relevance.

In the practice sessions (first five weeks) that accompanied the theoretical components,
I actively demonstrated how FMS could be taught in engaging, developmentally
appropriate ways. | modeled instructional strategies, classroom management
techniques as having PE routine, and inclusive adaptations, while explaining the
rationale behind each teaching decision. Teachers were invited to participate in
activities as learners, allowing them to experience the tasks from a student’s
perspective and reflect on their instructional impact. | provided immediate feedback,
guided them in adapting activities to suit different age groups and ability levels, and

encouraged peer observation and discussion. These sessions were not only hands-on

50



but also served as a space for experimentation, where teachers could build confidence
in applying theory to practice with my ongoing support and guidance.

In the last five weeks, | maintained ongoing contact with teachers through regular
follow-ups, observations, and individual consultations. These interactions allowed me
to provide timely feedback, address emerging questions or concerns, and offer
encouragement as teachers experimented with new instructional approaches. | was
intentional in creating a supportive environment where teachers felt safe to try, reflect,
and revise their practices. This iterative process of practice and reflection was key to

promoting deep and sustained professional growth.

Moreover, I played an active role in collecting insights from teachers’ experiences,
classroom observations, and informal discussions before and after their PE class,
which informed the continuous refinement of the program content. This
responsiveness ensured that the PD remained relevant and adaptive to the evolving
needs of the participants.

Overall, my role as facilitator was to act as a guide and collaborator—helping teachers
connect new learning to their own practice, fostering a culture of shared learning, and

ultimately contributing to improved educational outcomes for their students.
3.8 Data Collection Instruments

In this study, different data collection instruments were used in the study: interview,
observation, reflection and a motor test. The following sections provide details about
these techniques (see the 3.11 data analysis section for research questions, data

collecting tools, and its analysis).
3.8.1 Interview with Teachers

Interviews were conducted to explore participants' thoughts on a specific situation
(Fraenkel et al., 2012). Interviews provide rich, detailed insights into participants'
experiences (Braun & Clarke, 2013; Briggs, 1986). In this study, semi-structured

interviews were used at the end of the study with all sixteen teachers.
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This interview aimed to understand the teachers’ perceived knowledge of teaching
FMS, attitudes toward FMS, and their experiences related to facilitator support during
the whole process. All interviews were done face-to-face and were audio-recorded.
Each interview lasted for around 40-45 minutes. The whole interview questions were
presented in the appendix C. While constructing the questions two qualitative experts
and one researcher’s opinions were taken. These are sample questions; “When you
think about before and after this program, are there any changes in your knowledge
about teaching motor skills in PE and game class? If so, what kind of changes”. “The
first five weeks of this training were theoretical and practical training with you, while
the other five weeks were the process of the facilitator supporting you in the classroom
environment/practice. Did this have any benefit for you? Can you tell me about the
process?” and “Did this training have an impact on your class practice? If so, what

kind of impact did it have? Can you give an example?”.
3.8.2 Class Observation

The purpose of the class observation aimed to understand teachers’ PE class practices.
All teachers’ PE classes were observed three times (total 48 observation) in the last
three weeks by the facilitator. The Observation tool include 12 behaviors. Some of
them are warm-up, cool-down, demonstrating a skill, physical prompt, task (skill)
definition etc. (see the appendix C for the observation tool). The scoring system was
dichotomous (i.e., behavior was either performed or not). Scores were not calculated
as a maximum total; instead, each behavior was reported as the percentage of teachers
who demonstrated it.

In this study, the researcher took a nonparticipant/observer as a participant role (e.g.,
Creswell, 2013). Thus, the researcher stayed out of the group and watched and took
field notes from a distance.

The observation form was adapted before the study, originally designed by Hiirmeric-
Altunséz and Goodway (2016). The adaptation process was follows; some items such
as equipment availability were removed from the original observation form. The
adaptation of the observation included manipulation of the environment, individuals,

or tasks by applying dynamical system theory in-class activities, as well as an
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explanation of the skills at the beginning of the class, and opportunities for repetition.
Adaptations to the original observation instrument were deemed necessary because (1)
the main aim of the PBPD program was to examine teachers’ FMS teaching practices.
Equipment availability and type of teachers’ feedback were out of the scope of the
main aim of the PBPD program, (3) manipulation of the environment, explanations
and repetition of the skill, game-like situations and structure of the sessions were
necessary for FMS teaching and an explicit part of the provided content in phase one
(e.g., Gallahue et al., 2012; Goodway et al., 2019; Newell, 2020).

The content validity of the adapted observation form for this PD program was
confirmed by two experts in PE, selected for their extensive experience and knowledge
in FMS teaching and assessment. These experts carefully reviewed the form to ensure
that it accurately reflected the essential components of FMS instruction and that it was
appropriate for capturing relevant teaching practices. The adapted observation form
(see appendix C) includes 12 well-defined teaching behavior, specifically designed to
assess whether teachers demonstrate behaviors during PE lessons. This ensures that
the form is not only aligned with the content of the PBPD program but also provides

a reliable measure of teachers' FMS teaching practices for this study.

For observation of teaching practices, the facilitator filled out class observation
forms to document teaching practices in the last three weeks (phase three). In order
to ensure inter-rater reliability of the observation forms, an external observer
independently observed 11 out of the 48 sessions during these observation weeks,
resulting in a substantial observation inter-rater observer agreement (K = 0.62;
Landis & Koch, 1977).

3.8.3 Weekly Reflection

The aim of the weekly reflection was to understand teachers’ preferences what they
learn during the program and follow their development process. This weekly reflection
has three questions. The questions were written based on the focus of the PBPD
program; (a) How would you evaluate your physical education and game class for this
week? (b) Which part of your PE class did you do well? (c) Which part of your PE
class do you want to improve for the future? In addition to these three questions, the
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last part of the reflection asked the teacher which days teach PE classes in the school
and which component of PE in terms of FMS.

3.8.4 PLAYbasic

The aim of the PLAYbasic was to evaluate students’ motor competence level.
PLAYbasic tool (CS4L Society, 2014) is a short form of PLAYfun, used in a national
context (Tas & Hiirmerig-Altunséz, 2021). This tool consists of locomotor, object
control, and balance with five different FMS which are run, hop, overhand throw,
kickball, and balance walk. The tool uses a 100 mm visual analog system and has four
categories which are initial (0-24), emerging (25-49), competent (50-74), and
proficient (75-100). The first two stages are considered developing, the last two stages
are considered acquired. Zero point means that the participant does not perform the
skill, a hundred point means that the participant performs and achieves all criteria
about the skill without any age restriction. This visual analog system evaluates the
whole process and helps researchers eliminate errors while evaluating the process
(Mertler, 2001).

Studies in the literature have shown strong correlations between PLAYbasic and
PLAYfun (r2 = .742, p < .001) and overall correlations ranging from r = .83 to .90
(Caldwell et al., 2021). Both tools also showed moderate-to-large correlations with
BOT-2 (r =.19-.59, p <.05) and CAMSA (Stearns et al., 2019). Based on the study’s
results, the PLAYbasic tool provides valid and reliable scores for evaluating the FMS

of children.

Before applying the PLAYhbasic evaluation form, an external observer and the
facilitator got training before evaluating students. In total, the external observer and
the facilitator observed students in the sample (see table 6 for the numbers). The
external observer had no experience beforehand. In the first step, he had training with
the workbook for three hours. Then, videos related to PLAYbasic skills were examined
one by one. After that the external observer spent time in school settings for five hours.
During school settings, the external observer and the facilitator evaluated and shared
their ideas about the skills of students to make a consensus among their ratings. Inter-

rater reliability was used before applying the PLAYbasic (Table 6 below). Below all
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Intraclass Correlation Coefficient of inter and intra-rater reliability values with

students’ number were presented.

To assess the validity of the PLAYbasic instrument, content validity was examined
through expert evaluation. Content validity ensures that the instrument adequately
represents the domain it is intended to measure and includes a sufficient sample of
relevant content (Fraenkel et al., 2012). If an instrument does not appropriately capture
the essential aspects of the construct or presents items in an unclear format, valid

results cannot be obtained.

For this study, experts in the field of PE and motor development were consulted to
evaluate the relevance, clarity, and comprehensiveness of the items within the
PLAYbasic tool. Specifically, two experts with experience in PE, motor competence
assessment, and child development was chosen. Then, experts reviewed the tool to
determine whether the items effectively captured fundamental movement skills and
aligned with the intended measurement objectives. In the last step, experts assessed

each item based on clarity, relevance, and appropriateness

Table 6. Intra- and Inter-Rater Reliability Table of Students

The number Rater Skills

of Students #1 #2 #3 #4  #5
Pre-study 21 Inter-rater .87 e .92 a5 .85
Pre-test - A 46 Inter-rater .83 .78 .63 81 .74
Post-test - A 56 Inter-rater .89 15 .76 84 .85
Pre-test - B 74 Intra-rater .90 .86 91 92 .93
Post-test - B 37 Inter-rater .89 a7 .93 90 .82

Note: #1= running, #2=hopping, #3=throwing, #4=kicking, #5=walking
3.9 Data Collection Procedure

Data collection occurred during the spring semester of the 2022-2023 academic year.
Data were gathered by interviews, weekly reflections, motor competency test and class
observation tools.
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In the structured interview questionnaire, teachers were asked to fill it out right before
the start of the first meeting. The facilitator wanted teachers to write what they know

about the questions in the questionnaire. It took ten minutes to fill it out.

In the interview with teachers, data were gathered by using one-on-one interviews.
The whole process was recorded by getting permission from all teachers. The
interview questions were semi-structured. The interview lasted for around 40 - 45

minutes.

In class observation, the facilitator filled out the class observation form while the
teachers taught the class. The facilitator did not modify or give any clue about the
observation. Eleven of 48 observation were done with external observer for inter-rate

observer agreement.

In weekly reflection, the facilitator gave the teacher a reflection paper for each week.

Teachers were asked to fill out the weekly reflection. It took five minutes to fill it out.

In the FMS test, students were measured for their FMS level by using PLAYbasic in
the school environment. This test took approximately ten minutes for each student.

This test was done during their PE and game class.
3.10 Ethical Procedures

The study followed the Declaration of Helsinki Protocol. All teachers and parents of
the students provided written informed consent. Before the study, the purpose,
rationale, design of the study, participants, and data collection methods were submitted
to the Human Research Ethical Committee at the Middle East Technical University
and this study was approved by the committee (see the appendix A and B). After
obtaining ethical permission (protocol no: 0478-ODTUIAEK-2022: 0129-
ODTUIAEK-2023), the summary of the study was sent to the Ministry of National
Education (MoNE) to obtain research permission in school. In this summary of the
study, the parent consent form, all forms that were used in the study, the process of
study, and the content of the materials that were used in the study were included. After
the research permission was taken, principals, teachers, and students of schools were

informed about the process clearly and completely.
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Teachers who participated in the study were given parental consent forms and wanted
to get permission from students’ parents or guardians. Students who brought the
consent form could participate in the motor competency test. Those students did not
pay more attention than students who did not bring the consent form. All students were
stored as numbers, not their real names. All completed consent forms, motor
competency tests, reflections, and interviews were stored in the researchers' office with
confidentiality. Only the researcher and his advisor had access to the information.
Participation in the study was voluntary. The participants were named as “P1, P2, P3...

P16 and interview results were stated in the study by those names .
3.11 Data Analysis

In this section, data analysis is explained for each research question (Table 7).

Table 7. Data Analysis for Each Research Question in The Study

Data collection Data

Research Questions .
Q Instruments Analysis

1- How do classroom teachers experience participating in a Interview with Reflexive

ten-week practice-based professional development program teachers Thematic
focused on FMS teaching? Analysis
2- What proportion of classroom teachers demonstrate the  Class observation Descriptive
desired instructional tasks for teaching FMS following Analysis

participation in a ten-week practice-based professional
development program?

3- What are the classroom teachers' preferences for learning Weekly reflection Content

in physical education and game class throughout a ten-week Analysis
practice-based professional development program?

4- How does students' level of FMS change across grade PLAYBasic Multilevel
levels following their teachers' participation in a ten-week Analysis

practice-based professional development program, as
measured pre- and post-test?

5- Following participation in a ten-week practice-based Interview with Reflexive
professional development program, how do the classroom  teachers Thematic
teachers perceive their students’ progression of motor Analysis
skills?

6- How do qualitative and quantitative data complement
each other?

Note. Seventh question is mixed-method question.
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3.11.1 Qualitative Analysis

In this study, reflective thematic analysis was used for the teachers’ interviews (Braun
& Clarke, 2019). Thematic analysis is a method that defines themes and patterns in the
data set with respect to research questions (Braun & Clarke, 2006; Braun & Clarke,
2013). This method has been accepted in the literature (Braun & Clarke, 2006). The
main significant strength of this method is flexibility (Braun & Clarke, 2013). The
following reflective thematic analysis steps were followed by Braun and Clarke
(2006); (1) familiarizing yourself with the data, (2) generating initial codes, (3)
searching for themes, (4) reviewing themes, (5) defining themes (6) producing reports.
The process in the practice was explained following sentences; first of all, the
researcher did read the data two times to get familiar with the data. Because the
interview was done by the same researcher. The researcher already knew the data.
After the data were uploaded to the MAXQDA program (VERBI Software, 2021),
initial codes were written during the reading the data. In the third process based on the
recommendation of Braun and Clarke (2006), themes were identified for the codes and
to get them together. After finishing the search themes’ names, themes were reviewed
whether these were appropriate or not. If not, the name of the theme was revised. In
the last two steps, themes were identified and reported in the paper.

In addition to reflective thematic analysis, content analysis was used for teachers’
reflections. Content analysis is a method that makes the message valid inference
(Weber, 1990). Research indicated that content analysis is a flexible method for
analyzing texting data. These data might be in print, verbal, or electronic form that is
obtained as open-ended surveys, interviews, focus groups, or observation (Hsieh &
Shannon, 2005). This method can be used for many purposes such as comparing the
media, coding open-ended surveys, determining people’s psychology, reflecting the
cultures of people, and describing the trends in communication (Weber, 1990).
Content analysis has three main approaches which are conventional, directed, and
summative. In this study, conventional content analysis was used for describing
phenomena which is generally used when there is limited literature (Hsieh & Shannon,
2005). In conventional content analysis, codes come directly and inductively from the
text (Hsieh & Shannon, 2005; Zhang & Wildemuth, 2005). In this study, this process
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was followed by Zhang & Wildemuth (2005); (1) prepare the data, (2) define the unit
of analysis, (3) develop codes, (4) test the codes, (5) code all text, (6) assess the

consistency of code, (7) draw conclusion from the coded data, (8) report your findings.

Peer debriefing; Peer debriefing served as an external agreement (Creswell, 2013), by
involving more than one researcher (Patton, 2015) for credibility activities (Lincoln &
Guba, 1985). Peer debriefing is a valuable strategy (Denzin & Lincoln, 2011) and
a flexible process (Spillett, 2003). Lincoln and Guba (1985) outline significant
purposes of peer debriefing. Firstly, debriefers serve to prompt researchers to attain
deeper insights. Secondly, peer debriefing provides a safe space for researchers to
validate emerging hypotheses. In the literature, there is no prescribing how debriefing
sessions should be conducted during the process of coding and analyzing (Lincoln &
Guba, 1985; Spillet, 2003). The key points in the peer debriefing process are that peer
debriefers assist in ensuring the accuracy and validity of research interpretations and
conclusions, decrease researcher bias, demonstrate collaboration among researchers,

and facilitate the dissemination of findings (Hendricks, 2006).

In a reflexive thematic approach, code checking is not considered, because coding
cannot be right or wrong but it can be weaker or stronger (Braun & Clarke, 2019). In
other words, coding agreement is not considered. Braun and Clarke (2019) indicated
that coding is an active and organic process. Thus, the codes are considered whether
they explain the content appropriately and whether they are meaningful for the content
or not. Themes do not naturally exist in the data; rather, they emerge where the
researcher's assumptions intersect (Braun & Clarke, 2019).

In this study, three different researchers (at least more than one researcher in line with
the recommendation of Patton, 2015), with expertise in education, critiqued the initial
codes, sub-themes, and themes that were presented for gathering feedback with diverse
perspectives. These three researchers had transcripts and all data in MAXQDA
software. They could see which codes are defined in which paragraph in transcripts.
After these three researchers examined all transcripts with themes, sub-themes, and
codes, they raised questions about the process of identifying the codes, sub-themes,
and themes.
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3.11.2 Quantitative Analysis

In the class observation of the teachers, descriptive statistics were used to calculate
percentages and used the frequencies whether the teachers showed the behaviors or
not. In this study for the students’ motor competency, multilevel analysis was used.
The multilevel analysis consisted of three hierarchical levels: the first level comprised
the two measurements within students (n = 211). Measurements pre-test and post-test
were nested within students (at level 2) and within 16 classes (at level 3). Because of
the hierarchical data structure, multilevel modelling is the preferred method for
statistical analysis (e.g., De Leeuw & Meijer, 2008; Getchell et al., 2020; Hox, 1995;
Snijders & Bosker, 2012), using MLwiN 3.0 software. This model is an extension of
the basic linear model (e.g., Field, 2013). Before running the analysis, the requirements
of linear model analysis were checked; univariate and multivariate outliers, normality
of residuals, absence of multicollinearity, and homoscedasticity of residuals. The level
of significance was set at p < .05 for all analyses.

Models were conducted separately for the dependent variables; locomotor skills,
object control skills, balance skills, and an overall score. A dummy variable indicating
whether a measurement was a pretest (0) or posttest (1) measure was included as a
predictor variable to assess the change in skills throughout the PD program. Dummy
variables were added to the model for the grade level to assess differences in the
average pretest scores in grade 1 (reference category) and grade 2 or grade 3. Finally,
two interaction variables were added to assess whether the change in skills between
pretest and posttest differed between grade 1 (reference category) and grade 2 or grade
3. The model included random intercepts to allow for differences between students
and teachers in pretest scores. Moreover, the model included random slopes for the
change between pretest and posttest to allow for differences between students and
teachers in the amount of change between pretest and posttest. These two random

components were allowed to correlate at each level.
3.12. Internal Validity

Internal validity refers to the extent to which changes in the dependent variable in a

study can be directly attributed to the independent variable, rather than to uncontrolled
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variables (Fraenkel et al., 2012). In this study, a one-group pretest-posttest design was
used, which is subject to several potential threats to internal validity. Specifically, nine
threats are commonly associated with this design: history, maturation, instrument
decay, data collector characteristics, data collector bias, testing effects, statistical

regression, attitude of subjects, and implementation.

In this study, several strategies were employed to minimize threats to internal validity
commonly associated with one-group pre-posttest designs. Although efforts were
made to conduct data collection within a relatively short time frame, history and
maturation threats could not be fully controlled and remain limitations of the study.
For maturation, grade differences were examined, and it was observed that Grade one
students improved their scores more than Grade two and three students, suggesting
developmental factors may have influenced the results. To minimize instrument decay,
the same measurement tools and procedures were consistently used at both pre- and
post-assessments. Data collector characteristics and data collector bias were controlled
by conducting inter- and intra-rater reliability processes and by ensuring that all data
collectors were thoroughly trained and adhered to consistent administration
procedures throughout the study. The testing effect was addressed by ensuring an
appropriate time gap between pre- and post-tests and by using assessments that limited
practice effects. Statistical regression was minimized by inviting all students to
participate in the study without researcher-based selection, ensuring a broad and
representative participant pool. To mitigate the attitude of subjects (e.g., participants
becoming overly motivated or demotivated because they know they are being tested),
participants were not informed about the specific research hypotheses. Finally,
implementation threats were minimized by standardizing the intervention delivery
across all sessions, following a structured protocol. These procedures aimed to
strengthen the internal validity of the findings.

3.13 Treatment Integrity

The treatment integrity plays a significant role in determining the effectiveness of
intervention or instruction. Otherwise, an experiment cannot be replicated and

confounded when the instruction is not applied as planned and the same (Cooper et al.,
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2007). If the instruction is not applied as planned, it is difficult to define whether there
is a treatment effect on behavior change or not (Lower et al., 2016). For instance,
Lower and colleagues (2016) using integrity decreased disruptive behavior and
increased involvement. Thus, the treatment integrity method while checklist was used
in this study. Over the program, a researcher controlled the facilitator and whether the
facilitator followed the instructions as it was planned. For instance, one checklist was
given to the researcher who controls the facilitator during the meetings. Whether the
facilitator explained the current week's topic one by one based on the plan. If
something is forgotten or skipped, the researcher or supervisor warns the facilitator to
explain it before the end of the meeting. During the meetings, the researcher took notes

about the meeting.
3.14 Reflexivity of a Facilitator, Advisor and an External Observer

The facilitator; 1 work as a research assistant at a public university. | have been
assisting in “Physical Activity and Public Health” undergraduate course and “Growth
and Motor Development” graduate course. Additionally, 1 worked on a teacher in-
service training project for the last two years. The role of the facilitator was to explain
the whole process to the teachers and teach themes each week by guidance and under
the control of an expert in the theory part and practice parts. In case of that, teachers
were absent that week, made the connection out of the meeting and helped them to
catch the concepts. During the meetings, | asked some questions such as “How was
your week in terms of PE perspective?”, “Is there any specific moment you would like
to share with us?” at the beginning of the meetings. Then | guided teachers to discuss
a current topic and find solutions to learn solutions from each other. After meetings, |
visited and supported each teacher in the physical education and game class for two
weeks, then observed them in their PE class practice for the last three weeks. | prepared
everything that was needed in meetings, supporting teachers in the field, and observing

weeks.

Advisor; The field expert is an associate professor doctor at the university and has a
PhD in Physical Education Teacher Education. She teaches “Physical Activity and
Public Health” undergraduate level and “Growth and Motor Development” graduate
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courses at the university. She has various experiences in the growth and motor
development area and has highly quantitative research in the literature. While
designing the PBPD program of teacher education, she contributed knowledge for all

theoretical and practical parts.

An External Observer; He has been studying as a master's student in the PE and sports
department. At the beginning of the program, he was informed about the whole process
of the study and his duty during this process. The role of the external observer was to
help the facilitator during the program and to gather data for inter-rater reliability and
inter-rater agreement. He checked the teachers’ practices in PE and game class for

treatment integrity and took notes during teachers’ observations.
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CHAPTER 4

RESULTS

This chapter showed the findings of the study. The findings were presented based on
the research questions that were presented in the introduction part.

4.1. Results of Thematic Analysis

Based on the qualitative interviews and the subsequent coding procedure, three themes
occurred; about the teachers, the facilitator, and the students. Theme names and codes
are presented in Table 8. In addition, which themes and codes that answer the research
questions are presented in the “RQ” part. The following sections present these themes

concerning research questions.

The first theme, titled "Empowering Teachers,” emphasizes the importance of teacher
development in enhancing teaching practices and professional development (PD). The
second theme, titled "The Role of the Facilitator,” highlights the facilitator's role in
supporting teacher learning during PD. The third theme “Empowering Holistic
Development of Students” indicated that the development of students is not only just
physically but also, they developed themselves holistically from their teachers’

perspective.

The sub-themes "Pedagogical Alchemy" and "Enriched Classroom Practice” were
identified within the overarching theme of "Empowering Teachers.” The "Pedagogical
Alchemy" sub-theme captures the transformative nature of the PD program,
encompassing six codes that reflect teachers’ ability to select FMS objective from the
PE curriculum, utilize materials relevant to the chosen objective, and gain confidence
in implementing FMS. Additional codes, such as “self-reflection and PD" and "a
change in attitudes toward PE," further illustrate how "Pedagogical Alchemy" involves
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fostering self-awareness, embracing continuous improvement, and advocating for the

value of PE among teachers.

Table 8. The Result of Qualitative Study Based on Themes, Sub-themes, Codes, and
Corresponding Research Questions

Themes Sub-themes Codes RQs

Empowering teachers Pedagogical alchemy FMS implementation

Curriculum literacy

Material literacy

Connections between the PE
curriculum, PAC, and FMS 1

Self-reflection and PD
Changes in attitudes toward PE
Enriched classroom Integration of FMS into practice PE

practice routine

The role of facilitator Scaffolding

Competency

Provision of feedback
Empowering Holistic Attitudes toward PE
Development of Understanding the PE concepts

5

Students Students’ engagement

Fair Play

"Enriched Classroom Practice" focuses on the application of strategies and practices
that enhance the classroom environment. This sub-theme includes two codes: the
integration of FMS into lessons and the establishment of a PE routine, both of which
contribute to creating a richer classroom experience. The term "enriched" signifies
providing students with an exceptional, well-rounded educational experience. It
reflects a dedication to innovation, creativity, and the incorporation of diverse learning

approaches that address the varied needs and interests of students.

“Empowering PL of Students” theme indicated that students changed their attitudes
toward PD, understand PE concepts better than they were in the past. They engaged
PA more and they are more active in PE than they were in PE in the past. Thus, the

theme reflects the holistic development of students.
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4.1.1 “How do classroom teachers experience participating in a ten-week
practice-based professional development program focused on FMS teaching?”

In response to this research question, three themes emerged related to teachers’
experiences participating in the PBPD program: their perceived knowledge, their
attitudes toward teaching FMS, and the role of the facilitator. These themes are

explained below, one by one.
4.1.1.1. Teachers Perceived Knowledge about Teaching FMS

Based on the perceived teachers perceived knowledge, one theme, one sub-theme, and
four codes are presented (see Table 9) related to their perceived knowledge about
teaching FMS. This sub-theme contained four codes that are about FMS implication,
curriculum literacy, material literacy, and their connection. These codes are presented

and explained below one by one under the related title.

Table 9. Teachers’ Perceived Knowledge About Teaching FMS’s Themes, Sub-
Themes and Codes

Theme Sub-themes  Codes RQ
Empowering  Pedagogical FMS implementation
teachers alchemy

Curriculum literacy
Material literacy 1

Connections between the Physical
education curriculum, Physical activity
cards and fundamental motor skills

4.1.1.1.1. Fundamental Motor Skills Implementation

Based on the interviews, teachers expressed their ideas about FMS implementation.
They had limited knowledge about FMS and they had limited knowledge of how to

apply these skills in their PE and game class. For instance;

“I teach the physical education class without paying attention to FMS before
the program. We did not observe these skills. Now, I have a chance to observe
which kids do which skills/fmovements and to what extent he/she (student) does
the movement more carefully. This program taught me this. I am going to
behave more consciously as a teacher.” (P12)

66



“Temel motor becerileri, motor becerileri, ¢cocuklarin topu tutmalart dikkat
etmeden biz isliyormusuz dersleri. Bunlarin hepsini normalde ¢ok bilerek
gozlemlemiyorduk ¢ocuklari. Simdi biraz daha dikkatli gézleme dayali hangi
cocugun ne derece hangi hareketi yapabildigini gozlemleme sansina sahibim.
Bu egitim bana bunu kazandirdi. Daha bilin¢li davranacagim. Ogretmen
olarak daha bilin¢li davranacagim. (K12)”

The teachers expressed their ideas about the FMS and how they improved themselves

and made a difference before and after the program.

“I did not know how to do FMS. Actually, these skills were not taught to us in
university or during my career. Whatever children do with the skills, they do.
We did not pay attention to the children or how they do that skill... The program
motivated me to teach PE classes with correct form, getting to know our bodies
accurately. It has become more enjoyable for students as well.” (P13)

“Hareketlerin nasil yapimast gerektigi konusunda daha once hichbir fikir
sahibi degildim. Ogretilmemisti de daha dogrusu. Yani cocuklar nasil
yvapiyorlarsa oyle. Yani hi¢ dikkat etmiyorduk c¢ocuklara. Nasil hareket
ettiklerine...Ben de oyle hani dogrusunu ogretiyor olmak ve gercekten adi
beden egitimi dersi, bedenimizi gercekten dogru bir sekilde taniyor olmak ve
bu dersi o sekilde isliyor olmak hem benim i¢in daha motive edici oldu hem de
ogrenciler igin daha zevkli bir hale geldi. (K13)”

“For instance, I did not know the names of the skills ... I did not know what
gallop or slide are. | did not know the concept of which arm, and leg should be
during the rolling or throwing the ball. Now, | learned it. In addition, my
students warn each other right now. / think my knowledge is enhanced.” (P15).

“Mesela bu bir kere hi¢ adini bilmiyordum acik¢asi. Kendi eksikligim. Iste
galop nedir, yana kayma nedir? Bir topu yuvarlarken ya da atarken elim,
kolum, bacagim ters kol, ters bacak bu kavramlar mesela simdi hem bende
oturdu. Hem de dgrenciler de hemen birbirini uyarmaya basladilar. Yanhsg
ayagini one alacaksin. Kolun arkada olacak gibi. Bilgimin arttigin
diigtiniiyorum. (K15)”

4.1.1.1.2. Curriculum Literacy

Teachers, generally, thought that the PE curriculum includes theoretical words and
that they did not know the PE curriculum exactly. They did not understand the terms

related to PE in the curriculum.
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“We did not know how to apply the PE curriculum. We look at the outcomes in
the PE curriculum and those seem too general objectives. We tried to teach
something related to the outcome of the curriculum.” (P11).

“Yani programi ¢ok fazla uygulamayi bilemiyorduk agik¢asi. Kazammlara
bakiyoruz. Kazammlarda c¢ok genel kazamimlardi, ona gére kendimiz o
kazanima gore bir seyler yapmaya ¢alistyordum derste. (K11)”

“Some outcomes in PE curriculum did not make sense for us” (P12)

“Bazi kazammlar ¢ok anlamsiz geliyordu bize. Anlamsiz geliyordu o
kazamimlar. (K12)”

After the PBPD program, however, their ideas changed about the PE curriculum. For

instance,

“The outcomes in the PE curriculum were designed very well and | recognized
it in the program. In addition, | am able to teach these outcomes. This is a nice
feeling.” (P3).

“Kazamimlarin gergekten iyi bir hani boyle havadaki sozciikler degil de
gercekten kazammlar oldugunu gordiim. Ve bu kazammlar: kazandwrdim. Isin
en giizel tarafi. Bu hog bir duyguydu. Giizeldi” (K3)

“While we were doing the yearly plan, we wrote those outcomes one by one.
However, we did not use those in practice. Because we did not know how to
apply these outcomes. Now we use the materials (PAC materials), and these
outcomes are presented in our curriculum as well. The outcomes guide us when
we do it step by step. It is clear to use and understand the PAC. Now we can
understand the PE curriculum and we learned it.” (P4).

“Biz yillik planlarimizi yaparken o kazanmimlar: zaten teker teker aliyorduk.
Ama kullanwyor muyduk? Haywr. Kullanmiyorduk c¢iinkii kazanimlarin ne
oldugunu nasil yapacagimiz bilmiyorduk ama FEK kartlarimi da
inceledigimizde zaten kazammlarin plamimizda da oldugunu gérdiik. Ve
basamak basamak gittigimiz zaman gercekten ¢ok yonlendirici kazanimlar
oldugunu, gayet de anlasilabilir oldugunu da 6grendik. Plana bakiyoruz. FEK
kartina bakiyoruz. Ikisini de kullanarak yolumuza devam ediyoruz. Artik
anliyoruz yani. Ogrendik biz de.” (K4)
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4.1.1.1.3. Material Literacy

At the beginning of the program, one copy of the PAC booklet was given to each
teacher. In the program, teachers were experienced in how to teach those cards. As a

result, the program had a positive effect on their ideas toward PAC. For instance;

“We did not know how to use the PAC booklet until you explained it. We were
not aware of how to integrate it into the curriculum. | knew the PAC but I just
looked at them and did not use it... Thanks to the program, | learned how to use
and teach it. PAC are going to be a guide for us in the future.” (P12).

“FEK kartlarini mesela siz soyleyene kadar okumay: bilmiyormusuz. Seye de
plana/programa da uyarlamayr nasil uyarlamamiz gerektiginin farkinda
degilmisiz. Ben FEK kartlarint hocam ogretmenligimin ilk yillarinda
biliyorum... Sayenizde simdi neyi nasil 6gretmem ya da okumam gerektigini
biliyorum. Bu FEK kartlar: bu konuda inanilmaz yol gésterici olacak bize.”
(K12)

Another teacher expressed her ideas about the PAC.

“PAC did not make sense to us before the program. We did not understand the
pictures on it. First five weeks, you informed us about the PAC. You
demonstrated and showed some videos, and the cards made sense for use.
Actually, we did think that it is not useful.... However, giving this in order
(giving information, demonstrating) makes it easier for us. Now we can
understand how to begin and finish it. How should | start to take action, how
to end it, | can see it on the PAC. The movements on the cards follow each
other and from easiest to hardest is progressing at a level that each child can
do.” (P13)

“Biz hani FEK kartlar: ¢cok anlamsiz geliyordu. Yani anlamiyorduk. O seydeki
tizerindeki gorselleri. Ya o ilk haftalik, bes ilk bes haftalik siiregte sizin bu FEK
kartlar tizerindeki yaptiginiz konu anlatimlart hem géz kendinizi gostererek
hem de videolarla ogrettiginiz seylerden yola ¢ikarak onlar artik bize daha
anlamli  geldi. Biz ashinda hani ¢ok da kullanmilir oldugunu yani
diistinmiiyorduk...fakat, Bunlart derli toplu bir sekilde o FEK kartlart tizerinde
gorip hem isimiz de kolaylasti. Yani basini ve sonunu gorebiliyoruz. Nasil
harekete nasil baslamam lazim? Hareketi nasil bitirmem lazim? Kart tizerinde
swrasiyla gorebiliyorum hani. Hem de o FEK kart iizerindeki o hareketler
birbirini izleyen hareketler, basitten zora dogru her ¢ocugun yapabilecegi
diizeyde ilerliyor. (K13)”
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“I really like the PAC booklet which is next to my notebook now. I am looking,
to examine it. It is well prepared in detail. Everything is explained step by step.
I am thankful for you to introduce it to me.” (PS8).

“Cok begendim. Su anda sinif defterimin yaninda. Bakiyorum, inceliyorum ve
cok giizel hazirlanmis. O kadar ayrintili. O kadar boyle seviye seviyeye
agtklamig ki. Ben bu kitapla tamstigim icin tanistirdiginiz icin size tesekkiir
ederim” (K8)
4.1.1.1.4. Connections Between Physical Education Curriculum, Physical
Activity Cards and Fundamental Motor Skills

The last code was about the material, curriculum, and FMS connection. Based on the
interviews, teachers claimed when they teach something in the PE curriculum, they
know which cards they need to look at and which skills they teach right now. For

instance,

“Perhaps we did not know all skills one by one. At least when | look at the PE
curriculum and the PAC, | can understand which skills or parts | need to look
at. I can understand what to match with what. (P15).

“Tek tek bilgi olarak hepsini alamasak da en azindan gimdi programa
baktigimda bir de FEK kartlarina baktigimda neye bakmam gerektigini
anladim. Neyle neyi eslestirmem gerektigini anladim.”(K15)

“I look at the curriculum and the PAC cards then I use both. ..... I can do
matching. Our plans are working week by week. I can find which games related
to that outcome is in that PAC card.” (P4).

“Eslestirme yapiyorum. Hafta hafta planlarimiz tutuyor. O kartlardan hangi
kazammla ilgili hangi oyunlar var buluyoruz” (K4)

4.1.1.2. Teachers’ Attitudes toward teaching FMS

In the second theme related to teachers’ experiences, teachers' attitudes toward
teaching fundamental motor skills theme were emerged. The central theme revolved
around empowering teachers. Although five sub-themes were identified, two—
‘pedagogical alchemy' and ‘enriched classroom practices'—specifically addressed the
research questions. These two sub-themes encompassed four codes: self-reflection and

professional development, changes in attitudes toward physical education, teaching
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fundamental motor skills, and establishing a routine in physical education. Overall,
teachers expressed positive views across these components. The details of these codes

are presented below.

Table 10. Teachers' Attitudes Toward Teaching FMS’s Themes, Sub-themes and
Codes

Theme Sub-themes Codes RQ
Empowering  Pedagogical Self-reflection and PD
teachers alchemy

Change in attitudes toward PE

Enriched Integration of FMS into Practice

classroom practice .
P PE routine

4.1.1.2.1. Self-Reflection and Professional Development

Teachers stated they do not teach PE and game class properly. They focused on
external factors which they could not change. In addition, teachers cannot understand
their students’ needs and wishes. Before the program, teachers matched PE classes

with just playing games. For instance,

“To be honest, I did not enjoy teaching PE class. It tired me out.” (P12).

“Diiriist olmak gerekirse, beden egitimi dersi vermekten hoslanmiyordum.
Beni yoruyordu.” (K12)

“Physical education class was perceived as a game class. Just let children
play. They cannot construct their game environmenz... In addition, | could not
give fruitful PE class for students. What I did was warm up, and give an order.
Then, students created their groups and played unstructured games. Thus, I
did not teach PE properly.” (P14).

“Yani ve beden egitimi dersinde bizim de ve ogrencilerin de genelde hep bir
algisi sey oyun dersi. Hani ¢ocuklar: serbest zamanli birak oyun oynasinlar ki
cocuklarin da hep talebi bu ashnda. Ciinkii kendi oyun alanlarim
olusturamiyorlar...Hani beden egitimi dersini biraz daha amacina yonelik
hizmet etsin diye, iste ilk basta i1sinma hareketleri yapryordum, komutlar
veriyordum, yonergelerde bulunuyordum. Sonra kendileri istedikleri oyunlar
gruplar  olusturarak istedikleri oyunlara gene serbest bir sekilde
uyguluyorlardi. Bu anlamda ben aslinda evet beden egitimi dersinin eksik
yasandigini, eksik uygulandigin diigiintiyordum.” (K14)

71



Teachers wanted to participate in this program for several reasons however, the main
motivation for them is to gain knowledge during their career and to be beneficial for

their students.

“To develop myself” (P15)

“Kendimi gelistirmek i¢in” (K15)

“Is there any other motivation to participate in the program? ” (Researcher)
“Programa katilmak igin baska bir motivasyon var mi?” (Arastirmaci)

“To contribute to the students in the class and I know that I have limited
knowledge about PE subject. Physical education is a leisure time for use both
students and me. In general, we spent time doing different activities. Thus, the
second motivation for me is to contribute, to benefit to my class. (P15)

“Swniftaki ogrencilere katkida bulunmak ve beden egitimi konusunda sinirl
bilgiye sahip oldugumu biliyorum. Beden egitimi hem 6grenciler hem de benim
icin bir bos zaman degerlendirme aracidir. Genel olarak farkli aktiviteler
vaparak zaman gegiriyoruz. Bu nedenle, benim i¢in ikinci motivasyon sinifima
katkida bulunmak, fayda saglamaktr.” (K15)

However, when they participated in the program, they got benefits from the program

and the program developed teachers positively. For instance,

“When we did PE class, we played a few games or children did whatever they
wanted. Perhaps, we did not push ourselves that we do not have a gymnasium,
what we should do, and so on. We tricked ourselves and did not find another
solution. However, now we can do more effective physical education class in
any case by knowing how to use those PAC that you taught us within the
framework of certain rules in the classroom.” (P13).

“Beden egitimi dersi yaptigimizda birka¢ oyun oynadik ya da ¢ocuklar ne
isterlerse onu yaptilar. Belki de spor salonumuz olmadigi, ne yapmamiz
gerektigi gibi konularda kendimizi zorlamadik. Kendimizi kandirdik ve baska
bir ¢oziim bulamadik. Ama simdi sizin bize ogrettiginiz o FEK kartim sinifta
belli kurallar ¢ergevesinde nasil kullanacagimizi bilerek her haliikarda daha
etkili bir beden egitimi dersi yapabiliriz.” (K13)

“I found this program beneficial for us. What | learned makes it easy in the
classroom. Because | did not know the curriculum, did not understand the PAC.
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The course was very enjoyable and my students ask me always what we are
going to do in physical education class.” (P15).

“Bu programi bizim icin faydali buldum. Ogrendiklerim simifta isimi
kolaylastirdi. Ciinkii miifredati bilmiyordum, FEK kartint anlamyyordum. Kurs
cok keyifliydi ve ogrencilerim bana her zaman beden egitimi dersinde ne
yvapacagumizi soruyor” (K15)

4.1.1.2.2 Changes in Attitudes Toward Physical Education

Teachers had negative attitudes toward PE before the program. They did not know
what was the core of the PE program. However, they positively changed their attitudes.

For instance,

“I did not know why I get children run, why I get them warm-up or cool-down.
When | should teach these activities. Now, | know what | do in terms of
objectives in the PE curriculum. | am finishing the class by observing the
effects of the outcome on the children.” (P13).

“Cocuklart neden kosturdugumu, neden isinma ya da soguma yaptirdigimi
bilmiyordum. Bu etkinlikleri ne zaman ogretmem gerektigini. Artik beden
egitimi miifredatindaki hedefler agisindan ne yaptigimi biliyorum. Kazanimin
cocuklar iizerindeki etkilerini gézlemleyerek dersi bitiriyorum” (K13)

“This is not a class that we just play. 1t is a class like other classes. Our goal
of the PE is not just playing games” (PS8).

“Bu sadece oynadigimiz bir ders degil. Bu da diger dersler gibi bir ders. Beden
Egitimi dersindeki amacimiz sadece oyun oynamak degil. ” (K8)

4.1.1.2.3. Integration of Fundamental Motor Skills into Practice

The teacher integrated FMS into the PE class routine. They added some skills into

their class practice consciously. For instance;

“I did these skills sometimes but I did not know the terms of these skills. I did
not express whether it is a balance skill. Since we used these expressions by
practicing them first, we carried this to the field in the class with this program.
You did not warn us whether we need to use this in the class. However, we used
these while we were doing it. For instance, galloping I did not know it. | have
never used it. Then, we used it in practice with students. Let’s do galop. Then
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they did the galop. They say they are leaping. This is the result of that we are
applying these terms in the class environment. (P5).

“Hani biz ben bunlari yaptirtyordum ama kullanmiyordum. Denge hareketi
oldugunu ifade etmiyordum. Simdi bu egitimle birlikte bu ifadeleri once biz
uygulayarak kullandigimiz icin sizinle birlikte yaptigimiz derslerde bunu alana
da tasidik. Hani sizin 6zel bir tembihiniz yok bu konuda. Biz de yaptirirken o
sozctikleri kullandik. Hatta bazi sozciikleri Galop mesela. Galop sézciigiinti
ben bilmiyordum. Ben hi¢ kullanmadim. Daha sonra dgrencilerle uygulamali
olarak kullandik. Hadi galop yapalim. Sonra galop yaptilar. Si¢radiklarin
soyliiyorlar. Bu terimleri sinif ortaminda uygulamamizin sonucu bu” (K5)

“We generally play some traditional game after we create the teams. This time,
we play games however, we try to acquire a skill whether it is throwing or
rolling or leaping and so on. Then we do these skills in practice, we create a
game in which students apply which skills they learn in the practice.” (P15).

“Genelde hemen oyun oynuyorduk biz hemen takimlari olusturup iste yakar
topsa bir yakar top oynama, istopsa hep beraber istop hep beraber yag
satarim. Bu defa tamam yine oyun oynuyoruz. Ama oncesinde bir beceri, bir
temel motor becerisi kazandirmaya ¢alistyoruz ¢ocuga e bu atmaysa atma
yuvarlamaysa yuvarlama iste sekmeyse sekme sicramaysa bu. Bunu yaptiktan
sonra oyun ve o oyunun icerisinde o ogrendiginiz beceriyi kullanabilecegi bir
alan olusturuyoruz ona.” (K15)

4.1.1.2.4 Physical Education Routine

Teachers indicated that they have a routine in the PE class during the PBPD program.

For instance,

“Before the program, | did sometimes physical education for two hours in a
row. However, the children did not acquire the outcome that I (the teacher)
selected. When you come to our class with this program. | am doing warm-ups,
giving the instructions, showing the skills, and applying the skills. Then, if there
is a mistake about the skills, I correct them. After all of these things, | integrate
the skill into a game. In this sense, it started much more organized, planned,
and programmed way. (P14).

“Kirk arti kirk olarak beden egitimi dersimi yapiyordum. Iki ders olsun. Ciinkii
bir ders ¢ocuklar i¢in boyle ¢ok yeterli gelmiyordu. Kirk arti kirk yapiyordum.
Onda bile hani istenen ¢alismalar: ¢ok da yapamiyorduk. Mesela sizinle
calisirken kirk dakika tizerinden ¢alisiyorduk. O kirk dakika igerisinde ¢cocuga
hem 1sinmayt yaptiriyorsun. Hem iste yonergeleri uygulatiyorsun. Hareketi
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gosteriyorsun. Uygulama yaptirtyorsun. Yanls varsa onu diizeltiyorsun. Sonra
kalan zamanda bir de bunu oyuna entegre ediyorsun. Yani bu anlamda ¢ok
daha boyle diizenli, programli, planli, komplike bir sekilde islemeye basladi.”
(K14)

“For instance, I teach the PE class differently right now. It is set a standard.
Students recognized it. Before the program, we did not do warm-up and cool-
down. We just started the class. Right now, they (students) know how to warm
up, and cool down at the end of the class. They know that there is a game during
the class and they know that I give instructions and teach skills to them. (P11).

“Su an dersleri daha farkli isliyorum mesela. Hani belli bir standartta oturttuk.
Hani ¢ocuklar da bunu fark etti. Mesela iste isinma soguma hareketleri
vapmiyorduk. Direkt derse basliyorduk. Simdi ¢ocuklarda artik bir 1sinma
oldugunu, dersin sonunda soguma yaptirildigini, arada oyun oynadigimizi ve
bazi bilgileri verdigimi, hareket becerilerini verdigimi anliyorlar yani.” (K11)

4.1.1.3. The Role of Facilitator
The last theme was related to the facilitator's role during the program based on the
teachers’ experiences. Based on the results, one theme was presented as the role of the

facilitator, and three codes were presented as scaffolding, competency, and feedback
(see Table 11 below).

Table 11. The Role of the Facilitator Involvement’s Themes, Sub-Themes and Codes

Themes Codes RQ

The role of facilitator Scaffolding 4
Competency 4
Provision feedback 4

4.1.1.3.1 Scaffolding

Teachers indicated although they experienced theory and practice together in the first
five weeks of the program (phase one), the facilitator played a significant role for
teachers in maintaining teaching behaviors in the class practices while teaching PE.
Some teachers claimed that implementing PE with the facilitator triggers them to

practice what they learned in the program. Others indicated that support was necessary
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for applying the theory into the practice and solving issues that occurred in the class
practices. For instance,

“If there was not the second part, applying theory into practice would be
intangible for me. Although | could get benefits from the program, applying
theory into practice does not become a behavior. | said it was a really good
program. For my behavior and for changing my attitude, it was critical that
you supported us and observed us.” (P10).

“Eger programin ikinci kistmi olmasaydi, teoriyi pratige dékmek benim i¢in
soyut olurdu. Programdan fayda saglayabilsem de teoriyi pratige dokmek bir
davranis haline gelmiyor. Gergekten iyi bir program oldugunu séylemigtim.

Davranisim ve tutumumun degismesi i¢in bizi desteklemeniz ve gézlemlemeniz
¢ok onemliydi.” (K10)

“I planned a class. During the class, you (the facilitator) gave me advice that
we could play a game because | did focus on just movements. Thus, I
recognized that | was pushing a game into the background. But when we show
a skill, then we play a game related to the skill, then we show the skill again
and we play another game, it was very effective. In class, students get bored
when it is monotone. But a game with movement is enjoyable for students. It is
the most important thing for me.” (P13).

“Bir ders planladim. Ders swrasinda siz (kolaylastirici) bana bir oyun
oynayabilecegimiz tavsiyesinde bulundunuz clnki ben sadece hareketlere
odaklanmistim. Boylece bir oyunu arka plana ittigimi fark ettim. Ama bir
beceri gosterdigimizde, sonra beceriyle ilgili bir oyun oynadigimizda, sonra
beceriyi tekrar gosterdigimizde ve baska bir oyun oynadigimizda, bu ¢ok etkili
oldu. Sinifta monotonluk oldugunda 6grenciler sikiliyor. Ama hareket iceren
bir oyun dgrenciler igin keyiflidir. Benim i¢in en 6nemli sey bu.” (K13)

“In the first week (sixth week in the program), I was struggling with teaching
something. When | look back, | tried to teach many things to students by using
survivor parkour. |1 was shocked for the first week. Then | understood that |
needed to concentrate on the outcome of the curriculum. That is what you told
me. | should not disperse too much. After that week, I understand what I need
to do.” (P3).

“lik hafta ozellikle ¢ok bocaladim ben. Ve ilk hafta béyle sonra doniip
baktigimda hani biraz énce de séyledim ya. Bir siirii kazanimi bir arada
vermeye ¢alismisim. Survivor adi altinda. O ilk haftamin saskinligi. Daha
dogrusu o Kazammlarda yogunlasmam gerektigini o ilk haftaki
sagmalamamdan anladim zaten. Senin de bana soyledigin oydu. Cok fazla
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dagitmadan diye. O ilk haftadan sonra rahatladim ben, ne yapmam gerektigini
o zaman anladim.” (K3)

Other teachers indicated that the facilitator played a role in connecting the skill and

game. In addition, they learned how to use the dynamical system theory. For instance,

“Thanks to you, I understood and learned which movement improves which
skill. Then, we did. But | was confused with constructing a game. | could not
think of a game during the class. But you (being there) and the PAC material
were good for constructing a game...Thus, the PE class was effective.” (P4).

“Sayenizde hangi hareketin hangi beceriyi gelistirdigini anladim ve o6grendim.
Sonra yaptik. Ama oyun kurma konusunda kafam karisikti. Ders sirasinda
aklima bir oyun gelmedi. Ama siz (orada olmaniz) ve PAC materyali bir oyun
olusturmak igin iyiydi... Boylece Beden Egitimi dersi etkili oldu” (K4)

“I split the students into two groups. Because of that they are two groups, it
takes too much time. You (the facilitator) said to me that split more groups But
I did not think of it. When | split students into four groups in a quick way, they
raced four groups and enjoyed more” (P14).

“Ogrencileri iki gruba aywrdim. Iki grup olduklari icin ¢ok fazla zaman aliyor.
Siz (kolaylastirict) bana daha fazla gruba ayrilmami séylediniz ama ben bunu
diisiinmemistim. Ogrencileri hizli bir sekilde dort gruba aywdigimda, dort grup
varigtilar ve daha ¢ok eglendiler” (K14)

4.1.1.3.2 Competency

Teachers indicated that the competency of the facilitator played a significant role for
the teachers participating in this program. They stated that both the facilitator and the

university were important in motivating them. For instance,

“You (facilitator) are a staff in the university and I heard that you are
conducting a study because you are an expert in the PE area, it gives me a
perspective and it may improve my knowledge. Thus, | wanted to participate
in the program.” (P5).

“Siz iiniversitede bir personelsiniz/arastirmacisiniz ve beden egitimi alaninda
uzman oldugunuz i¢in bir ¢calisma yiiriittiigiiniizii duydum, bu bana bir bakig

agist kazandirir ve bilgimi gelistirebilir. Bu nedenle programa katilmak
istedim” (K5)
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“‘Being your academician, I heard that you are doing a research, that you are
aware of all the innovations, that you will create a perspective for me, that |
will improve myself. | wanted to participate in your study because | thought
you would contribute to me.’ (P5).”

“Sizin akademisyeniz olmaniz iste bir ¢aliyma yaptiginizi duydum biitiin
yeniliklere hakim oldugunuzu bana bir bakis agisi olusturacaginizi, kendimi
gelistivecegimi. Bana katki saglayacaginizi diistindiigiim icin, ¢aliymaniza
katilmak istedim.” (K5)

4.1.1.3.3 Provision Feedback

Teachers stated that feedback based on their practice was important for their
understanding and their development. Observation and getting feedback from outside

were critical. For instance,

“While you (the facilitator) were observing us, we might make some mistakes
and forget something. At this point, you gave us feedback. You (the facilitator)
said to us that you (the teacher) had better do that. We got a good idea. It was
beneficial during and for the next classes (P11).”

“Siz (kolaylastiric1) bizi gozlemlerken, bazi hatalar yapabilir ve bir seyleri
unutabiliriz. Bu noktada bize geri bildirim verdiniz. Siz bize bunu bizim daha
iyi yapmamuz gerektigini séylediniz. Iyi bir fikir edindik. Ders sirasinda ve
sonraki dersler i¢in faydali oldu.” (K11)

“After you talked to us at the end of the PE class based on the observation...
You provided feedback. That was beneficial because we understand whether
we are on the right track or not. We understand what we did right or what we
did wrong. To fix these, it was beneficial for us. (P5).”

“Beden Egitimi dersinin sonunda goézlemlerinize dayanarak bizimle
konustuktan sonra... Geri bildirimde bulundunuz. Bu faydali oldu ¢iinkii dogru
yolda olup olmadigimizi anladik. Neyi dogru yaptigimizi ya da neyi yanls
yvaptigimizi anladik. Bunlari diizeltmek igin bizim i¢in faydali oldu.” (K5)

78



4.2. “What proportion of classroom teachers demonstrate the desired
instructional tasks for teaching FMS following participation in a ten-week

practice-based professional development program?”

In Table 12, observations of teachers' class practices are presented. Based on teachers’
observation, all teachers (100%) began their classes with a warm-up, and the majority
concluded with a cool-down, with percentages of 69%, 81%, and 75% in weeks 8, 9,
and 10, respectively. The lowest scores were observed in teachers emphasizing critical
elements of the task during closure, with 56% in week 8, 50% in week 9, and 44% in
week 10. Over time, several behaviors were not observed, such as 'skills instruction
with critical elements,’ '‘physical prompts,' 'keywords for the skill," and ‘task definition.'
These behaviors were observed more frequently in the first week than in subsequent

weeks.

Table 12. Teachers’ Class Observation Results for Teaching FMS

#8 week #9 week #10 week

n % n % n %

Introduction & Explanation of

0, 0, 0,
skills at the beginning of the class 13 81% 12 5% L2 5%

Warm-up 16 100% 16 100% 16 100%
Sllzir:;;]tsstruction with critical 15 94% 10 63% 13 81%
Demonstration of skill 15 94% 13 81% 15 94%
Physical prompt 16 100% 16 100% 15 94%
Allocated time for skills 16 100% 16 100% 16 100%
Keywords for the skill 16 100% 13 81% 14 88%
Repetition 16 100% 16 100% 16 100%
Task (skill) definition (clarity) 15 94% 14 88% 14 88%
Manipulation of environment or

individual or task (dynamical 15 94% 16 100% 14 88%

system theory)
Emphasizing critical elements of
the tasks in the closure

Cool down 11 69% 13 81% 12 75%

9 56% 8 50% 7 44%

Note. “n” shows how many teachers showed that behavior, and “%" shows the percentage.
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4.3. “What are the classroom teachers' preferences for learning in physical
education and game class throughout a ten-week practice-based professional

development program?”

In this research question, teachers’ reflection papers, that were filled out per week,
were analyzed by using content analysis. In the conventional content analysis, codes
were created directly by the text. Based on the analysis, two themes occurred which
are “teaching strategy” and “empowered teaching and learning”. Based on the themes,
codes were presented in the two themes in Table 13 below. Generally, teachers wanted
to improve their teaching strategy at the beginning of the study. Most of them used

“making a plan”, “material use”, and “skill improvement” words during the first

weeks. Some examples are given below.

“I want to improve students’ happiness in the class and get students more
involve who do not participate in the class activities. (P8)”

“Ogrencilerin siniftaki mutlulugunu artirmak ve sumif etkinliklerine katilmayan
ogrencileri daha fazla dahil etmek istiyorum.” (K8)

“I need to make this class our routine (1% week), | need to get used to doing
this class every day (2" week; P10)

“Bu dersi rutinimiz haline getirmem gerekiyor (1. hafta), bu dersi her giin
vapmaya alismam gerekiyor.” (2. Hafta, K10)

Teachers tried to use different words related to the PE curriculum in the later weeks.
For instance, they use ‘physical activity’ or ‘appropriate development’ terms toward
the end of the program. In addition, teachers decreased the term they used during the
first weeks toward the end of the weeks such as ‘learning new games’, ‘better in

practice’, and ‘making a plan’. Some examples are given below.

“I would like to integrate the fundamental motor skills into the games (P6)”
“Temel motor becerilerini oyunlara entegre etmek istiyorum.” (K6)
“I can do a competition with purposeful games (P16)”

“Amaca yonelik oyunlarla bir yarisma yapabilirim.” (K16)
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“I realized that I need to focus on one skill in the one class. Then, I make the
skills better during the week with different games (P12)”

“Bir derste bir beceriye odaklanmam gerektigini fark ettim. Ardindan, hafta
boyunca farkli oyunlarla becerileri daha iyi hale getiriyorum.” (K12)

Table 13. The Results of Content Analysis of Teachers’ Reflection

Weeks
Themes Codes #1 #2 #3 #4 #5 #6 #T #8 #9
Making a plan 1 1
Improve material using
Should be better in practice
Skill improvement
PE routine
Improve participation
Learning new games
More practice
Develop games
Connection with skills and
games
Physical activity
Empowered  ysing DST
teaching gyl knowledge 1
?nd . Giving role to students 1
earning . o
Skill repetition 1 1
Cooperation 1
Appropriate development 1
More time for games 1
Sport-specific skills 1
Note. The number in the table shows the frequency of codes that are presented in the
reflection
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4.4. “How does students' level of FMS change across grade levels following their
teachers' participation in a ten-week practice-based professional development

program, as measured pre- and post-test?”

In this section, students’ motor competence test results are presented by using

descriptive statistics and multilevel modeling.
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4.4.1 Descriptive Statistics of Students’ Fundamental Motor Skills

The pre-test results revealed that students exhibited higher performance in locomotor
skills (M = 23.66, SD = 5.58) compared to object control and balance skills. Across
grades, both grade two (M =22.85, SD = 3.97) and grade three (M =23.10, SD = 3.91)
demonstrated higher overall scores than grade one (M = 20.18, SD = 3.85). After the
program, students’ overall score outperformed locomotor skills (M = 28.49, SD = 6.78)
than object control and balance skills. Notably, grade one demonstrated higher
performance in overall score (M = 27.43, SD = 6.20) and in locomotor skills’ score (M
= 30.08, SD = 8.39) compared to both grade two and grade three, see the Table 14
below. The 19 students were not measured in the post test due to their absence.

Table 14. PLAYbasic Score of Students

Locomotor Obiject Control

. A Balance skills Overall score
skills skills

n M SD M SD M SD M SD

Pre-test 211 2366 558 2149 473 2181 510 2242 406
Grade 1 41 2125 494 1970 409 1897 496 20.18 3.85
Grade 2 94 2400 568 2196 4.87 2232 487 2285 3.97
Grade 3 76 2453 548 2187 469 2269 496 2310 3091
Post-test 192 2849 678 2505 550 27.24 7.7 26.86 5.02
Grade 1 36 3008 839 2542 654 2614 905 2743 6.20
Grade 2 87 2853 739 2516 580 2756 7.29 2699 553
Grade 3 69  27.62 467 2471 447 2742 584 2641 3.44

4.4.2 Multilevel Analysis of Students’ Fundamental Motor Skills

The main effects of the test’s score comparison on FMS are presented in Table 15.
Alpha level was set .05. Regarding locomotor skills, no significant differences were
found in pre-test scores between students in grade one and grade two (b = 3.063, t
(206) = 2.019, SEb = 1.517, p = 0.043), nor between grade one and grade three (b =
3.664, t (206) = 2.29, SEb = 1.600, p = 0.022). In contrast, there was a significant
improvement between the pre-test and post-test scores of students in grade one (b =
9.508, t (206) = 3.559, SEb = 2.671, p = <0.001). Improvement is observed more in
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Grade 1 than Grade 2 (b =-5.023, t (206) =-1.512, SEb = 3.320, p = 0.130), and Grade
3 (b=-6.302, t (206) = -1.781, SEb = 3.538, p = 0.075) but not significant. Overall all
grades got benefits from PD program, in addition grade one got more benefits than

grade two and three however the improvement is not statistically significance.

Regarding object control skills, a significant difference was found in pre-test scores
between students in grade one and grade two (b = 2.620, t (206) = 2.326, SEb = 1.126,
p = 0.020), and between grade one and grade three (b = 2.582, t (206) = 2.182, SEb =
1.183, p = 0.029). Moreover, a significant improvement was found between the pre-
test and post-test scores of students in grade one (b = 6.302, t (206) = 3.907, SEb =
1.613, p < 0.001). On the other hand, improvement is observed more in Grade 1 than
Grade 2 (b = -3.140, t (206) = -1.583, SEb = 1.983, p = 0.113), and Grade 3 (b = -
3.480, t (206) = -1.655, SEb = 2.102, p = 0.098), but not significant. Overall, all
students reached a similar FMS level at the end of the program.

Regarding balance skills, a significant difference was found in pre-test scores between
students in grade one and grade two (b = 3.555, t (206) = 3.338, SEb = 1.065, p <
0.001), and between grade one and grade three (b = 3.917, t (206) = 3.522, SEb =
1.112, p < 0.001). A significant improvement was found in the change between the
pre-test and post-test scores of students in grade one (b = 7.418, t (206) = 3.477, SEb
=2.133, p <0.001). In contrast, Improvement is observed more in Grade 1 than Grade
2 (b =-2.117, t (206) = - 0.807, SEb = 2.621, p = 0.419), and Grade 3 (b = -2.799, t
(206) = - 1.008, SEb = 2.775, p = 0.313) but not significant. Similar findings were
revealed in balance skills that grade one got more benefits than grade two and three.

However, the improvement is not statistically significance.

Regarding the overall score of FMS, a significant difference was found in pre-test
scores between students in grade one and grade two (b = 3.002, t (206) = 2.864, SEb
=1.048, p=0.004), and between grade one and grade three (b = 3.288, t (206) = 2.975,
SEb =1.105, p = 0.003). A significant improvement was found in the change between
the pre-test and post-test scores of students in grade one (b = 7.947, t (206) = 4.069,
SEb = 1.953, p < 0.001). In contrast, improvement is observed more in Grade 1 than
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Grade 2 (b =-3.829, t (206) = 1.577, SEb = 2.428, p = 0.115), and Grade 3 (b =-4.590,

0.076), but not significant.
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Overall, the findings indicated a significant improvement from the pre-test to the post-
test in FMS level across all grades. Although improvement is not statistically
significant, grade one derived greater benefits from the program compared to other
grades. In addition, no significant differences were observed between pre-test and
post-test scores across grade levels in all subdomains and the overall score, indicating
the absence of grade-related differential intervention effects.

4.5. “Following participation in a ten-week practice-based professional
development program, how do the classroom teachers perceive their students’

progression of motor skills?”

Teachers were asked questions regarding their students’ development. Interview
results showed one overarching theme and four specific codes emerged related to
students’ learning. The theme centered on empowering students' holistic development,
encompassing their attitudes toward physical education, understanding of concepts,
engagement, and fair play. These codes are outlined below Table 16.

Table 16. Qualitative Results of Students’ Development Based on Teachers’
Perception

Theme Codes RQ

Empowering PL of Attitudes toward PE 5

Students Understanding the PE concepts 5
Students’ engagement 5
Fair play 5

4.5.1 Attitudes Toward Physical Education

During the program, teachers noted that many students expressed a desire to play
games during PE classes. While some students initially had negative attitudes toward
PE, others preferred unstructured PE, wanting more freedom during class. According
to teachers’ interviews, the PBPD program helped shift students’ perspectives on PE.

For example:

“We (teachers) applied in the class what we learned from the PBPD program.
As we applied the program, students who wanted to play freely enjoyed the
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physical education class. Then, they (students) tried to join and maintain this
behavior during the whole class (P5).

“Biz bu programindan o6grendiklerimizi sinifta  uyguladik. Programi
uyguladik¢a, ozgiirce oynamak isteyen ogrenciler beden egitimi dersinden
keyif aldilar. Daha sonra (ogrenciler) tiim ders boyunca bu davranisa
katilmaya ve stirdiirmeye ¢alistilar.” (K5)

“My students asked me such questions;, what do we do today in physical
education class? whether we do PE class today, what do you teach us today?
so they push me in that way.” (P15).

“Ogrencilerim bana bugiin beden egitimi dersinde ne yapryoruz, bugiin beden
egitimi dersi mi yapryoruz, bugiin bize ne égretiyorsunuz gibi sorular sordular
sordular ve beni bu sekilde ders yapmaya zorladilar.” (K15)

“I want to say that physical education class was considered as free time at the
beginning. To break this behavior, I did warm-up as if it was a space for
practicing movement skills and students did not want to do that. They reacted
to me differently. However, they get used to it in time. They reacted
less...however, we did the first warm-up, then taught skills and worked on
outcomes in our program with you. Everything was well planned. Then we
applied and gave feedback. At the end, we played a game covering the skill. By
the way, students did not react negatively. This kind of change happened in
students.” (P14).

“Sunu belirtmek isterim hani dedigim gibi daha oncesinde beden egitimi dersi
biraz daha serbest zaman serbest zaman degerlendirmesi gibi algilaniyordu.
Cocuklar icin de yani. Ben onu kirmak adina hep bastan beri isinmayr sanki
boyle hareket becerisi kazandwrma alani olarak kullamip hani o alanda
yvapabildigimi yapmaya ¢alistyyordum ve ¢ocuklar istemiyorlard: ilk basta. O
alan o zamam bile onlardan aliyormusum. Onlarin hani oyun zamanini ona
harciyormusum gibi. Bana ilk basta tepki veriyorlardi. Ogretmenim bunu
yapmasam. Ogretmenim bunu yapmasak seklinde ama bir siire sonra onlarda
da bu aliskanhk gelismeye bagsladik. Artik sikayetleri olusmamaya
baslads...Ancak sizinle programimizda énce 1sinma yaptik, ardindan beceriler
ogrettik ve kazammlar tizerinde ¢aligstik. Her sey iyi planlanmisti. Daha sonra
uygulama yaptik ve geri bildirim verdik. En sonunda da beceriyi kapsayan bir
oyun oynadik. Bu arada 6grenciler olumsuz bir tepki vermediler. Ogrencilerde
bu tiir bir degisim oldu.” (K14)
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4.5.2 Understanding the Physical Education Concepts

During the PBPD program, teachers recognized that students understood the PE
concept better than they understood before the program. They listened better,
understood, and acted appropriately based on the teachers’ command. They obeyed

the game rules more.

“Students listened better. This behavior was increased a lot. They obey the
classroom rule. For instance, before, | told them to make a line, they broke the
line. However, they are better now.” (P10).

“Ogrenciler daha iyi dinliyorlar, bu tiir davramslari ¢ok artti. Sinif
kurallarina uyuyorlar. Ornegin, daha énce onlara bir ¢izgi yapmalarini
soyledigimde ¢izgiyi bozuyorlardi. Ancak simdi daha iyiler” (K10)

“We had a problem while we were doing warm-up. They did not get instruction.
[ think it was the biggest problem. Right now, they understand what I said.”

(P6).

“Isinma hareketleri yaparken bir sorun yasiyorduk. Komutlari alamiyorlard.
Bence en biiyiik sorun buydu. Su anda ne dedigimi anliyorlar.” (K6)

“I (teacher) did not know the name of the skills what galloping is or what
sliding is. While we rolling the ball, which arm should be forward, and which
leg should be back or forward. Students did as well. They (students) begin to
warn themselves by using the name of skills. (P15).

“Ben (6gretmen) galop yapmanmin ne oldugunu ya da yana dogru kayma
hareketinin ne oldugunu bilmiyordum. Topu yuvarlarken hangi kolun ileride,
hangi bacagin geride ya da ileride olmasi gerektigini. Ogrenciler de 6yle yapti.
Onlar becerilerin adini kullanarak kendilerini uyarmaya basladilar.” (K15)

They learned the concept what is physical activity. In addition, they warned each other

when they did the skills differently. For instance,

“They (students) saw that PE was not a class in which you need just a ball and
play with it.” (P14).

“Ogrenciler, beden egitimini sadece topu ve oyna olarak gérmiiyorlar” (K14)

“They (students) concentrated on just one game. However, there are FMS
outcomes in the PE curriculum which are balance and locomotor skills. They
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learned the names of these skills and the purpose of these skills. Under this
PBPD program, they saw many different topics.” (P2).

“Ogrenciler sadece bir oyuna konsantre oluyorlardi. Fakat beden egitimi
programinda temel motor beceri kazanimlar: vardwr. Bu becerilerin isimlerini

ve bu becerilerin amacini égrendiler. Bu programi kapsaminda bir¢ok farkl
konu gordiiler” (K2)

4.5.3 Students’ Engagement

The “Students’ engagement” code includes students’ level of interest, connection, and
emotional involvement in the PE class by teachers’ interview results. Generally,

students participated in class more than ever.

“Students asked us whether they got the hula hoop or got the ball when we
were not in PE. They constructed their game and played together. For instance,
they did warm-up accompanied by a student (he became a trainer) before they
played soccer. They did not play basketball. But they did and improved their
skills in that way.” (P6)

“Beden Egitimi dersinde olmadigimiz zamanlarda ogrenciler bize hulahopu
mu veya topu alabileceklerini soruyorlar. Oyunlarin: kurguluyorlar ve birlikte
oynuyorlar. Ornegin futbol oynamadan énce bir égrenci (antrendér oldu)
esliginde 1sinma hareketleri yaptilar. Basketbol oynamadilar fakat ve bu yonde
becerilerini gelistirdiler.” (K6)

A teacher indicated that she constructed the whole class environment or game in the
class by herself. Right now, students gave some ideas about the game or while

constructing the game or they helped their teacher to construct the environment.

“For instance, | had to construct a game and the environment by myself.
However, students constructed a game, constructed the environment, and got
the equipment after we were done. They began to take part in a class
voluntarily. Thus, it made our (teachers) workload lower.” (P14).

“Ornegin, bir oyunu ve ortami tek basima kurgulamak zorunda kalryordum.
Fakat artik ogrenciler oyunu kurgulamaya basladilar, ortami kurdular ve
isimiz bittikten sonra ekipmanlari topladilar. Goniillii olarak sinif
etkinliklerinde yer almaya basladilar. Béylece bizim (Ogretmenlerin) is
yiikiimiiz azaldi.” (K14)
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“I do not involve too much anymore. Today, for instance, they were in order
in physical education class. |1 showed movements. After the movements, they
found the game and did warm-up. Then they created the form/order (the circle
while doing warm-up). After I showed the movement, they told me about a game
related to that movement. Then we played it together. For instance, | showed
them skipping, and they told me a game about skipping.” (P13).

“Artik ¢ok fazla dahil olmuyorum. Bugiin mesela beden egitimi dersinde
swradaydilar. Hareketleri gosterdim. Hareketlerden sonra kendileri oyunu
buldular ve sinma yaptilar. Sonra formu/diizeni olusturdular (1sinma
yaparken ¢cember). Ben hareketi gosterdikten sonra bana o hareketle ilgili bir
oyun anlattilar. Sonra birlikte oynadik. Ornegin ben onlara atlamay
gosterdim, onlar da bana atlama ile ilgili bir oyun anlattilar.” (K13)

Another teacher showed that students seemed more harmonious with each other.

“Before the program, there were many times when we did not find a common
ground. One of them wanted to play a different game, others wanted to play
another. Right now, we are finding common ground easily. After this, students
did not verbiage and paid attention to class more than ever.” (P13).

“Programdan once ortak bir zemin de bulusamadigimiz ¢ok zaman oldu. Biri
(6grenci) farkli bir oyun oynamak isterken, digerleri baska bir oyun oynamak
istiyordu. Su anda ortak noktay: kolayca buluyoruz. Bundan sonra 6grenciler
laf kalabalig1 yapmadilar ve derse her zamankinden daha fazla dikkat ettiler.”
(K13).

4.5.4 Fair Play

Teachers observed that students became friendlier throughout the program, displaying
improved social interactions. Students engaged in games with fairness, and some
previously dominant students became less assertive in the classroom environment. The

following examples illustrate these changes:

“They behaved with each other more fairly. For instance, while they were
doing a competition, they congratulated each other. They used to finish the
parkour even if they did not follow the rules. Now, when someone did not follow
the rules and he/she recognized it, then tried to do it appropriately. They tended
not to do it again before the program they did. But now, even if they lost the
competition, he or she fixed it and did the skill or movement again.” (P13).
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“Birbirlerine karst daha adil davraniyorlar. Mesela bir yarisma yaparken
birbirlerini tebrik ediyorlardi. Eskiden kurallara uymasalar bile parkuru
bitiriyorlardi. Simdi biri kurallara uymadiginda ve bunu fark ettiginde uygun
sekilde yapmaya ¢alisiyordu. Su anda yaptiklar: programdan once yapmama
egilimindeydiler. Ama simdi yarigmay1 kaybetse bile diizeltiyor ve beceriyi ya
da hareketi tekrar yapryor.” (K13)

“Some students could not put pressure on other students. For instance, there
was a boy in my class. He put too much pressure on other students. However,
there were some movements in the program he could not do it but other students
did after | saw it. Then, they felt equal and I told them we, sometimes, could do
some skills but cannot do another. However, we were going to learn all of them.
Next step, we were going to be better. He (a dominant kid) changed their
attitude and he recognized that there was a skill that he could not do it. In that
sense, it becomes good for them.” (P3).

“Bazi dgrenciler diger dgrenciler iizerinde baski kuramiyor artik. Mesela
benim smifimda bir ¢ocuk vardi. Diger 6grenciler iizerinde ¢ok fazla baski
kuruyordu. Ancak programda onun yapamadigi ama diger 6grencilerin ben
gordiikten sonra yaptigi bazi hareketler vardi. O zaman kendilerini esit
hissettiler ve ben de onlara bazen bazi becerileri yapabildigimizi ama
digerlerini yapamadigimizi soyledim. Ancak hepsini 6grenecektik. Bir sonraki
adimda daha iyi olacaktik. O (baskin ¢ocuk) tutumunu degistirdi ve
yapamadig bir beceri oldugunu fark etti. Bu anlamda onlar icin iyi oldu. ” (K3)

4.6. “How do qualitative and quantitative data complement each other?”

The joint display is essential for the mixed method because this approach enhances the
researcher’s ability to convey the integration process clearly and helps the reader better
understand this stage of mixing. In other words, this technique helps researchers and
readers to understand qualitative and quantitative data for the same case (O’Cathain et
al., 2010). In line with Guetterman and colleagues' (2015) recommendation, the side-
by-side display was used. In that approach, qualitative and quantitative data are
presented together side-by-side which facilitates all results to look for patterns.
Guetterman and colleagues (2015) developed a comprehensive checklist for
constructing joint displays, ensuring that all essential elements are included to
effectively represent data integration. Additionally, they indicated that this table can

be modified regarding researchers’ needs and the purpose of the content.
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Qualitative and quantitative results regarding PBPD programs are convergent.
Following are the convergent findings of the study; the teachers stated in the interview
that they improved their knowledge in terms of teaching fundamental motor skills, and
implementation of FMS in-class practice. Similar findings were identified in the
teachers’ observation. Teachers know how to teach skills, and how to do task analysis
while teaching a skill, they integrated a game related to FMS in the same class hour.
Additionally, they changed their attitudes toward teaching FMS through the program
and have a routine for PE classes in qualitative data. Similar findings were identified
in the observation. For instance, teachers showed that they have a physical education
routine while teaching it and follow the consistent steps for teaching FMS in

quantitative results.

In terms of students, the PLAYbasic tool showed that all students, regardless of their
grades, improved their actual FMS level from pre-test to post-test in the quantitative
results. Similar findings are stated in the interview results from teachers’ perspective.
According to teachers, students engage in activities more than they were in the past.
They improved their understanding in terms of movement demonstration. They
learned how to do it and they warned each other when they made mistakes about the
movement. Findings are shown in the side-by-side Table in appendix.
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CHAPTER 5

DISCUSSION

The purpose of this study was to explore the contribution of a ten-week practice-based
professional development program on classroom teachers' instructional practices and
student development in the context of teaching FMS. Specifically, the study aims to
(1) investigate the changes in classroom teachers’ experiences related to the teaching
of FMS, (2) determine the proportion of teachers who effectively implement the
targeted instructional tasks associated with FMS instruction, (3) identify teachers’
preferred learning methods and support needs for enhancing the quality of physical
education classes, and (4) examine the developmental changes observed in students as

a result of their participation in the program.
5.1 Overall Results of the Study

The results showed that they improved their knowledge and attitudes positively toward
teaching FMS in PE. Interview results showed that they were empowered by the
program and they were able to how to read curriculum and related materials (PAC),
how to implement FMS in PE practices. They matched curriculum objectives with
FMS using PAC materials. Additionally, teachers enriched classroom practices by
integrating FMS in PE class, having a PE routine. According to teachers, the facilitator
played a significant role in teachers learning fundamental motor skills and how to teach
them during the program. Additionally, teachers focused on improving their teaching
strategies at the beginning of the study, frequently using terms like 'making a plan,’
'material use,” and 'skill improvement." As the weeks progressed, they began
incorporating more specific language from the PE curriculum, such as 'physical
activity' and 'appropriate development,’” while gradually reducing their use of initial

terms like 'learning new games,' 'better in practice,' and 'making a plan. In terms of
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students’ development, they improved their locomotor, object control, and balance
skills and overall scores in FMS when compared to their level at the beginning of the
study. In addition, students improved their understanding of physical education,
increased their engagement in activities, and behaved fair while playing games from

their teachers’ perception.
5.2 Teachers’ Development in Physical Education and Game Class

Teachers reported increased knowledge of teaching FMS. As a result, most teachers
improved their curriculum, material literacy, and ability for FMS implementation.
There are several potential explanations for these; the PBPD program content was
directly targeted to classroom teachers’ needs (Ball & Cohen, 1999), therefore,
teachers learned how to read the curriculum, curriculum objectives, and how to use the
material for PE classes. Another reason might be that a qualitative survey was filled
out by teachers at the beginning of the program. Based on the survey results, additional
topics were added to the main PBPD program. Therefore, teachers might learn what
to teach, how to teach it, how to start a PE class, how to teach a skill in a PE class, and
how to end the PE class. Another potential explanation might be that teachers
experience how to connect theory and practice at the same time during the program
meeting. They listened, discussed, and practiced the topic on the same day. Thus,
practice meetings might enhance their knowledge of FMS (e.g., Faulkner et al., 2004;
Sumanovi¢ et al., 2016). Similar findings were revealed in the literature; PD programs
had positive effects on teachers’ perceived knowledge as well as enhancing their
expertise and proficiency in specific fields such as physical literacy. However, those
studies were focused on outdoor education (Coulter & Words, 2012), perception of PE
(Harris et al., 2011), pedagogical strategies (Petrie, 2010), and knowledge of physical
literacy (Edwards et al., 2019). The focus of the program was important as Harris and
Colleagues (2011) revealed in their study that not paying attention to a specific goal
or pedagogical issues brings several limitations for teachers and PD programs.
Moreover, targeting general pedagogical knowledge limits for effective teaching of
PE. On the other hand, this study focused on teachers’ knowledge of teaching FMS
which is the core objective of PE (e.g., MoNE, 2018; SHAPE America, 2013).
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Teachers behaved positively while teaching FMS, they integrated FMS into PE class
practice, and they had a PE routine. A positive attitude of teachers is an important
factor in providing high-quality PE (Morgan & Hansen, 2008). Several explanations
might increase teachers’ attitudes positively toward teaching PE during the program.
One possible explanation is that the PBPD program's content was tailored to the
teachers' needs, as identified through a qualitative survey. This customization likely
fostered positive attitudes toward teaching FMS. Another reason for these positive
attitudes might be that teachers observed their students actively engaging in PE
activities and making noticeable progress. Another reason might be that as teachers
learn what to teach and how to teach FMS, they tend to become more positive toward
PE classes. Additionally, the facilitator's support and encouragement during the
program might influence their attitudes. Several studies indicated similar results that
teachers enhanced teacher perception, self-confidence, or intention toward teaching
PE (Faulkner et al., 2004; Faucette et al., 2002; Harris et al., 2011), and health-related
PE curriculum (Kulinna et al., 2008). The characteristics of PD for change of attitudes

should be investigated to understand for future research (Silverman, 2007).

In teachers’ teaching practices, all teachers followed a consistent PE routine during the
program. The routine generally started with a warm-up, followed by skill instruction
that focused on breaking the skill down into its critical elements. Toward the end of
the class, emphasis was placed on reinforcing the skill and its key components, and
the class concluded with a cool-down. When teaching a new skill, the teachers
demonstrate it first and then systematically divide it into its essential parts for students
to learn. Teachers may have adjusted their physical education practices for several
reasons. Through the PBPD program, they likely developed a deeper understanding of
the connections between the PE curriculum and the objectives for children's
development, as well as how to effectively deliver PE instruction. They became
familiar with motor development theories and principles, which may have informed
their approach to teaching specific skills. During the program, teachers followed a
structured routine—beginning with a warm-up, demonstrating skills, and using task
analysis for teaching FMS. This consistent approach likely reinforced their behaviors
and instructional methods throughout the program weeks. In PE literature, the quality

of PE teaching in the context of PD was improved by utilizing a game-centered
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approach for classroom teachers (Miller et al., 2017), using democratic PE-CoP for PE
teachers (Gongalves et al., 2022). There is a notable lack of information on teachers'
development within the context of the PBPD in the PE literature. On the other hand,
several studies beyond PE demonstrated that teachers showed significant development
through participation in a PBPD program (Gettinger et al., 2008; Harris et al., 2012;
Hirsch et al., 2019). For instance, teachers developed implementation of the self-
regulated strategy (McKeown et al., 2016), their science discourse practices
(Fisherman et al., 2017), their instructional practices (Thomas & Drew, 2022), their
classroom discourse (Kohen & Borko, 2022) and decision-making in STEAM settings
(Herro et al., 2022). Despite the limited information on teacher development within
the context of PBPD in the physical education literature, this study offers valuable
insights into how to design an effective PBPD for primary education PE. It also sheds
light on the types of PD programs that best enhance teachers' enhancement to teach
FMS.

Based on teachers’ preferences for learning they wish to improve in PE class, most
teachers want to develop teaching strategies for instance, they want to improve making
plans, and how to use material more effectively, and they want to practice more to be
better in PE class. They wanted to have a routine in PE classes. In the following weeks,
their preference was changed based on their reflection, although the following terms

were rarely used. They talked about less dev

eloping games or doing more practice, but instead, they wanted to use dynamical
system theory. In other words, they wanted to diversify the games in PE classes
according to students’ needs and improvement. They tended to give more roles to the

students. They used the ‘physical activity’ term for students.

There could be several reasons for this. Teachers gained a deeper understanding of
their students' needs and skill levels. Initially, they focused more on teaching specific
skills and practice, but as the PBPD program progressed, they began to incorporate
different types of activities beyond just skill practice. Another reason could be that
teachers enhanced their curriculum literacy, allowing them to differentiate instruction

and adjust objectives throughout the semester. This likely made them feel more
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confident in addressing diverse objectives. Additionally, teachers reflected on their
teaching strategies and realized that focusing solely on skill development did not fully
meet their students’ needs. Consequently, they began integrating additional objectives
into their PE classes during the program. The concept of reflective teachers is well-
established. Reflection is a critical component of teacher education (Standal & Moe,
2013; Tsangaridou & Polemitou, 2015) and is deeply intertwined with educational
practices (Lee & Choi, 2012). Previous studies related to reflection focused on more
pre-service levels than in-service teachers (Tsangaridou, 2005; Tsangaridou &
Polemitou, 2015).

Research in the literature with pre-service teachers revealed that teachers reflected
more on their technical abilities. (Placek & Smyth, 1995; Tsangaridou & O’Sullivan,
1994). On the other hand, pre-service teachers revealed that teachers focused
on content, pedagogical content, and social issues more than technical skills
(Tsangaridou, 2005; Tsangaridou & Polemitou, 2015). When reflecting on their
practice, pre-service teachers viewed reflection as an essential tool for effective
teaching. This process provided them with valuable learning experiences
(Tsangaridou, 2005). However, they often encountered challenges with writing
reflections (O’Connell & Dyment, 2011). The review highlighted that while
the teacher can improve their reflective capacities, they also benefit from being part of

reflective communities (Standal & Moe, 2013).
5.3 Facilitator Support in the Program

During the program, the facilitator played a significant role in teachers learning based
on teachers’ interviews. More specifically, teachers improved their PE practice for
teaching FMS. The facilitator helped teachers to maintain their FMS teaching behavior
during the program. They learned how to teach FMS in a proper way such as
demonstrating the skills, doing task analysis, and giving sufficient time for students to
learn a selected skill. There might be several reasons that teachers get benefits from
the facilitator during the program. One explanation might be that the facilitator
provided ongoing support and feedback throughout those weeks, as emphasized by the
importance of ongoing support by Darling-Hammond and colleagues (2017), Yoon
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(2007), and the importance of feedback for teachers by Perry and Booth (2021). In
addition, the facilitator recognized teachers’ needs individually in the PE practices.
This perspective helps teachers to strengthen their practice and find out the possible
problems that were encountered in the PE class. Another possible reason is that the
facilitator demonstrated effective strategies and techniques during the teaching
practice program weeks, helping teachers understand how to apply theories in their
classes. Additionally, the facilitator's monitoring of teachers' development progress
and making necessary adjustments to the instructions may have contributed to the
program's success. Another reason might be that reciprocal trust between the facilitator
and teachers plays a significant role in professional development. Thrust is one of the
roles of the facilitator according to Sztajn and colleagues (2007), in such a PD, teachers
feel safe and secure, and more willing to collaborate and participate in any activities
during the program (e.g., Parker et al. 2012). Another reason might be that the
facilitator helps teachers to understand the context better and allows them to explore
various possibilities through feedback and support weeks (e.g., Fosnot, 2005). Overall,
the result of this study reinforced existing literature that facilitator support enhances
teachers’ practices, knowledge, and improvement (Gonzélez et al., 2016; ince et al.,
2020; Knight, 2008; Kohen & Borko, 2022; Peralta et al.,2021; Perry & Bevins, 2019)
and the study contribute that facilitator played a significant role in classroom teachers’

learning FMS and how to teach them to the existing PE literature.
5.4 Students’ Development

According to PLAYbasic results, multilevel analysis showed that students, regardless
of all grades, improved their locomotor, object control, and balance skills after the
program when compared to their FMS level before the program. Additionally, grade
one got more benefits from the program than other grades. There might be several
reasons for this outcome. Grade one students got more benefits from the PBPD
program because children with low FMS tend to benefit more from motor skills
programs (e.g., Logan et al., 2012). Other reasons for all students getting benefits
might be that a well-designed PE class with a strong focus on FMS might positively
impact students' FMS level (e.g., Bakhtiari et al., 2011; van Beurden et al., 2003).

Another reason might be that teachers improved their content knowledge (what to
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teach) and pedagogical content knowledge (how to teach), leading to greater student
benefits compared to previous PE classes (e.g., Cohen et al., 2012). Teachers also
provided sufficient time for students to practice skills, a critical element in learning
FMS (e.g., Lander et al., 2015; McKenzie et al., 1998; Morgan & Hansen, 2008).
Additionally, teachers consistently incorporated games related to the taught skills,
which may have made learning easier for students (e.g., Barnett et al., 2016). In PD
studies for teaching FMS was missing in the literature, however, several programs
related to students’ development showed similar findings in the literature (e.g.,
Borghouts et al., 2023; Carraro et al., 2022; Derri et al., 2015; Hiiniik et al., 2013; Ince
et al., 2020; Sefanou et al., 2021; Sum et al., 2022).

Regarding qualitative results of students’ development from teachers’ perception,
students developed their attitudes toward PE positively. They understood PE concepts
more than they were in PE before the program. Their engagement was increased during
the program. Teachers reported that students gained a clearer understanding of what a
PE class entails. It was no longer just seen as a time to play ball games; students learned
the broader concept of physical activity. Additionally, they began to correct each other
when performing skills incorrectly. They played any game in the context of fair play.
There might be several reasons; teachers’ positive attitudes toward PE classes might
influence students’ outcomes (Tarantino et al., 2022) and teachers' support enhances
students’ engagement (Guo et al., 2023). Another reason might be that teachers
introduced a more structured and comprehensive PE curriculum (e.g., physical,
cognitive, social) while teaching. Students explored the broader concepts of PE beyond
just playing games. Therefore, it might influence positive development for students
(Bailey, 2006; Dudley et al., 2022).

Motor skill proficiency is an important factor in being a physically literate individual
(Silverman & Mercier, 2015). Thus, as students learn motor skills then they tend to be
more active, engage in different activities, and develop themselves holistically.
Another reason might be that as students began to correct each other when performing
the skills, they engaged in peer learning. This collaboration might reinforce correct
techniques and foster a sense of responsibility. Another reason might be that teachers

might create a friendly and respectful environment in PE classes, this helped students
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develop a deeper appreciation for teamwork and sportsmanship. Although PE
intervention had a positive influence on student’s holistic development (Dudley,
2022), limited research exists in the literature. For instance, research in PE literature
revealed that eight-month PD related to Physical literacy improved students’ perceived
PL, motivation, and enjoyment of physical activity when compared to their
counterparts in PE classes (Sum et al., 2022). Professional development studies in
physical literacy literature focused on more teachers (Edwards et al., 2019; Simpson
et al., 2022) and teacher educators (Choi et. al., 2022).
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CHAPTER 6

CONCLUSION AND RECOMMENDATIONS

This section consists of four parts. The first part presents the conclusion of the study
briefly. The second part shows the strengths and limitations of the study. The third part

shows the implication and the last part shows the recommendation of the study.
6.1 Conclusions

In conclusion, the PBPD program demonstrated that most teachers enhanced their
perceived knowledge and attitudes toward teaching FMS and effectively utilizing the
curriculum to meet FMS objectives. The findings highlighted the program facilitator
as a crucial factor in improving teachers’ perceived knowledge and attitudes toward
teaching FMS. Additionally, while teachers prefer to learn games, improve their
material literacy, and practice in PE, they tend to do more student-centered instruction
such as giving roles to students, appropriate development, increase cooperation
towards the end of the program. Moreover, the results indicated that effective PD not
only improved classroom teachers' classroom practices but also enhanced their
students’ motor proficiency, contributing to their holistic development such as activity
engagement, and understanding the concepts. Consequently, our study adds to the
existing body of research by showing how PD focused on FMS can positively impact
teachers’ perceived knowledge, attitudes, classroom practices, and ultimately, their

students’ motor competence and holistic development.
6.2 Strengths and Limitations of the Study

There are several strengths of the study. First of all, the pilot study was conducted
before the main study. This helped the researcher to re-design the main PBPD program

based on teachers’ needs. In addition, the facilitator gained experience during the pilot
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study. Another strength was the participation rate of the teachers. Due to the high
attendance, teachers were informed and practiced the content of the program. Teachers
learned what to teach, how to teach the skills, and how to provide PE class routine
while teaching a skill. This aspect of the PD program for PE enhanced not only
teachers’ development but also the actual FMS level of students and students’

development related to FMS based on teachers’ perspectives.

The study had several limitations that should be considered while interpreting the
results. The actual FMS knowledge of teachers was not evaluated because of the lack
of FMS content knowledge tests for classroom teachers. Thus, this study increased
teachers’ perceived knowledge however, the actual FMS knowledge of teachers is not
known. Another limitation was that the follow-up was missing, thus, teachers
enhanced their perceived knowledge and attitudes toward teaching FMS however, it

cannot be sure that teachers maintain the same behavior after the program.
6.3 Implication of the Findings

e A pilot study might be conducted to assess teachers’ needs before implementing
the main study, ensuring that the program is tailored to their specific requirements.

e A PBPD program might ideally contain 8-10 participants, allowing the facilitator
to provide individualized feedback and closely monitor each teacher's
development. Small group settings also encourage the sharing of opinions and
experiences among teachers during meetings.

e The PD program should integrate both theory and practice, offering teachers the
opportunity to learn and immediately apply their knowledge within the same
program.

e The PD program should have ongoing support with a facilitator during the
program. The facilitator encourages teachers and gives feedback based on
teachers’ practices and their development.

e The PD program should be targeted to specific contexts, such as motor
competence, problem-solving, and creativity in physical education, as emphasized

by previous research (Harris et al., 2010; Petrie, 2010).
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e For the policymakers, this type of PD with theory and practice application should
be provided for teachers’ in-service training, especially those who have limited
knowledge of physical education. Thus, those teachers might have an opportunity
to experience these skills then, they are more likely to apply it in their physical

education courses.
6.4 Recommendation for Future Research

e Future research should investigate the long-term impact of PBPD programs on
both teachers and students to determine if the effects on teachers' knowledge,
attitudes toward teaching FMS, and classroom practices are sustained over time.

e Future research should investigate the role of teacher collaboration during PBPD
programs in enhancing learning outcomes, and how peer support among teachers
could further improve the effectiveness of professional development.

e Future research should conduct a different PD program (e.g., online or hybrid) on
teachers’ development to teach FMS effectively to identify the most efficient and
scalable approaches.

e In this research, fundamental motor skills were considered as a main topic in this
professional development program. Future research should consider other
curriculum objectives such as health-related fitness components or physical
activity levels for classroom teachers and their students.

e This type of PD program might provide early childhood and physical education
teachers with valuable insight into the strengths and limitations of this framework
by allowing them to engage with its principles in a hands-on and reflective manner.
By applying the framework in their teaching practice, teachers might observe its
impact on students’ motor skill development, physical activity levels, and other
curriculum objectives. Additionally, their feedback and observations might help
refine the framework to ensure it addresses diverse teaching contexts and student

needs.
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PLAYbasic — Motor competency test

isim Mumara Simif

Beceri Baslangig Gelismekte Yetkin Uzman

1-Kos ve geri gel

2-Tek avak hoplama

- Diger ayak

3-Bas ustl atiz

- Digerel

4-Topa ayakla vurma

- Diger ayak

&- One dogru dengede
yurume
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Reflection from teachers

ﬁgr*ennenlerdeu almacak yansima
Ogretmen adi:

Egitim haftas::

Soru 1: Bu hafta “Beden egitimi ve oyun” dersinizi kisaca degerlendirir misiniz?

Soru 2: Hafta igerisinde “Beden egitimi ve oyun™ dersinde neleri iyi yapuginiz disdniyorsunuz?

Soru 3: Gelecek hafta “Beden EZitimi ve oyun™ dersi igin gelistirmek istadiginiz yonleriniz nelerdir?
Maddeler halinde yazinz.

 —

 —

 —

—_—

Bu haftaki beden egitimi ve oyun dersini yaptifiz giinler;

Pazartesi Sal Carsamba Persembe Cuma

icerik {Hangi beceri)
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Qualitative Survey

’é
i
:
8
E

d‘-q_ _m_ y OrSUIE !

:
"E
[
:
:
E
a

EI

E
E
é
:
i
|

,
i
’Eﬁ
g
E‘
E
:

:
;
|
i
E
|
|
‘Z%
?

Meslek grubundaki arkadaglanmzla (okulunuzdald difer smif 6Zretmenleriyle) beden egitimi
ve oyun derst haklnda konoguyor mosunuz?
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Interview Questions

1-

2-

+'|.

LA
V

Gorisme sorular

(ahsma toplamda 10 hafa sirdd, beg haftam efitim diger bes haftasm okl ortammda sizlerin
desteklenmeniz ve ders gdzlemiydi.

a.  Buezitime katilmamzda hangi faktdrler etkinli oldu (Igsel, digsal faktdrler)

b. Egitim boymea katlimimez oldukga yiikselti. Bunm nadenleri nelerdir?

Bu agitim &ncesinl ve somrasm dijindiginizde beden egitimi ve oyun dersindeld

a. Motor beceni Sgretimi konusunda bilginizde deZigiklikler oldu mu? Eger clduyvsa ne gibi
degiziklikler. Omek vershilir mizsiniz? Neden defisiklik oldu? Ne etkili oldu?

b. Motor becerileri Ggretim konusundaki totumununzda degigiklikler oldu mu? Eger olduyza ne
gibi defgiklikler. Omek verebilir mizsimiz? Neden degisiklik oldu? Ne etlili oldu?

c. FEK Eartlariyla ilgili digimcelennizde degigiklikler oldu mm? Eger olduysa ne gtk
degiziklikler. Omek verehilir misiniz? Neden degisiklik oldu? Ne etkili oldu?

d. Beden egitimi ve oyun dersinin programyla ilgili ditjincelernizde degigiklikler oldu mm?
Eger olduysa ne gibi degisiklikler. Omek verebilir misiniz? Neden deZigiklik oldu? Ne etkili
oldu?

Bu efitimin ilk beg haftas: zizmle teonk ve pratik egitimivken, difer bes haftas kelaylaghncimn siz
siruf ortaminda‘pratifinde desteldeme sireciydi. Bunom sizin agmmzdan bir faydas oldu mw? Bana
giirect anlatabilir miginiz?

a. Ik beg hafta teorik egitimden sonra pratik yapmamzm bir faydas: oldu mu? Omek verebilir
miziniz?

b Ders siiresince veya sonrasinda damiit vermemin varan oldu mu? Omel: verebilir misiniz?

Bu egitimin ders pratiZinize etkisi oldu mu? Eger olduysa, ne gibi etkisi oldu? Omek verebilir miziniz?
Bu egitim boyunca dgrencilermiz de bir degigiklik gézlemlediniz mi? Eger gozlemlediyseniz ne gita
degisiklikler gizlemledini=?

a. Derse katilom

b, Derse karg tutumlan

c. Bilgi seviyelerd

Bu egitimi okulun ve sizin ihtivacimza gére diizenlenmis bir egitimdi. Ofretmenlerle aym clulda
clmamzm ne gibl yararlan oldo?

a. Benim clmadifim bir zamanda beden efitimi ile ilgili bir tarhyma yaptmz ru? Ne giki bir
tartigmaydi?

b. Diger paydaglardan déniit aldumz? Ne gibi doniitlerdi?

Bu egitimi fyilegtirmek igin dnerileriniz nelerdir?

a. Ne farkh olsayd: daha 1y1 chaordu?
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D. MATERIALS

Physical Activity Cards (PAC)

San kartlar - Temel Hareket Becerileri

15. Statik-Dinamik Denge.....31
16. Durug-Oturug.......ccccee.... 33

lil. NESNE KONTROLO
GEREKTIREN HAREKETLER

8. Tirmanma..
Il. DENGELEME HAREKETLERI

9. EGIME. e 19
T 27 20. Yakal a1

25. Raketle Vurma.. 51
26. Uzun Sapl

AraclaVurma ..o 53
IV. BIRLESTIRILMIS
HAREKETLER

27. Kuyruk Yakalama

Top Toplama Oyunu........55
28. Bayrak Yang Oyunlan....57
29. Hedef Oyunlan..............59

I YER DEGISTIRME 11. Dénme-Salinim.....eee.. 23 21, AyaklaVurma.................43 30. Atma-VurmaOyunlar.....61
HAREKETLERI cr
120 Agirlik Ak 25 22, 45 31. Y rl -Tutma
13. Atl K 27 33. Durd Kontrol.......... a7 Oyunlan................63
14. Baglama-Durma...........29 24, T0p SUIME..orrr..... 49 32 Tirtil Yakan Topu...........65

33. Hareketli Hedef

Vurma Oyunlan..............| &7
EK KARTLAR
Spor Engel Tamimaz.. 69
Saflk Anlayigi L. 71
Sadlik Anlaysi Il i)
Beslenme/ Fiziksel Etkinlik....75

TemelHareket Kavramlari......77
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Giivenlik:
Yiksek zeminde
yirime
etkinliginde
ogrencinin
yaninda durarak
ya da zemini
minderle
kaplayarak oyun
alanini giivenli

hale getirin.

Ekipman:
Ipler, egimii
dazlemler,
cemberler,
kagrtlar, farkls
yikseklikte
jimnastik siralan,

tebesirler,
dudik, davul, tef
vb.




E. MIXED METHOD TABLE
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G. TURKISH SUMMARY / TURKCE OZET

GIRIS

Temel motor beceriler bireyin yasaminda onemli bir yer tutmaktadir. Bu beceriler,
fiziksel aktivite gibi bir¢ok saglik parametresi ile pozitif bir korelasyon igerisindedir
(Stodden ve Goodway, 2007; Linus ve dig., 2015; Lopes ve dig., 2011; Lubans ve dig.,
2010). Bu nedenlerle, temel motor beceriler yasamdaki bir¢ok fiziksel aktivite ve spor
icin temel bir bilesen olarak yer almaktadir (Clark ve Metcalfe, 2002). Bu becerilerin
bircok faydasina ragmen, ¢ocuklarda ve genglerde temel motor beceri gelisiminin
yeterli diizeyde olmadig1 gozlemlenmistir (Bolger ve dig., 2020; Dobell ve dig., 2020;
Goodway ve dig., 2019; Erwin ve Castelli, 2008; Hardy ve dig., 2010; Lopes ve dig.,
2012; Larson ve dig., 2021; Morgan ve dig., 2013; Tas ve Hiirmericg, 2021).

Temel motor beceriler bir aktiviteye (Stodden ve Goodway, 2007) veya oyuna katilim
ile gelismesine ragmen (Butcher ve Eaton, 1989), aktif katilim bu becerilerde sadece
belirli bir diizeye kadar gelisim saglamaktadir (Logan ve dig., 2011). Bu nedenle, her
bir becerinin kazandirilmasi i¢in en uygun gelisim donemi olarak kabul edilen ilkokul

yillar1 bu becerilerin gelisimi i¢in dnemlidir (Gallahue ve dig., 2014).

Alanyazinda, ilkokul beden egitimi Kalitesi birgok aragtirmaci tarafindan
elestirilmektedir (Griggs, 2007; Harris ve dig., 2012; Morgan ve Bourke, 200843;
Morgan ve Hansen, 2008b; Petrie, 2010; Rainer ve dig., 2012). Arastirmalar nedenleri
su sekilde siralamaktadir; 6gretmenlerin program bilgisi yetersizligi (Decorby ve dig.,
2005), uygun ders plani hazirlamakta eksiklik (Griggs, 2007; Morgan ve Hansen,
2008b), alan ve pedagojik alan bilgisi eksikligi (Kirk, 2005), 6gretimde diisiik giiven
seviyesi (Ulu ve dig., 2019), beden egimi dersine yonelik olumsuz tutumlar (Arslan ve

Altay, 2009) gibi farkli nedenler bulunmaktadir. Bunlara ek olarak, ilkokul
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Ogretmenleri liniversite egitiminde yeterli diizeyde beden egitimi ile ilgili ders

almadiklar1 saptanmustir (bkz. YOK, t.y).

Mesleki gelisim Ogretmenler i¢in 6nemli bir yer tutmaktadir. Mesleki gelisim
uygulamalari, 6gretmenlerin ders pratiklerini ve derse yonelik tutumlarini sistematik
bir big¢imde gelistirmeyi hedeflemektedir (Guskey, 1986). Ayrica, bu uygulamalar
ogretmenler arasindaki fikir paylasimlarini desteklemekte ve bu fikirlerin smif
pratiklerine entegre etmelerine yardimci olmaktadir (Stoll ve dig., 2006). Mesleki
gelisimin 6gretmen gelisimi lizerindeki olumlu etkisi alanyazinda birgok ¢alismada
gosterilmistir (bkz. Ball ve Cohen, 1999; Derri ve dig., 2014; DuFour, 2004; Harris ve
dig., 2011; Ko ve dig., 2006; Lee ve dig., 2019; McLachland ve dig., 2017; Petrie,
2010; Sallis ve dig., 1997; Sum ve dig., 2018; Till ve dig., 2011; Tsangaridou, 2012;
Yoon ve dig., 2007).

Alanyazinda bir¢ok arastirma, mesleki gelisim programlarinin 6gretmenler i¢in yeterli
diizeyde olmadigini belirtmektedir (Borko, 2004). Bagka bir deyisle, genel olarak tek
glin ve pratikten/sahadan bagimsiz yapilan mesleki gelisim programlarinin 6gretmen
gelisiminde yetersiz oldugu saptanmustir (Ball ve Cohen, 1999; Clarke ve
Hollinsworth, 2002). Oncii ¢aligmalar, mesleki gelisim programlari grenenin aktif rol
aldigr bir sekilde uygulanmasinin 6nemini vurgulamaktadir. Uygulama temelli
mesleki gelisim (bkz. Ball ve Cohen, 1999) bu mesleki gelisim programlarina bir
ornektir. Bu gelisim programi, mesleki gelisim igeriginin dgretmenin bilgisi ve ders
pratigiyle uyumlu olmasi gerektigini savunmaktadir. Ayn1 zamanda 6gretmenlere,
amagl 6grenme ve gelisim firsatlar1 sunmaktadir (Herre ve dig., 2019). Uygulama
temelli mesleki gelisime katilan 6gretmenler sinif deneyimlerini anlamlandirir ve ders

pratikleri icin bilgi dretirler (Cochran-Smith ve Lytle, 2001; Villegas-Reimers, 2003).

Ball ve Cohen’in (1999) belirttigi gibi, teorik bilginin uygulamada yer almasi, bizzat
uygulama yoluyla edinilmesi gerektigi anlamina gelmektedir. Ayrica, etkili 6grenme
icin igerik bilgisinin gilinlik deneyimler, baglamsal ihtiyaglar ve beklentilerle
iliskilendirmesinin 6nemi vurgulanmaktadir (Darling-Hammond ve McLaughlin,

1995). Uygulama temelli mesleki gelisim, 6gretmen gelisimini salt bilgi ile degil,
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Ogretmenin uygulama i¢in gerekli olan bilgi, anlayis ve beceri gelisimine odaklanip,

siif i¢i uygulamalarini gelistirmesine vurgu yapmaktadir (Harris ve dig., 2012).

Bu arastirmanin amaglar1 su sekilde siralanmaktadir; (1) 6gretmenlerin temel motor
beceri 6gretiminde bilgi ve tutumlarindaki degisikligini arastirmak, (2) 6gretmenlerin
smif i¢i uygulamalarini incelemek, (3) kolaylastirict roliiniin 6gretmenlerin
gelisimindeki rolii anlamak, (4) caligmaya katilan Ogretmenlerin sinifindaki
Ogrencilerin temel motor beceri gelisimini incelemek, (5) bu programa katilan

Ogretmenlerin dersi gelistirmede 6grenme tercihlerini belirlemektir.
Calismanin Onemi

Mesleki gelisim calismalart agirlikli olarak ortaokul programina odaklanmistir (Perry
ve Boot (2021; Parker ve dig., 2022). Fakat, beden egitimi 6zelinde ilkokul
Ogretmenlerine yonelik mesleki gelisimi hedefleyen caligmalarin sayis1 oldukga
siirhidir (Tsangaridou, 2021). Alanyazinda bu bosluk, ilkokul 6gretmenlerinin kendi
alanma 6zgii ve kendi gereksinimlerini ele alan, 6grenciler arasinda aktif yasam
tarzlarin1 gelistirmek icin yeterince hazirlikli olmalarmi saglayan daha kapsamli

mesleki gelisim ¢aligmalarina duyulan ihtiyaci gostermektedir.

Ilkokul dgretmenleri, beden egitimi programina bilgi eksikligi (Decorby ve dig.,
2005), alan ve pedagojik alan bilgisi eksikligi (Kirk, 2005), dersin dgretimindeki
diisiik 6zgiliven (Ulu ve dig., 2019) gibi ¢esitli zorluklar ve engellerle karsilagmaktadir.
Bu nedenle, bu ¢aligma 6gretmenlerin temel motor beceri 6gretimi alaninda bilgilerini
arttirma, derse yonelik tutumlarimi gelistirme, bu becerileri derslerinde uygulama
pratiklerine odaklanmistir. Buna ek olarak, bu program Ogretmenlerin program
okuryazarligi, materyal okuryazarligi ve bunlarin temel motor beceriyle entegre

edilmesine yonelik gelisimini hedeflemistir.

Alanyazinda temel motor becerilere yonelik mesleki gelisim programlara oncelik
verilmesi gerektigi Lander ve arkadaglar1 (2015) tarafindan vurgulanmistir. Ciinkii
temel motor beceriler, fiziksel aktiviteye katilim ve diger bilissel alanlara da 6nemli
Olciide katkida bulunmaktadir (bkz. Bailey ve dig., 2006; Gallahue ve dig., 2012).

Ogretmenleri temel motor becerileri etkili bir sekilde 6gretecek bilgi ve becerilerle
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donatmak, dgrencilerin yasam boyu ¢esitli aktivitelere katilim1 igin gerekli becerileri

gelistirecegi diisiiniilmektedir.

Etkili mesleki gelisim, 6gretmenleri okul ortaminda strekli desteklemelidir (Bates ve
Morgan, 2018; Darling-Hammond ve dig., 2017; Poekert, 2011). Mesleki gelisim
sirasinda kolaylastiricr roliindeki kisiden siirekli destek alan §gretmenlerin, 6gretim
uygulamalarini gelistirme (Darling-Hammond ve dig., 2017; Knight, 2008) ve olumlu
deneyim yasamalarinin daha ylksek oldugu vurgulanmistir (Kohen ve Borko, 2022).
Mesleki gelisim programlarinin bir ¢esidi olan uygulama temelli mesleki gelisim,
farkli alanlarda birgok aragtirmada yer alirken, beden egitiminde bu ¢ergevede yapilan
bir calismaya rastlanmamistir. Bu c¢alisma, uygulama temelli mesleki gelisim
cercevesini beden egitimi baglaminda arastirmis ve bu alam1 yeni bakis agisiyla

zenginlestirmeye ¢alismistir.

Ozetle, ilkokul dgretmenlerinin temel motor beceri bilgisini gelistirme, &gretim
uygulamalarini iyilestirme ve Ogrencilerin bu alanda becerilerini gelistirmeye
ihtiyaglar1 vardir. Oncii ¢aligmalar, mesleki gelisim ¢alismalarmin siirekli,
destekleyici, Ogretmenlere geri doniit sunan, uzun siireli ve kapsayict olmasi
gerektigini one slirmektedir (Darling-Hammond ve dig., 2017; Hunzicker, 2010). Bu
calisma, alanyazinda bulunan calismalar1 dikkate alarak hem ulusal hem de
uluslararasi alanyazinda ilkokul 6gretmenleriyle ilgili kritik olan problemleri ele

almstir.
Arastirma Sorulari

1- Smif 6gretmenleri, TMB 6gretimine odaklanan on haftalik uygulamaya dayali
bir mesleki gelisim programina katilmayi nasil deneyimliyor?

2- Smif 6gretmenlerinin ne kadar1 on haftalik uygulamaya dayali bir mesleki
gelisim programina katildiktan sonra TMB 6gretimi i¢in istenen Ogretim
gorevlerini yerine getirmektedir?

3- Simif Ogretmenlerinin on haftalik uygulama temelli bir mesleki gelisim

programi boyunca beden egitimi ve oyun dersinde 6grenme tercihleri nelerdir?
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4- ilkokul dgretmenlerinin uygulama temelli bir mesleki gelisim programina
katiliminin ardindan dgrencilerinin temel motor beceri diizeylerinde 6n ve son
test olarak nasil bir farklilik gézlemlenmektedir?

5- On haftalik uygulamaya dayali bir mesleki gelisim programina katilimin
ardindan, sinif 6gretmenleri 6grencilerinin motor becerilerindeki ilerlemeyi
nasil algilamaktadir?

6- Nitel ve nicel veriler birbirini nasil tamamliyor?

YONTEM

Bu c¢alismada karma yontem arastirma deseni uygulanmistir (Creswell ve Clark,
2017). Karma yontem arastirma tasariminda, arastirma sorularini biitiinciil bir sekilde
yanitlamak i¢in hem nitel hem de nicel olmak iizere farkli kaynaklardan veri toplanir
(Mertens, 2019). Bu ¢alismanin nicel yonleri agisindan, yari1 deneysel tek grup on test-
son test deseni (bkz. Shadish vd., 2002), nitel arastirma perspektifinden bakildiginda,
durum/vaka ¢alismasi kullanilmustir (bkz. Creswell, 2013).

Katilimcilar

Orneklem, ilkokul &gretmenleri ve dgrencilerinden olusan hiyerarsik bir yapidan
olusmaktadir. Calismadaki katilimcilar amacli orneklem metoduyla secilmistir.
Calismaya 16 6gretmen ve onlarin dgrencileri katilmistir. Ogretmenler igin dahil etme
kriteri; ilkokulda halihazirda 6gretmen olmak, bir, iki ve Gglnci sinifa ders veriyor
olmak ve ¢aligsmaya katilmak istemesidir. Dordiincii sinif 6gretmenleri ¢calismaya dahil
edilmemistir ¢iinki, ilk ii¢ sinifta her giin bir saat beden egitimi ve oyun dersi varken,
dordiincii siifta beden egitimi ve oyun dersi haftada iki saat yapilmaktadir. Ogrenciler
icin herhangi bir kriter bulunmamaktadir. Aile onam formunu getiren her 6grenci

calismaya dahil edilmistir.
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Uygulama Temelli Mesleki Gelisim Program

Bu programin iki agamasi vardir; (1) ¢caligma bir pilot ¢aligsma ile baslamistir. (2) Daha
sonra pilot c¢alismadaki kolaylastiricinin notlar1 temel alinarak ana c¢alisma

tasarlanmistir.

Pilot ¢alismanin yapilmasinin temel nedeni, ana ¢alismanin igerigini gelistirmek ve
calismada kolaylastirici olarak deneyim kazanmaktir. Pilot ¢alismadan sonra ana

calisma i¢in bazi degisiklikler yapilmistir.

Pilot Calisma: Dort haftalik pilot ¢alisma, Orta Dogu Teknik Universitesi Beden
Egitimi ve Spor Bolimii'nden bir aragtirmaci ve bir alan uzmani tarafindan
tasarlanmigtir. Pilot ¢aligma ilkokul Ogretmenleri icin uygulama temelli mesleki
gelisim programin1 uygulamayi amagclamustir. ikinci amag ise siireci, programin giiclii
ve simirli yonlerini ve programin hangi boliimiiniin gelistirilebilecegini ya da hangi
bolimiin ana programindan ¢ikarilabilecegini belirlemektir. Calismanin sonucunda,
Ogretmenler beden egitimi programlarint okurken bazi problemler yasadiklari
belirlenmistir. Buna ek olarak fiziksel etkinlik kartlariyla herhangi bir deneyimleri
olmadig1 ortaya ¢ikmistir. Beden egitimi derslerini sadece bos zaman aktivitesi olarak

algiladiklar1 ve temel motor beceri bilgilerinin zayif oldugu saptanmustir.

Ana ¢aligma: Ana programi birka¢ adimda gelistirilmistir; (1) ulusal ve uluslararasi
literatiir taranmis, (2) bir devlet okulunda pilot calisma yapilmis, (3) program
olusturuldugunda uzman goriisii alinmis, (4) nitel anket sonrasinda ana programda
kiiciik degisiklikler yapilmistir. ik olarak, alanyazinda uygulama temelli mesleki
gelisim programlariyla ilgili tarama yapilmustir. Ikinci adimda, bir pilot galigma
tasarlanmis ve uygulanmistir. Daha sonraki adimda, ana calisma tasarlanmis ve son
adimda, ¢alismanin ilk haftas1 6gretmenlere verilen nitel anket ile, program son haline
getirilmistir. Ornegin, 6gretmenler beden egitimi programi hakkinda sinirli bilgiye
sahip olduklarin1 ifade etmislerdir. Ayrica, programi okumakta zorlandiklarini
vurgulamiglardir. Bu nedenle, kolaylastirict uygulama temelli mesleki gelisim
programinda beden egitimi programindan her hafta konularla iliskilendirerek 6rnekler

vermistir.
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Genel olarak, arastirmaci beden egitimi programinin amaglari, kazanimlari, fiziksel
etkinlik kartlarinin kullanimi iizerinde ilk planlanandan daha fazla durmustur. Ayrica,
program sirasinda Ogretmenlere dersin hedefleri, programla baglantis1 hakkinda

ornekler vermistir.

Tablo 1.
Uygulama Temelli Mesleki Gelisim Programi Igerigi
Hafta Konu

1 Mesleki Gelisim, Beden Egitimi programi, Beden Egitimi Rutini
Isinma- Soguma, Oyun, Aktivite

Motor Becerileri, Teoriler, Dinamik Sistem Teorisi

Fiziksel Etkinlik kartlar1

Beden Egitimi Programi, Temel Motor Beceri, Hareket Konsepti
Fiziksel Etkinlik Kartlar1

Nesne kontroll ve Denge

Nesne kontroll ve denge ile ilgili aktiviteler

Yer degistirme ve Denge

w
¥ 4 94 94 v 4 T o

Yer degistirme ve denge ile ilgili aktiviteler
6 Kolaylastiric1 Destegi
7 Kolaylastiric1 Destegi
8 Ders Gozlemi
9 Ders Gozlemi

10 Ders Gozlemi

T: Teorik, P: Pratik anlamina gelmektedir.

Programin Uygulanmasi

Ana program, ilk bes hafta, sonraki iki hafta ve son ii¢ hafta olarak {ic bdliime
ayrilmugtir. {1k bes hafta, toplantilar (a) beden egitimi ve oyun dersi 6gretimini
tartismak, (b) biiylime ve motor gelisim felsefi yonleriyle anlamak, (c) temel motor
becerilerin neler oldugu ve nasil dgretilecegi hakkindaki bilgilerini gelistirmek, (d)

toplantilarda teorik ¢ercevenin ayni toplanti igerisinde pratiinin yapilmasi
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cergevesinde gerceklesmistir. Her haftanin konusu, beden egitimi programinin
hedefleriyle paralel bir sekilde ayrismadan kurgulanmigtir. Bu toplantilar ortalama iki
saat stirmstiir. Toplantilarda bir arastirmaci, kolaylastirict roliinii kontrol listesi ile

degerlendirmistir.

Altinct ve yedinci hafta, kolaylastirict 6gretmenleri derslerinde aktif katilimci olarak
desteklemis ve gerektigi zamanlarda doniitler vermistir. Bu iki haftanin amaci, ilk bes
haftada 6grendiklerini saha ortaminda uygulamasidir. Bu haftalarda, kolaylastirici

o0gretmenleri yonlendirmemis sadece karsilastigi problemlere ¢6ziim getirmistir.

Son ii¢ haftada ise, kolaylastirict her bir 6gretmeni beden egitimi ve oyun dersinde
gozlemlemistir. Kolaylastiricinin buradaki rolii, dgretmenlerin program boyunca
ogrendiklerinin ne kadar uygulandigidir. Kolaylastirici, disaridan izleyici roliinde
olmustur ve d6gretmenler ders boyunca kolaylastiricidan doniit almamislar fakat ders

sonunda kolaylastirici ile fikir aligverisinde bulunmuslardir.
Veri Toplama Araclar

Ogretmenlerle Gériisme: Bu goriismenin amaci, 6gretmenlerin temel motor beceri
ogretimi hakkindaki algilanan bilgilerini, bu becerileri 6gretmeye yonelik tutumlarini
ve siire¢ boyunca kolaylastiric1 destegi hakkindaki goriislerine dayali olarak simif
uygulamalarini anlamaktir. Sorular olusturulurken iki nitel uzman ve bir

aragtirmacinin goriisii alinmis ve doniitlere gore diizenlemeler yapilmistir.

Swnif Gozlemi: Arastirmaci, tiim 0gretmenlerin sinif i¢i beden egitimi uygulamalarin
sekizinci, dokuzuncu ve onuncu haftalarinda iicer kez gozlemlemistir. Calisma
oncesinde gozlem formu, 6gretim uygulamalarimin gézlemlenmesine uygun olacak
sekilde uyarlanmistir. G6zlem formunun orijinal hali Hiirmeri¢-Altunsdz ve Goodway
(2016) tarafindan temel motor beceri 6gretimine yonelik bir motor program ¢aligmasi
icim gelistirilmistir. Bu form, beden egitimi dersi temel motor beceri 68retimi

uygulamalarini gézlemlemek i¢in uyarlanmistir.

Yansima: Haftalik yansima kagidi {i¢ sorudan olugsmaktadir. Bu yansima kagitlari

programa katilan tiim dgretmenlere her hafta verilmis ve doldurulmalar istenmistir.
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PLAYbasic: Ogrencilerin temel motor becerileri degerlendirmek icin PLAYbasic
aract kullanilmigtir. Bu arag, Tiirkiye baglaminda kullanilan PLAYfun
degerlendirmesinin kisa bir formudur (Tas ve Altunsdz-Hulrmerig, 2021). Bu 6lgim
aract Kanada Yasam igin Spor Dernegi tarafindan gelistirilmistir (2012). Ug alt
boliimden (yer degistirme, nesne kontrolii ve denge) ve kosu, sigrama, el {istii atis, topa
ayakla vurma ve denge yiirliylisii olmak {izere bes farkli temel motor beceriden
olusmaktadir. Olglim araci 100 mm'lik bir gérsel analog sistem kullanmakta ve
baslangi¢ (0-24), gelismekte olan (25-49), yetkin (50-74) ve yeterli (75-100) olmak
Uzere dort kategoriye sahiptir.

Veri Toplama Prosedur

Uygulama temelli mesleki gelisim programi, 2022-2023 egitim-6gretim yili bahar
doneminde Ankara ilinde iki ilkokulda uygulanmistir. Calismada Helsinki Bildirgesi
Protokoliine uyulmustur. Program siiresince O6gretmenlerden haftalik yansimalar
alimmistir. Kolaylastiric1 tarafindan son i¢ hafta Ogretmenlerin simif pratikleri
gbzlemlenmistir. Calismanin sonunda her 6gretmenle bire bir goriismeler yapilmistir.
Program 6ncesinde ve sonrasinda 6grencilerden temel motor becerileri 6lgmek i¢in
PLAYbasic 6l¢iim araci kullanilmigtir. Ogretmenler ve 6grencilerin ebeveynleri yazil
bilgilendirilmis ve ¢alismaya katilanlardan onam formu alinmistir. Etik izin protokol

numaralari su sekildedir: 0478-ODTUIAEK-2022: 0129-ODTUIAEK-2023.
Veri Analizi

Nitel analiz i¢in, yanistict tematik analiz kullanmistir (bkz. Braun ve Clarke, 2019).
Bu analizde, arastirmaci arastirma sorularmma yonelik temalart ve kaliplan
tanimlamaya calismaktadir (Braun ve Clarke, 2019). Bu analizde su siralar takip
edilmistir; (1) veriyi okuma ve asina olma, (2) ilk kodlar1 olusturma, (3) tema arama,
(4) temalar1 gozden gecirme, (5) temalar1 tanimlama, (6) tema, alt tema ve kodlar1
raporlama. Buna ek olarak, ogretmenlerden alinan yansimalar i¢in igerik analizi
kullanilmustir. Igerik analizi, veriden ¢ikarim yapilmasini saglayan bir ydntemdir
(Weber, 1990). Icerik analizinde kodlar direkt veriden ¢ikartilarak iiretilmistir (bkz.
Zhang ve Wildemuth, 2005).
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Nicel analiz i¢in, ¢ok diizeyli regresyon analiz kullanilmistir. Bu analiz i¢in ii¢ diizey
vardir. Birinci diizey, grencilerin dn- ve son-testlerinden olusmaktadir. Ikinci diizey,
Ogrenciler arasindaki fark, tigiincii diizey ise simiflar arasindaki farktir. Analiz, yer
degistirme, nesne kontrolii, denge ve genel puan ortalamalarinin her biri i¢in teker
teker yapilmistir. Buna ek olarak, gozlem yonteminin analizinde tanimlayici
istatistikse analiz kullanilmigtir. Burada &gretmenlerin gbézlem formuna iliskin
davraniglar1 yapt1 veya yapmadi olarak isaretlenmis bu veriler sayisal ve yiizdesel

olarak ifade edilmistir.
SONUC
Nitel Sonuclar

Nitel analiz sonuglarina gore 6gretmenler, kolaylastirici ve 6grenciler ile ilgili ii¢c tema
ortaya ¢ikmustir. Bunlar; Ogretmenlerin Gelistirilmesi, Kolaylastirict Rolii ve

Ogrenicilerin Bedensel Okuryazarliginin Gelistirilmesidir.
Arastirma sorusu 1

Bu aragtirma sorusunda ilk tema &gretmenlerin temel motor beceri 6gretimindeki
algisal bilgisine olarak ortaya ¢ikmistir. Ogretmenlerle yapilan gériismeler sonucu, bir
tema, bir alt tema ve dort kod ortaya ¢ikmistir. Kodlar, ‘temel motor becerilerini
uygulama’, ‘materyal okuryazarhigi’, ‘program okuryazarligi’, ve bu ii¢ bilesenin

baglantisidir.

Ogretmenler, genel olarak, temel motor beceri bilgisinin eksikliginden be bu becerileri

uygulamadaki zorluklardan bahsetmislerdir. Ornegin, 12 numarali dgretmen;

“Beden Egitimini ogretirken temel motor becerilerine hi¢ dikkat etmiyorduk.
Bu becerileri gozlemlemiyorduk. Fakat simdi 6grencilerin hangi becerileri ve
ne kadar yapabildiklerine dikkat ediyoruz. Bu programda bunlari ogrendim.
Artik daha bilingli motor edecegim” (K12).

Buna ek olarak, program okuryazarligiyla ilgili 6gretmenler teorik kelimelerin yer
aldigin1 ve programla ilgili pek bir bilgi sahibi olmadiklarindan bahsetmislerdir. Fakat

programdan sonra bu diisiincelerinin degistigini aktarmislardir.
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“Programi nasi uygulayacagimizi  bilmiyorduk. Sadece kazammlara
bakiyoruz ve bu kazamimlar ¢ok genel seyler ifade ediyordu. Yani biz sadece
bir seyler 6gretmeye ¢calisiyorduk.” (K11)

“Program ¢iktilart ¢ok giizel tasarlanmis oldugunu fark ettim. Buna ek olarak,
artik bu kazanimlar: égretebiliyorum. Bu ¢ok giizel bir his.” (K3).

Baska bir kod ise, materyal okuryazarligidir. Burada 6gretmenlere program basinda
‘Fiziksel Etkinlik Kart’ kitap¢ig1 verilmistir. Ogretmenlerin bu konudaki diisiincelerin

programin materyal acisindan énemli oldugu ydniindedir. Ornegin,

“Fiziksel etkinlik kartlarimi, siz anlatana kadar bilmiyorduk. Béyle bir
materyalin programla nasil baglantili olacaginin da farkinda degildik. Boyle
bir materyali daha o6nce gormiistiim fakat kullanmamigtim...Program
sayesinde, nasil kullanacagimi ogrendim, artik bu materyal benim igin bir
rehber olacaktir” (K12).

Son olarak, materyal, program ve temel motor becerilerinin baglantisindan
bahsedilmistir. Ogretmenler hangi becerinin programda ve materyallerde

bulunacagina yonelik diistincelerini su sekilde belirmislerdir.

“Belki su anda her bir beceriyi bilmiyoruz, fakat en azindan programa, fiziksel
etkinlik kartlarina baktigimizda, hangi becerinin hangi kismina bakacagimizi
biliyoruz. Artik bunlart eslestirmeyi biliyorum.” (K15)

Birinci arastirma devaminda 6gretmenlerin temel motor beceri 6gretmelerine yonelik
tutumlar1 temast ortaya ¢ikmistir. Gorlisme sonuglarina gore, bir tema, iki alt tema ve
dort kod ortaya ¢ikmistir. Kodlar, ‘yansima ve mesleki gelisim’, ‘beden egitimine

yonelik tutum degisimi’, ‘temel motor becerinin pratige entegrasyonu’ ve ‘beden

egitimi rutini’dir. Asagida bu kodlardan 6rnekler verilmektedir.

Ogretmenler genel olarak beden egitimini uygun sekilde ogretemediklerinden
bahsetmektedirler. Genel olarak, dissal faktorlere odaklanmaktadirlar. Ayrica

ogrencilerin ihtiyaglarinin farkinda olmadiklarindan bahsetmektedirler.

“Dogrusunu séylemek gerekirse beden egitimi derslerini yapmaktan keyif
almyyordum.” (K12)

“Bence beden egitimi sadece bir oyun dersiydi, ogrencilerin sadece oyun
oynadigi ki ogrencilerin algist da bu yonde. Fakat kendi oyun alanlarint da
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olusturamiyorlard:. . ...Buna ek olarak, ben kendimde c¢cok fazla cesitlilik
goremiyordum. Hani en fazla ne yapiyordum ben? Yaptigim isitnma motorleri
ve komut verme, sonrasinda ogrenciler kendi gruplarini olusturup, oyun

>

oynuyorlardi. Bu yiizden beden egitimini dogru ogrettigimi diisiinmiiyordum.’
(K14).
Ogretmenler, programdan &nce beden egitimine karsi negatif tutum icerisinde

olmalarina ragmen, programdan sonra davranislarini degistirdiklerini séylemisledir.

“Ogrencileri neden kosturmam gerektigini, neden i1sinma ve soguma
hareketleri yaptirdigimi bilmiyordum veya ne zaman bunlart yaptirmam
gerektigini. Su anda beden egitimi programina gore ne yaptirmam gerektigini
biliyorum. Bunlarin etkilerini ogrenciler iizerinde goriiyorum. Bu benim
acimdan en biiyiik degisiklik” (K13)

Ogretmenler, ders pratiklerine temel motor becerilerini de kattiklarindan

bahsetmektedirler.

“Daha oncesinde takimlari olusturduktan sonra oyun oynuyorduk fakat simdi
oyun oynuyoruz fakat beceri kazanmaya da ¢alisiyoruz. Bu becerileri pratikte
vapiyoruz, buna yonelik oyun kuruyoruz ve oynuyoruz.” (K15).

Ogretmenler beden egitiminde rutinlerinin olustugundan bahsetmektedirler.

“Su anda beden egitimini daha farkl sekilde 6gretiyorum. Standart bir sekilde
yapiyorum ve 6grenciler bunun farkinda. Programdan once, isinma ve soguma
yapmuyorduk. Sadece derse baglyorduk. Simdi ogrenciler i1sinma ve
sogumamn nasil yapilacagini biliyorlar. Ders igerisinde bir oyun
oynayacaklarin biliyorlar. Onlara beceri ogretecegimi biliyorlar.” (K11).

Buna ek olarak, programda yer alan kolaylastiricinin rolii ve dgretmenlere ne ifade
ettigi ile ilgili sorular sorulmustur. Goériisme sonuglarina gore bir tema ‘Kolaylastirici

rolli’ ve ti¢ kod ‘destek’, ‘yetkinlik’ ve ‘doniit’ ortaya ¢ikmaistir.

Ogretmenler programin ilk bes haftasi teori ve pratigi bir arada 6grenmelerine ragmen,
kolaylagtiricinin  okul ortaminda bulunmasi kendilerinin &gretim davraniglarim
sirdirmede Onemli bir rol oynadigini vurgulamislardir. Bazi Ogretmenler
kolaylastiriciyla birlikte derse girmenin programdaki 6grendiklerini pratik etmeleri

icin kendilerini tetikledigini iddia etmistir.
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“Eger kolaylastiricimin bizi desteklemeye geldigi boliim olmasaydi, teorinin
pratige uygulamasi benim i¢in soyut kalirdi. Programdan yarar saglamama
ragmen, bunu pratige uygulamak bir davranis olmazdi. Dedigim gibi program
¢ok iyi. Fakat bunu davranisa doniistiirmem igin bu boliim ¢ok onemliydi.”

(K10)
Bir baska kod ise kolaylastiricinin yetkinligi iizerine oldugu 6gretmenler tarafindan

vurgulanmistir.

“Sizin (kolaylastirict) iiniversitede c¢alisiyor olmaniz ¢ok onemli, yeni
nesilsiniz ve yenilik getireceginizi diigiiniiyordum.” (K5)
Gortismeden cikan bir diger kod ise kolaylastiricinin doniit vermesidir. Bu konuda
Ogretmenler ders pratiklerine yonelik aldiklar1 doniitleri dnemli bulduklari, gézlem ve

doniitlin kendileri i¢in yararli oldugunu vurgulamislardir.

“Siz bizi gozlemlerken, biz bazi hatalar yapiyor olabiliriz ve bazi seyleri
unutuyor olabiliriz. Béyle zamanda, sizin bize doniit verdiginiz, boyle yapsaniz
daha iyi olur dediginizde, bizim o konu hakkinda fikrimiz oluyor ayni ders veya
bir sonraki hafta icin ¢ok yararli oluyordu” (K11).

Arastirma sorusu 2

Ikinci arastirma sorusu, programda dgretmenlerin simif pratiklerini incelemektir. Bu
baglamda, gézlem sonuglarina gore, her 6gretmen derse 1sinma ile baslamakta ve
bliylik bir c¢ogunlugu soguma ile bitirmektedir. Sinif gozleminde en diisiik
gozlemlenen kriter, 6gretmenlerin ders sonu hangi beceriyi veya hangi nemli noktay1
vurguladigini ifade etmemesidir. Zaman i¢inde, ‘beceri 6gretiminde kritik unsur’,
‘fiziksel yonlendirmeler’, ‘beceri i¢in anahtar kelimeler’ ve ‘gdérev tanimi’ gibi bazi
davraniglar gézlemlenmemistir. Bir bagka deyisle, bu davranislar ilk hafta sonraki

haftalara gore daha sik gézlemlenmistir.
Arastirma Sorusu 3

Bu arastirma sorusunda, 6gretmenlerin program boyunca dersin pratiklerinde neyi
gelistirmek istedikleri incelenmistir. Bu baglamda, 6gretmenlerin program boyunca

doldurduklar1 yansima kagitlar1 incelenmistir. Geleneksel icerik analizi sonuglarina
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gore, ‘0gretim stratejisi’ ve ‘giliclendirilmis 6gretme ve 6grenme’ olmak iizere iki tema
ortaya ¢cikmistir. Genel olarak, 6gretmenler programin basinda dgretim stratejilerini
gelistirmek istemislerdir. Ornegin, ilk haftalarda ‘plan yapma’, ‘malzeme kullanim1’,

‘beceri gelistirme’ kelimeleri kullanilmastir.

“Swnifta beden egitimi rutini olusturmam gerekiyor, bunu aliskanlik haline
getirmem gerekiyor” (K§)
Programin son haftalarina dogru, 6gretmenler beden egitimi programlariyla ilgili farkli
kelimeler kullanmaya baslamislardir. Ornegin, ‘fiziksel aktivite’, ‘(yasa) uygun
gelisim’ buna ek olarak, ‘plan yapma’, ‘yeni oyun O0grenme’ gibi ilk haftalarda

kullandiklar1 kelimeleri daha az veya hi¢ kullanmamaya baslamislardir.

“Temel motor becerilerini oyuna dahil etmeyi istiyorum ™ (K6)

“Tek bir beceriye odaklanmam gerektiginin farkina vardim. Daha sonra, bu
beceriyi farkli oyunlarda iyilestirecegim” (K12).

Arastirma Sorusu 4

Bu arastirma sorusu, programa katilan 6gretmenlerin program katilimindan sonra
sinifindaki &grencilerin  temel motor beceri gelisimine yoneliktir. Ogrenciler,
programdan Once ve sonra temel motor beceri testine katilmiglardir. Tanimlayict
analize gore, On-testte 6grenciler, yer degistirme becerilerinde nesne kontrolii ve denge
becerilerine gore daha yiiksek puan aldiklar1 gozlemlenmistir. Buna ek olarak, birinci
siniflarin, ikinci ve {iglincii siiflara gore toplam puanlari daha diisiiktiir. Son-test
sonuglarina gore ise yer degistirme becerilerindeki puanlar nesne kontrolii ve denge
becerilerine gore daha yuksek olmasina ragmen ilk testte siniflar arasindaki fark

kapanmus, birinci siiftaki 6grenciler daha fazla gelisim gostermislerdir.

Cok diizeyli regresyon analiz sonucuna gore, yer degistirme, nesne kontrolii, denge ve
tiim test puanlarinda 6n-test ve son-test arasinda fark bulunmaktadir. Baska bir deyisle,
calismaya katilan Ogretmenlerin Ogrencileri temel motor becerilerde gelisim
gostermislerdir. Buna ek olarak, birinci sinifta olan 6grenciler, ikinci ve tiglincii sinif

Ogrencilerine gore programdan daha fazla yarar sagladiklar1 gézlemlenmistir.
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Arastirma Sorusu 5

Bu arastirma sorusu, programa katilan 6gretmenlerin kendi 6grencilerinde nasil bir
gelisim gozlemlediklerini incelemektir. Bunun i¢in 6gretmenlerle yapilan goriismede
ogrencilerinde ne gibi gelisim gozlemlediklerine yonelik sorular sorulmustur. Bunun
sonucunda, bir tema ve bes farkli kod ortaya ¢ikmistir. Bu kodlar ‘6grencilerin beden
egitimine yonelik tutumlar1’, ‘beden egitimi kavramlarini anlamalart’, ‘katilimlarint’,

ve ‘adil oyun’ seklindedir.

Ogretmenler, programdan once o6grencilerin beden egitimi dersinde hep oyun
oynamak istediklerinden bahsetmislerdir. Ayrica, baz1 6grencilerin bu derse karsi
olumsuz bir tutum icinde olduklarini sdylemektedirler. Fakat bu programdan sonra

ogrencilerin tutumlarinda farklilasma gdzlemlemektedirler. Ornegin,

“Biz bu programda ogrendiklerimizi uyguladigimizda, serbest bir sekilde oyun
oynamak isteyen égrenciler beden egitiminden daha keyif alir oldular ve bu
derse daha fazla katilma istegi gosterdiler” (K5)

Program boyunca, 6gretmenler kendi 6grencilerinden beden egitimine dair bazi

konseptleri daha iyi anladiklarini gézlemlemislerdir.

“Ogrenciler daha iyi dinliyor. Bu davramislarnt ¢ok artti. Ayrica, sinif
kurallarina daha fazla uyuyorlar. Ornegin sira olun dedigimde anlamiyorlar
ve ¢ok ¢abuk dagiliyorlardi. Fakat simdi ¢ok daha iyiler.” (K10).

Baska bir gelisim ise, dgrencilerin katilimlarinda gdzlemlenmistir. Ogrenciler beden

egitimine yonelik duygusal ve baglilik olarak gelisim gostermislerdir.

“Ogrenciler, beden egitimi dersinde olmadigimiz zaman bile malzemelerin
yerini soruyorlar. Kendileri oyun kurup oynuyorlar. Ornegin, Futbol
oynamadan once kendileri bir antrenor se¢mis ve isitnma hareketleri yapiyor.
Basketbol oynamiyorlard: fakat simdi oynuyorlar ve 0 yonde becerilerini
gelistiriyorlar” (K6).

Son olarak, 6grenciler bir oyun oynarken daha adil bir sekilde oynadiklar1 ve daha

adaletli davrandiklar1 6gretmenleri tarafindan gézlemlenmistir.

“Birbirlerine daha adil davranmaya basladilar. Ornegin, bir yarisma
yaparken birbirlerini tebrik ediyorlar. Daha dnceden bir parkuru kurallara
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uymadan tamamlama egilimindelerdi. Simdi eger kurala uymuyorsa bunu fark
ediyor ve dogrusunu yapmaya ¢alisiyor. Yarisi kaybetmesine ragmen, kurala
uyarak tekrar yapryor” (K13).

TARTISMA

Bu ¢aligmanin amaci uygulamaya temelli mesleki gelisim programi boyunca (1) sinif
Ogretmenlerinin deneyimlerindeki degisimleri incelemek, (2) temel motor becerilerini
Ogretimi igin istenen 6gretim gorevlerini sergileyen 6gretmenlerin oranini belirlemek
(3) 6gretmenlerin beden egitimi dersini gelistirme konusundaki 6grenme tercihlerini
belirlemek ve (4) 6grencilerdeki degisimleri incelemektir. Bu baglamda, 10 haftalik
programa katilan 6gretmenler derslerinden ayri1 bir zamanda programa katilmaislar,
ilerleyen haftalarda kolaylastiricinin destegiyle kendi beden egitimi programlarini
yiirlitmiislerdir. Kolaylastirict 6gretmenleri higbir sekilde yonlendirmemis sadece
islenen ders ile ilgili pratik bilgiler vermistir. Buna ek olarak, gézlem haftalari sonunda
ogretmenle kisa bir degerlendirme yapilarak dersin daha verimli islenmesi tizerinde

bire bir fikir alisverisinde bulunulmustur.

Bu baglamda c¢alisma sonuglari 6gretmenlerin temel motor beceri bilgisinde ve
tutumlarinda pozitif anlamda gelisme goriildiigii, beden egitimi ders pratiklerinde
ayrica Ogretmenlerinin goriisiinde biitiinctil bir gelisme gosterdikleri saptanmustir.
Ayrica, 6gretmen yansimalarindan alindan bilgiler analiz edildiginde ilk haftalarda
plan yapma, yeni oyun 6grenme, beceri 6gretme gibi kavramlar1 daha ¢ok kullanirken,
ilerleyen haftalarda fiziksel aktivite, (yasa) uygun gelisim, dinamik sistemler teorisini
kullanma, spora 6zel beceriler gibi farkli kelimeleri kullandiklar1 saptanmistir.
Asagida bu sonuglar ayrtili olarak; Ogretmen gelisimi, Ogrenci gelisimi ve

kolaylastirict destegi basliklar1 altinda tartigilmastr.
Ogretmen Gelisimi

Ogretmenler temel motor becerilerine yonelik teorik ve pratik bilgilerinin arttigim

vurgulamislardir. Ayrica, program, materyal okuryazarligi ve temel motor beceri
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uygulamalarinda gelisme gosterdiklerini belirtmislerdir. Bu gelisimlerine yonelik
aciklamalar su sekildedir; uygulama temelli mesleki gelisim Ogretmenlerin
ihtiyaclarina yoneliktir (bkz. Ball ve Cohen, 1999), bu nedenle 6gretmenler programi
nasil okuyacaklarini, programin ¢iktilarin1 ve temel motor beceri nasil uygulayacagini
ogrenmiglerdir. Bu gelisimin bagka bir nedeni ise programin ilk haftas1 6gretmenlerin
doldurdugu nitel anket oldugu diisiiniilmektedir. Ornegin, dgretmenler nitel ankette
beden egitimi, programi, materyal kullanimi ile ilgili sorulara cevap vermislerdir.
Daha sonrasinda ise uygulama temelli mesleki gelisim igeriginde bazi noktalar bu
ihtiyaclar dogrultusunda degistirilmis veya daha fazla vurgulanmistir. Bunun
sonucunda Ogretmenlerin ihtiyaglar1 ve 6grenmek istedikleri sekilde bir program
ortaya ¢ikmis olabilir. Bir baska aciklama ise, 6gretmenler programin ilk bes
haftasinda her hafta teorik bir ¢er¢evede tartisip, daha sonrasinda bir saat bu teorilere
yonelik pratik boliime katilmislardir. Bir baska deyisle teorik bilgiler edinilmis,
Ogretmenler arasinda tartisilmis ve aym giin pratik yapilmistir. Boylelikle,
ogretmenlerin pratik yapmalarinin temel motor becerileri anlama, uygulama ve
ogretmede kendilerini gelistirmede katki sagladigi diistintlmektedir (bkz. Faulkner ve
dig., 2004; Sumanovi¢ ve dig., 2016). Alanyazinda benzer ¢alismalara
rastlanmaktadir; mesleki gelisim programlarinin 6gretmenlerin algisal bilgilerine,
spesifik konulardaki (6rnegin bedensel okuryazarlik) uzmanliklarini gelistirdiklerine
yonelik ¢alimlar bulunmaktadir. Fakat, bu caligmalarin igerigi genel olarak agik
hava/alan (outdoor education) (Coulter ve Words, 2012), beden egitimi algis1 (Harris
ve dig., 2011), pedagojik stratejiler (Petrie, 2010), bedensel okuryazarlik bilgisi
(Edwards ve dig., 2019) Uzerinedir. Harris ve arkadaslari (2011) programlarin daha
0zel/spesifik olmasimin yararli olacagindan bahsetmislerdir ve uyguladiklart
programin genel olmasini bir sinirhilik olarak vurgulamiglardir. Buna ek olarak, genel
pedagojik yaklagimlarin beden egitimini O6gretmede smirliliklar yarattigindan
bahsetmisledir. Fakat uygulama temelli mesleki gelisim programinda &gretmenler
beden egitimi programinin ana ¢iktist olan temel motor beceriler ve onun 6gretimine

odaklanmiglardir.

Bir bagka sonug¢ ise Ogretmenlerin temel motor beceri 6gretmedeki tutumlarina
yoneliktir. Calisma sonuglarina gore, 6gretmenler program sonunda beden egitiminde

temel motor beceri Ogretimine karsi daha pozitif bir tutum sergilediklerini
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vurgulamislardir. Ogretmenlerin program sirasinda temel motor beceri dgretimine
yonelik tutumlarini olumlu yonde artmasinin agiklamalari su sekilde olabilecegi
diistiniilmiistiir; uygulama temelli mesleki gelisim programinin igeriginin, nitel bir
anket araciligiyla belirlendigi iizere, ogretmenlerin ihtiyaglarmma gore uyarlanmis
olmasidir. Bu ihtiyaca yonelik gelisim muhtemelen temel motor beceri 0gretimine
yonelik olumlu tutumlar tesvik etmistir. Bu olumlu tutumlarin bir baska nedeni de
O0gretmenlerin 68rencilerinin aktif olarak beden egitimi etkinliklerine katildiklarini ve
gozle goriiliir bir ilerleme kaydettiklerini gézlemlemeleri olabilir. Bir baska neden de
Ogretmenlerin ne Ogreteceklerini ve temel motor beceri nasil 6greteceklerini
ogrendikce, beden egitimi derslerine karsi daha olumlu bir alg1 gelistirmeleri olabilir.
Alanyazindaki bir¢ok arastirma, 6gretmenlerin beden egitimi 6gretimine yonelik algi,
Ozgliven ya da niyetlerini (Faulkner ve dig., 2004; Faucette ve dig., 2002; Harris ve
dig., 2011) ve saglikla ilgili beden egitimi programina yonelik tutumunun (Kulinna ve

dig., 2008) gelistirdigine dair benzer sonuglar ortaya koymustur.

Diger bir sonug, dgretmenlerin ders pratigine yonelik olan sonuglardir. Ogretmenlerin
Ogretim uygulamalarinda, biitlin 6gretmenler program boyunca tutarli bir sekilde
beden egitimi rutini olusturmuslardir. Bu rutin genellikle 1sinma ile baglamis, ardindan
beceriyi kritik unsurlarina ayirmaya odaklanan beceri Ogretimi gelmistir. Dersin
sonuna dogru, becerinin ve temel bilesenlerinin pekistirilmesine vurgu yapilmis ve
ders soguma ile sona ermistir. Yeni bir beceri dgretirken, 6gretmenler dnce beceriyi
gostermekte ve ardindan Ogrencilerin 6grenmesi i¢in sistematik olarak temel
pargalarina ayirmaktadir. Bu durum su nedenlerle agiklanabilir; uygulama temelli
mesleki gelisim programi sayesinde, beden egitimi programi ile Ogrencilerin
gelisimine yonelik hedefler arasindaki baglantilar ve beden egitimi egitiminin nasil
etkili bir sekilde verilecegi konusunda daha derin bir anlayis gelistirmis olabilirler.
Yine program esnasinda Ogretmenler, 1sinma ile baslayan, becerileri gosteren
yapilandirilmis bir rutini takip etmislerdir. Bu rutin, onlarin bu sekilde ders islemeye
cesaretlendirmis olabilecegi diisliniilmektedir. Beden Egitimi alanyazinda, ilkokul
ogretmenleri icin oyun merkezli bir yaklagim (Miller ve dig., 2017) ve beden egitimi
ogretmenleri i¢cin demokratik mesleki gelisim yaklasimi kullanilarak (Gongalves ve
dig., 2022) mesleki anlamda Ogretmen gelisimi saglanmistir. Mesleki gelisim

programlari incelendiginde beden egitimi alanyazinda, Ogretmenlerin uygulama
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temelli mesleki gelisim programina yonelik kayda deger bir bilgi eksikligi
bulunmaktadir. Ote yandan, egitim alanindaki diger calismalar, 6gretmenlerin bir
uygulama temelli mesleki gelisim programina katilarak 6nemli bir gelisim gosterdigini
ortaya koymustur (bkz. Fisherman ve dig., 2017; Gettinger ve dig., 2008; Harris ve
dig., 2012; Hirsch ve dig., 2019; Herro ve dig., 2022; Kohen ve Borko, 2022;
McKeown ve dig., 2016; Thomas ve Drew, 2022).

Bu aragtirmada 6gretmenlerle ilgili bagka bir aragtirma sonucu ise 6gretmenlerin beden
egitimi dersinde gelistirmek istedikleri 6grenme tercihlerine gore, ilk haftalarda
ogretmenlerin ¢ogu dgretim stratejileri gelistirmek istedigini belirtmislerdir. Ornegin,
plan yapmayi ve materyalleri daha etkili kullanmayr gelistirmek istediklerini
belirtmislerdir ve beden egitimi dersini daha verimli 6gretebilmek i¢in daha fazla
pratik yapmak istediklerini belirtmiglerdir. Bunlara ek olarak, beden egitimi
derslerinde bir rutinlerinin olmas1 gerektiginden bahsetmektedirler Ilerleyen
haftalarda, asagidaki terimler nadiren kullanilmig olsa da tercihlerinde degisiklik
gdzlemlenmistir. Ornegin, oyun gelistirmekten/6grenmekten ya da daha fazla pratik
yapmaktan daha az bahsetmislerdir fakat bunun yerine dinamik sistem teorisini
kullanmak istediklerindi vurgulamiglardir. Baska bir deyisle beden egitimi
derslerindeki oyunlar1 68rencilerin ihtiyaglarina ve gelisimlerine gore ¢esitlendirmek
istediklerini belirtmislerdir Ayrica, 0grencilere daha fazla rol verme egiliminde
olduklar1 sonucuna varilmistir. Bunu nedeni Ogretmenlerin her hafta yansima
kagitlarin1 doldururken kendi stratejileri tiizerine diislinmiis ve sadece beceri
gelistirmeye odaklanmanin bir siire sonra 6grencilerin ihtiyaglarini karsilamadigini
fark etmeleri olabilir. Alanyazinda, 6gretmenlerin yansima yapmasinin énemli oldugu
birgok calisma tarafindan belirtilmistir (Standal ve Moe, 2013; Tsangaridou ve
Polemitou, 2015).

Kolaylastirici Destegi

Ogretmenlerle yapilan gériismeler sonucunda, program siiresince kolaylastiricinin,
ogretmenlerin 6grenmesinde 6nemli bir rol oynadigi ortaya ¢ikmustir. Bir bagka
deyisle, 6gretmenler temel motor beceri 6gretimi icin beden egitimi uygulamalarini

gelistirmis, program haftalar1 boyunca 6gretme davramislarini siirdiirmiis ve beden
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egitimi dersleri sirasinda doniit alma firsati bulmuslardir. Alanyazindaki ¢alismalar
Ogretmenler icin siirekli destegin Onemini vurguladigi gibi, kolaylastiricinin bu
haftalar boyunca siirekli destek ve geri bildirim saglamasinin 6gretmen gelisiminde
onemli bir rol oynadigini vurgulanmaktadir (Darling-Hammond ve dig., 2017; Perry
ve Booth, 2021; Yoon, 2007). Bir baska olasi neden de kolaylastiricinin 6gretmenlik
uygulamasi programi haftalar1 boyunca etkili strateji ve teknikler gostererek
Ogretmenlerin teorileri siniflarinda nasil uygulayacaklarini anlamalarina yardimei
olmasidir. Ayrica, kolaylastiricinin 6gretmenlerin gelisimini izlemesi ve 6gretimde
gerekli pratik bilgilerin verilmesi programin basarisina katkida bulunmus olabilir. Bir
baska neden de kolaylastirici ve 6gretmenler arasindaki is birliginin 6gretmenlerin
uygulamalarint destekleyici nitelikte oldugu distiniilmektedir. Genel olarak, bu
calismanin  sonucu kolaylastirict  desteginin  0gretmenlerin  uygulamalarini
gelistirdigine dair alanayazini destekleyici niteliktedir (Gonzalez ve dig., 2016; Ince
ve dig., 2020; Knight, 2008; Kohen ve Borko, 2022; Peralta ve dig.,2021; Perry ve
Bevins, 2019).

Ogrenci Gelisimi

Temel motor beceri test sonuglarina gore, ¢cok diizeyli analiz, tim siniflardan bagimsiz
olarak ogrencilerin programdan Onceki temel motor beceri seviyelerine kiyasla
programdan sonra yer degistirme, nesne kontrolii ve denge becerilerini gelistirdiklerini
gostermistir. Ayrica, birinci simiflar programdan diger siniflara gore daha fazla fayda
saglamistir. Birinci siniflarin diger siniflara oranla daha fazla fayda sagladigi

alanyazinda diger bir ¢alismada da saptanmistir (Logan ve dig., 2012).

Buna ek olarak butlin 6grencilerin programdan fayda elde etmesinin nedenleri su
sekilde siralanabilir; temel motor becerilere odaklanan bir programin tasarlanmig
olmasi 6grencilerin beceri diizeyini olumlu yonde etkiledigi diistiniilmektedir (bkz.
Bakhtiari ve dig., 2011; van Beurden ve dig., 2003). Bir baska neden de 6gretmenlerin
alan bilgilerini (ne 6gretecekleri) ve pedagojik alan bilgilerini (nasil 6gretecekleri)
gelistirerek Onceki beden egitimi derslerine kiyasla daha fazla fayda saglamalar
olabilir (bkz. Cohen ve dig., 2012). Ogretmenler ayrica, dgrencilerin temel motor

becerileri 6grenmede kritik bir unsur olan becerileri uygulamalar1 igin yeterli zaman
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saglamis olabilirler (bkz. Lander ve dig., 2015; McKenzie ve dig., 1998; Morgan ve
Hansen, 2008). Ayrica, dgretmenler derslerinde duzenli olarak ogretilen beceriye
yonelik oyunlar oynatmasi 6grencilerin bu becerileri edinmesini kolaylastirmis olabilir
(bkz. Barnett ve ark., 2016). Alanyazinda temel motor becerisine yonelik 6gretmenler
icin mesleki gelisim ¢aligmalar1 eksik olmasina ragmen diger programlarinda 6grenci
ogrenmesine pozitif katki yaptigi goézlemlenmistir (bkz. Borghouts ve dig., 2023;
Carraro ve dig., 2022; Derri ve dig., 2015; Hinlk ve dig., 2013; Ince ve dig., 2020;
Sefanou ve dig., 2021; Sum ve dig., 2022).

Buna ek olarak, 6gretmenlerin algisina gore Ogrencilerin gelisimine iligkin nitel
sonuclar incelendiginde, Ogrencilerin bedensel okuryazarliklarini gelistirdikleri
goriilmektedir. Baska bir deyisle, 6grenciler beden egitimine yoénelik tutumlarini
olumlu yonde gelistirmisler. Beden egitimi kavramlarini program oncesine gore daha
iyi anlamakta oldugu gbézlemlenmistir. Program sirasinda derse katilimlarinin arttigi
vurgulanmigtir. Buna ek olarak, beceriyi yaparken arkadaslarin1 degerlendirip doniit
verme egiliminde olduklar1 6gretmenlerince vurgulanmigtir. Sebepleri su sekilde
siralanabilir; 6gretmenlerin beden egitimi dersine ydnelik tutumlarinin 6grenci
gelisimine etkisi (Tarantino ve dig., 2022), yapilandirilmis bir beden egitiminin
ogrenci gelisimine etkisi, 6grencilerin beden egitimini sadece bir oyun dersi olmaktan
Ote daha genis anlamda gormesi Ogrencilerin gelisimine pozitif bir etki saglamasi
(Bailey, 2006, Dudley ve dig., 2022). Buna ek olarak, daha fazla pratigin yapilmasi ve
Ogrencilerin becerilerin farkina varmasi akran Ogrenmesine yol agmis olabilir.
Alanyazinda bedensel okuryazarlikla ilgili mesleki gelisim ¢alismalarinin olmasina
ragmen (bkz. Choi ve dig., 2022; Edwards ve dig., 2019; Simpson ve dig., 2022; Sum

ve dig., 2022), 6grencinin gelisimini kapsamli inceleyen ¢aligmaya rastlanmamustir.

Sonug olarak, bu calisma uygulama temelli mesleki gelisim programinin 6gretmenin
temel motor beceri dgretimi, bunlara yonelik tutumlari, egitim programini okumayi,
anlamay1 ve uygulamay1 gelistirdigini gdstermis, buna ek olarak 6grencilerde temel
motor becerileri 6tesinde onlarin biitiinsel gelisimine etki ettigi goriisme sorulartyla
ortaya cikmistir. Bunun disinda mesleki gelisim programlarinda 6gretmenlere destek
saglayan kolaylastiricinin hem yeni bilgiler 6grenilirken hem de 6gretmenlerin bu

ogrendikleri bilgiyi sinif pratiklerine aktarirken 6nemli rol oynadigi ortaya ¢ikmustir.
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