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Abstract
This mixed methods case study explored the implementation and impact of the SKIP-Cymru programme as a whole school approach to physical literacy in a Welsh primary school. It builds on existing research in fundamental movement skills (FMS), physical literacy, and school family collaboration, contributing to the case for integrated physical activity approaches in early childhood education.
The study involved Foundation Phase teachers, children aged 4 to 5, and their parents and carers. A pragmatic design guided the integration of quantitative data, including adapted parent questionnaires and pre and post assessments of children’s FMS stages, with qualitative insights from teacher and parent interviews and observation notes gathered during a six-week parent-child intervention.
Three key themes were identified: (1) transformation of teaching practices following SKIP-Cymru training, (2) enhanced collaboration and parental engagement, and (3) developmental benefits for children. Teachers reported greater confidence and intentionality in delivering FMS based physical education. Parents also described improved confidence and awareness, while children demonstrated increased autonomy, enthusiasm, and observable skill development in activities such as catching, kicking, and throwing. Statistical analysis confirmed significant improvements in both parental confidence and children’s motor competence.
The findings suggest that SKIP-Cymru provides a practical and theoretically grounded model for embedding physical literacy within both school and home environments. While limited in scale, the study offers valuable insights into how teacher training and family involvement can jointly support children’s physical development in the early years. Recommendations are offered for sustained CPD, structured parental involvement, and future research exploring long term outcomes and child led learning within physical literacy programmes.
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Chapter One 
Introduction

Chapter Introduction
Concerns are growing about the physical inactivity of young children and the long-term health risks this may lead to. Physical activity (PA) in the early years is vital for developing motor competence, confidence, and motivation, key building blocks of lifelong physical literacy (Whitehead, 2010). Yet despite this, early childhood education settings often under-prioritise movement in favour of academic readiness, and many educators lack the training or confidence to deliver high-quality PA provision (Harris 2013; McEvilly, 2022).
The concept of physical literacy provides a broader framework for understanding how movement contributes not only to physical development, but also to cognitive, emotional, and social wellbeing (International Physical Literacy Association, 2017). Programmes that adopt a whole-school approach to embedding physical literacy, while also engaging families, are increasingly supported in Welsh policy. The Welsh Government's Physical Literacy - an all-Wales approach (2013) promotes integrated strategies to combat inactivity and encourage lifelong participation in PA.

Rationale for the Study
This study responds to calls for early years interventions that combine teacher development, family engagement, and practical tools to support movement in everyday environments. The Welsh education system has undergone significant reform, with the Curriculum for Wales (2022) placing emphasis on health and well-being as one of its six Areas of Learning and Experience. Within this policy context, it is timely to examine interventions that align with these priorities and provide actionable insights for schools.
Moreover, physical literacy is gaining traction as a lens for practice, yet there remains limited research on how it is applied within real-world school contexts, especially when paired with parental engagement strategies. This study aims to contribute to this emerging field by offering evidence from a whole-school intervention delivered in a Welsh primary school.

Researcher Motivation
The motivation for this research stems from the researcher’s professional experience as both an educator and a practitioner passionate about promoting physical development in early childhood. Recognising the gap between theory and practice in movement education and the often-limited role families play in school-based initiatives, this study was designed to explore a practical model that brings both educators and parents into the process of supporting children’s physical literacy.

Locating the Study
This research took place in a Welsh primary school, where the SKIP-Cymru (Successful Kinaesthetic Instruction for Pre-schoolers) model had already been adopted at a whole-school level. This provided a rich opportunity to investigate how the programme was implemented by teachers, how it was received by parents, and how it impacted children’s physical development within a real-world, localised educational setting.

Research Aims and Questions
The overarching aim of this study was to explore the implementation and outcomes of the SKIP-Cymru programme as a whole-school approach to physical literacy.
The research was guided by the following questions:
1. How does the SKIP-Cymru programme influence early years teachers’ confidence and practice in delivering fundamental movement skills (FMS)?
2. What impact does a SKIP-Cymru-informed intervention have on parental awareness, confidence, and engagement in PA?
3. What changes, if any, are observed in children’s FMS following the intervention?
To achieve this, the study had the following objectives:
· To examine how SKIP-Cymru training influences pedagogical practice in early years PE.
· To assess the effectiveness of a parent-child movement intervention based on SKIP-Cymru principles.
· To evaluate improvements in children’s motor skill development following the intervention.

Overview of Methodology
This study used a mixed-methods case study approach, situated within a pragmatic philosophical paradigm. This allowed for integration of both quantitative and qualitative data to gain a comprehensive view of the intervention’s impact. Data collection methods included:
· Pre- and post-questionnaires completed by parents (n=12).
· Pre- and post-assessments of children’s FMS stages (n=12).
· Semi-structured interviews with parents (n=3) and Foundation Phase (FP) teachers (n=3).
· Observational field notes recorded during a six-week intervention.
This study adopted a convergent mixed methods design, in which qualitative and quantitative data were collected concurrently and analysed independently. The results were subsequently integrated and aligned with three overarching themes, supporting a comprehensive interpretation of the SKIP-Cymru intervention’s outcomes.

Study Group and Participants
The research group comprised:
· Children aged 4–5 (n=12), who were participating in SKIP-Cymru-informed PE and the parental intervention.
· Parents and carers (n=12), who took part in a six-week FMS intervention led by the researcher. 
· FP teachers (n=3), who had received SKIP-Cymru training a year earlier and provided insight into its long-term impact.
The school had implemented SKIP-Cymru as a whole-school initiative, making it a suitable case study for evaluating how theory-informed interventions operate across the microsystems of home and school (Bronfenbrenner, 1979), and how they align with holistic frameworks of physical development such as physical literacy (Whitehead, 2010).

Structure of the Dissertation
This dissertation is structured into six chapters:
· Chapter 1: Introduction - Outlines the background, rationale, research questions, and methodological overview.
· Chapter 2: Literature Review - Explores existing research on physical literacy, FMS, teacher training, and school-family collaboration.
· Chapter 3: Methodology - Justifies the philosophical approach, research design, data collection methods, and ethical considerations.
· Chapter 4: Findings, Results and Data Analysis - Presents the findings from interviews, observations, questionnaires, and FMS assessments.
· Chapter 5: Discussion - Interprets the findings in relation to the literature, theoretical frameworks, and research questions.
· Chapter 6: Conclusion - Summarises the study, evaluates strengths and limitations, and offers recommendations for future research and practice.

In summary, this chapter has outlined the context, rationale, and aims of the research, as well as the methodological approach taken. The next chapter provides a review of the existing literature, offering a theoretical and empirical grounding for the study and highlighting key concepts relevant to the SKIP-Cymru intervention.



























Chapter Two
Literature Review

Chapter Introduction
This chapter critically reviews the literature surrounding the development of physical competence and physical literacy in early childhood, with a particular emphasis on the role of schools and families in supporting these outcomes. It explores key themes including FMS, physical literacy, parental engagement, teacher confidence, and whole-school approaches to PA. The literature is examined through a range of theoretical perspectives to contextualise the development of children’s physical competence and identify the conditions that support or hinder participation in PA. This review provides the foundation for evaluating SKIP-Cymru as a whole-school approach to physical literacy, with particular attention given to the role of parental engagement. In line with broader policy priorities, the Well-being of Future Generations (Wales) Act 2015 sets out a commitment to improving the social, economic, environmental, and cultural well-being of the country. This legislation provides a valuable backdrop for initiatives such as SKIP-Cymru, which aim to embed sustainable, health-enhancing behaviours from an early age.

Physical Competency and Fundamental Movement Skills 
Promoting and maintaining appropriate body weight in children and adolescents, health-improving PA, and health-related fitness (HRF) are global priorities. Despite decades of efforts, including various interventions, research suggests that these initiatives have seen limited success (Birch et al., 2011; Kohl and Cook, 2013; Glickman et al., 2012; Robinson et al., 2016). For example, Townsend et al. (2015) found that a high percentage of children in the UK fail to meet national guidelines for PA, which recommend at least 60 minutes of moderate to vigorous activity daily for children aged five to eighteen (World Health Organisation, 2020).
The benefits of PA extend beyond physical health; higher levels of motor competence are linked to improvements in mental well-being and cognitive functioning, including memory, attention, and processing speed (Warburton et al., 2006; Robinson et al., 2015; Stodden et al., 2014; Jaakkola, 2019). The early years offer a critical window for fostering both physical competence and positive movement behaviours (LeGear et al., 2012).
Physical competence is often discussed through the lens of FMS, which are considered essential for participation in physical activities. Haywood and Getchell (2005) categorise FMS into locomotor skills (e.g., skipping, running), object control skills (e.g., throwing, catching), and fine-motor skills. These foundational movements have been referred to as the “ABCs” of PA (Stodden et al., 2013). The related term 'motor competence' refers to the effective coordination of these movements and has been defined as “an organised series of basic movements that involve the combination of movement patterns of two or more body segments” (Lubans et al., 2010, p. 52). Both FMS and motor competence incorporate object control and locomotor movements, while the latter also includes postural stability.
There is a well-established link between the development of FMS, physical competence, and access to future PA. Seefeldt (1980) introduced the concept of the proficiency barrier to describe how children who do not master FMS early, may struggle to engage in more complex activities later. Without sufficient skill development, children may become disengaged due to lack of confidence or competence. This has been expanded upon by Clark and Metcalfe (2002), who described a “base camp of skills” necessary before progressing to specific sports or activities.
While increased movement opportunities are thought to improve motor development (Stodden et al., 2008a), earlier research found that, particularly in early childhood, there is a weak correlation between PA levels and physical competence (McKenzie et al., 2002). Stodden et al. (2008a) critiqued earlier studies for failing to consider the dynamic and reciprocal role of motor competence in determining PA behaviours. In response, they developed a conceptual model that considers interactions between motor competence, perceived ability, heart rate feasibility, and weight status, arguing these factors collectively influence a child’s activity trajectory over time (Stodden et al., 2008a; 2014).
This model suggests that a child's level of motor competence plays an important role in whether they follow a positive or negative PA pathway. Low motor competence is associated with decreased PA, reduced heart rate feasibility, and increased risk of obesity in later life. Psychological aspects, such as perceived competence, are central to this process. Theories such as Self-Determination Theory (Ryan and Deci, 2000), Social Cognitive Theory (Bandura, 1986), and the Theory of Planned Behaviour (Ajzen, 1985) all highlight the influence of perceived competence, self-efficacy, and motivation in shaping children's activity levels.
These theories emphasise the importance of actual and perceived competence in supporting long-term engagement with PA. Stodden et al. (2008a) argue that perceived ability is shaped by real movement experience, which in turn supports other psychological benefits such as social acceptance and enjoyment. Reunamo et al. (2014) similarly highlight that confidence and competence contribute to the development of a socially supportive environment, further reinforcing PA behaviours.
In summary, physical competence and FMS serve as critical building blocks in supporting children’s health, engagement, and physical literacy. While environmental and psychological constraints may affect access and outcomes, well-structured, inclusive experiences that account for individual needs can help children overcome barriers and build the foundations for lifelong activity.

Physical Literacy
The concept of physical literacy was first defined by Whitehead (2010) as a lifelong journey in which individuals develop the motivation, confidence, physical competence, knowledge and understanding to take responsibility for engaging in PA throughout life. This holistic framework positions physical literacy as encompassing not only skill development but also emotional and cognitive engagement with movement. Building on this, Robinson et al. (2015) describe physical literacy as focusing on the whole self, integrating physical, psychological, and behavioural components of development. Pot, Whitehead and Durden-Myers (2018) argue that physical literacy must be understood as a holistic, context-dependent journey rather than a fixed outcome. This interpretation highlights the relevance of school-based programmes like SKIP-Cymru, which embed movement in everyday routines and consider motivational and environmental influences. They argue that physical literacy should be viewed as a journey of individual enrichment, where each person's experiences and interactions with their environment shape their physical development and attitudes towards PA.

In the Welsh context, the FP curriculum has been identified as a meaningful contributor to the development of physical literacy, particularly through its emphasis on play-based, embodied learning. Wainwright et al. (2018) demonstrated that this approach supports the development of physical competence, motivation, and confidence, which are key attributes of physical literacy. Although the FP promotes holistic, child-centred learning, it still includes discrete physical education sessions. These structured opportunities, alongside child-initiated and outdoor activities, help ensure that movement experiences are embedded across learning contexts and contribute meaningfully to children’s physical literacy development.

Dudley et al. (2017) highlight the benefits of physical literacy, particularly in promoting motor competence and lifelong PA. Developing physical literacy requires early and consistent exposure to a range of movement experiences, both structured and unstructured (Melby et al., 2021), along with opportunities for explicit teaching and reinforcement of movement skills (Robinson and Goodway, 2009). These opportunities allow children not only to build technical competence but also to enhance motivation and enjoyment, thereby strengthening all dimensions of physical literacy. Melby et al. (2021) provide important longitudinal evidence that early exposure to diverse PA experiences predicts future engagement. Crucially, their finding that competence is a prerequisite reinforces the case for structured FMS development during the early years, a gap that SKIP-Cymru explicitly aims to address. This finding supports the view that physical literacy develops over time and is influenced by the dynamic interaction between skill development, confidence, and sustained engagement.

The development of physical competence is shaped by the interaction between the child, the task, and the environment. According to Newell’s (1986) theory of constraints, difficulties in PA often arise when environmental or task-related barriers exceed the child’s current skill level. Stodden et al. (2008b) similarly argue that tasks appear more challenging to individuals who lack the essential movement skills for success. These theories stress the importance of recognising individual differences when designing PA opportunities in early childhood. By tailoring these opportunities to the child’s developmental stage, it may be possible to support both engagement and success in movement tasks, as well as promote psychological attributes such as confidence and intrinsic motivation (Stodden et al., 2008b; Newell, 1986).
However, some researchers critique FMS instruction that isolates specific skills without considering the broader learning environment. Barnett et al. (2016) argue that such approaches risk overlooking the constraints-based nature of motor development. To promote authentic and transferable skill development, instruction should be embedded within rich, exploratory environments that align with the broader aims of physical literacy. Goodway and Rudisill (1997) and Clarke and Metcalfe (2002) emphasise that well-structured FMS teaching, when contextualised, can enhance movement autonomy and support the development of self-efficacy, reflecting Whitehead’s (2010) vision of a physically literate individual.

The early years of life are a particularly important time for developing positive, health-enhancing behaviours (Barnett et al., 2016). Improved physical competence during this stage has been associated with long-term PA participation and positive health trajectories (Robinson et al., 2015). Longitudinal evidence by Barnett et al. (2008) suggests that motor skill competence positively affects both activity levels and health-related fitness over time. Likewise, Melby et al. (2021) and Hulteen et al. (2018) argue that early experiences of rich, varied PA can set the foundation for lifelong engagement, hallmarks of a physically literate life.

To support the development of physical literacy, schools have a key role to play (Wainwright et al, 2016). PE lessons that promote both competence and motivation are more likely to promote long-term participation (Chen and Hypnar, 2015). However, broader environmental and social influences, particularly those within the home, also contribute significantly to shaping a child’s physical literacy journey (Edwards et al., 2017; Wainwright et al., 2018).

Parental Engagement
Why Parents Matter in PA and FMS
A factor which has an impact on children’s PA levels and physical competence is their environment (Haddad et al., 2018). Part of a child’s influence during their early years will be both school and their family environment (Brown et al., 2016). Encouraging parents to understand the benefits of PA may positively influence their children to engage in PA throughout life (Haddad et al., 2018; Brown et al., 2016). Van Sluijs and McMinn (2010) found that without family support, long-term changes in PA levels are unlikely. This highlights the need for equipping families with the tools and knowledge to support children’s motor development, especially when interventions like FMS programmes are delivered in schools. A review by Brown et al. (2016) showed that 66% of family-based interventions positively impacted children's PA levels. Stevenson et al. (2022) also recommend actively involving parents in early motor skill interventions to enhance their effectiveness.


Parental Beliefs, Knowledge, and Misconceptions
It was proposed by Welk (1999) that parents can influence children’s PA through encouragement, facilitation, role modelling and direct involvement. Haddad et al. (2018) found that when parents are knowledgeable and encouraging about PA, children tend to be more active, although self-reported data may overestimate this. Parental beliefs can also hinder engagement. In a study by Lopez-Dicastillo et al. (2010), parents of 5-7 year olds believed additional promotion of PA was unnecessary, assuming their children were already active enough. Similar findings from Hesketh et al. (2012) indicate that parents often lack awareness about FMS and their role in supporting motor development.
The findings of Agard et al. (2021) are consistent with earlier research showing that parents rarely promote PA for preschoolers, assuming that children acquire adequate activity through unstructured play (Hesketh et al., 2012; Bellows et al., 2008). However, Brian et al. (2019) report that only around 50% of young children show competency across a wide variety of motor skills. Logan et al. (2021) reveal a critical misconception among parents, that motor skills develop automatically through play. This misbelief has practical consequences, as it may lead to missed opportunities for targeted support during a key developmental window. Interventions like SKIP-Cymru are therefore uniquely placed to bridge this knowledge gap through hands-on parental involvement.

Effective Strategies and Role Modelling
Salmon et al. (2005) and O’Connor et al. (2009) identify parental modelling and support as key drivers of children’s activity levels. These findings are particularly relevant when evaluating interventions like SKIP-Cymru, where empowering parents may be as crucial as educating teachers in fostering physically active behaviours. During early childhood, these influences are associated with later engagement in PA (Mattocks et al. 2008). Flynn et al. (2023) emphasise that direct parental engagement in a variety of physical activities enhances FMS development. Structured parent-child movement opportunities are crucial to creating early, positive motor experiences.
From a theoretical perspective, Bronfenbrenner’s ecological systems theory (1977) helps explain the impact of parental involvement. A child’s development results from the interaction between personal traits and environmental influences. This theory has been applied in Welsh policy through the Framework on embedding a Whole School Approach to Emotional and Mental Well-being, which identifies parental engagement and role modelling as important microsystem influences (Welsh Government, 2021). At the mesosystem level, initiatives like the Healthy Schools Scheme demonstrate how collaboration between schools and families can improve PA outcomes (Welsh Government, 1999). Broader community and policy-level strategies, such as Healthy Weight: Healthy Wales, reinforce these aims (Welsh Government, 2019).

Barriers and Socio-Cultural Influences
Research has also highlighted socio-cultural factors that affect parental engagement. Socioeconomic status is correlated with motor competence, with higher socioeconomic status parents more likely to promote FMS (Barnett et al., 2016). Gender bias is another concern. Eccles and Harold (1991) found that boys typically receive more encouragement for PA than girls, especially in object control tasks. Although, more recent studies suggest that girls may outperform boys in certain skills, such as locomotor and stability (Iivonen and Saakslahti, 2013).
Parental self-efficacy also plays a significant role. Many parents feel they lack the confidence or knowledge to effectively support their child’s motor development (Agard et al., 2021). This barrier may be particularly pronounced in low-income households, where opportunities for structured PA and access to resources are often limited.

The Need for Education and Structured Opportunities
The idea that children naturally acquire motor skills without guided practice is problematic. Without intentional opportunities and encouragement, children may not develop these essential skills to their full potential. Piek et al (2008) highlights the importance of repeated, diverse opportunities to develop both fine and gross motor skills in the early years.
Research consistently stresses the importance of raising parental awareness. Structured learning environments and parent education programmes can help families understand the developmental benefits of FMS and PA. As Logan et al. (2021) argue, improving parents’ knowledge about their role in motor development is essential for creating consistent and effective support across home and school environments.
This expanded understanding of parental engagement provides the foundation for evaluating how schools and educators can work alongside families to develop physical literacy.

Educator Knowledge and Confidence in Delivering PE

Teacher Confidence in Delivering Physical Education
The role of educators in supporting physical literacy is vital, particularly in early childhood where FMS are developed. However, many primary school teachers report lacking the confidence to deliver high-quality physical education (PE) (Morgan and Bourke, 2008; Harris 2013). Low self-efficacy can discourage teachers from planning or prioritising PE lessons, particularly if they feel uncertain about their ability to manage or lead physical activities (Faulkner et al., 2008). This often results in reduced time allocated to PE or lessons that are less structured, engaging, or developmentally appropriate (McMullen et al., 2016).
Confidence in teaching PE is strongly associated with practical experience and support. Without consistent opportunities for skill development and positive reinforcement, teachers may continue to feel underprepared, which can negatively impact the quality of PE delivery (Xiang et al., 2002). A lack of confidence also risks reinforcing low self-belief among pupils if the learning environment is not motivating or suitably challenging.
Professional development initiatives have shown promise in addressing these confidence gaps. Sloan et al. (2010) found that targeted CPD programmes, such as the UK’s PE and School Sport CPD initiative, significantly improve teacher confidence and delivery in PE. These programmes typically offer practical, hands-on learning, modelling from specialists, and ongoing support, all of which contribute to stronger self-efficacy in educators. In Wales, recent curriculum reforms that embed physical literacy within the Curriculum for Wales have prompted greater investment in teacher development in this area (Jones et al., 2019).

Teacher Knowledge and Training Needs
Alongside confidence, subject knowledge is critical for effective and engaging PE delivery. Many generalist teachers enter the profession with limited formal training in movement development, often due to insufficient PE coverage in initial teacher education programmes, such as Postgraduate Certificate in Education (PGCE) routes (Huddleston, 2021). This can leave them uncertain about how to teach or assess FMS effectively, which contributes to underdeveloped PE planning and a reliance on less structured activities (Morgan and Hansen, 2008).
The result is missed developmental opportunities for pupils, especially during the early years when movement competence is most easily developed. When PE is deprioritised or inconsistently delivered, children are less likely to gain the foundational skills and positive experiences needed for long-term engagement in PA (Harris, 2013). Moreover, limited understanding of age-appropriate pedagogy can lead to poorly pitched tasks that fail to challenge or support diverse learners.
Despite increased focus on CPD, Griggs and Fleet (2021) note persistent structural barriers, including lack of time, inadequate facilities, and competing curriculum pressures. Capel and Whitehead (2013) argue that to overcome these challenges, PE must be more fully integrated into both initial teacher education and ongoing professional learning. Mentoring from PE specialists has also been shown to enhance both knowledge and confidence in generalist teachers (Petrie, 2010; Farrell et al., 2021), suggesting a valuable model for sustainable upskilling in this area.
These findings highlight the need for whole-school interventions that are grounded in both theory and practice to ensure sustained, high-quality physical literacy development.
SKIP-Cymru and Whole-School Approaches to Physical Literacy
International Models and the Development of SKIP-Cymru
Before focusing specifically on SKIP-Cymru, it is important to consider international interventions that have influenced physical literacy practice in early childhood education. Canada’s Passport for Life and Australia’s Sporting Schools initiative have conceptualised physical literacy as a holistic developmental goal, integrating physical, cognitive, and affective domains (Mandigo et al., 2009; Australian Sports Commission, 2019). These programmes aim to enhance FMS, confidence, and lifelong engagement in PA through structured, school-based delivery. However, despite positive short-term outcomes, many of these interventions have been critiqued for their fragmented implementation and limited integration into broader educational frameworks (Dudley et al., 2017; Truelove et al., 2021).
In contrast to these international models, SKIP-Cymru was developed by the Wales Academy for Health and Physical Literacy (WAHPL) to be embedded directly within the Welsh FP curriculum, aligning with its play-based philosophy and addressing the needs of schools in socio-economically disadvantaged areas (Williams, 2017). Adapted from the US-based SKIP model (Goodway and Branta, 2003), the programme is implemented through trained FP staff rather than as a whole-school initiative. The programme promotes motor competence, autonomy, and engagement through cross-curricular, developmentally appropriate learning experiences embedded within early years practice (Wainwright et al., 2016). It also prioritises teacher training to enhance both confidence and competence in delivering FMS instruction, which is a crucial component given persistent gaps in PE training for primary school teachers in the UK (McVeagh et al., 2022). While SKIP-Cymru provides structured guidance and resources, it depends heavily on schools’ commitment to implementation. The variability in teacher readiness, leadership support, and school culture can therefore impact the fidelity of delivery and overall programme success (Wainwright et al., 2016). These features support a more responsive and effective approach to FMS development, particularly in disadvantaged school contexts.

Theoretical Foundations of Movement Interventions
To further understand the mechanisms behind such programmes, it is useful to consider the theoretical frameworks that underpin their design and implementation.
To understand how early years physical literacy intervention’s function, including programmes such as SKIP-Cymru, it is useful to draw on a combination of psychological and developmental theories. These frameworks help explain not only individual behaviour and development but also how broader systems and environments influence engagement with movement. At the centre of this framework is Newell’s (1986) constraints model, which proposes that motor development emerges from the interaction between individual, task, and environmental factors. This theory is particularly relevant to SKIP-Cymru, which adapts learning tasks and contexts to support developmentally appropriate movement experiences.
Complementing this, Bronfenbrenner’s ecological systems theory (1977) provides a wider sociocultural context. It recognises that children’s development is shaped by overlapping systems including the microsystem (home and school), mesosystem (school-family relationships), and exosystem (wider policy). This helps explain why the success of SKIP-Cymru depends not only on its design, but also on how effectively it is implemented by trained educators within supportive school environments.
On a psychological level, Self-Determination Theory (Ryan and Deci, 2000) emphasises the role of autonomy, competence, and relatedness in supporting intrinsic motivation. This is critical when encouraging children to engage in PA, particularly in early years settings where movement confidence is still emerging. Similarly, Bandura’s Social Cognitive Theory (1986) highlights the importance of self-efficacy and observational learning, both of which are relevant in the context of teacher modelling. Ajzen’s (1985) Theory of Planned Behaviour further underlines how perceived behavioural control and subjective norms shape intentions to act, valuable for understanding both adult and child behaviour within a school-based context.
Together, these frameworks form an integrated theoretical approach that acknowledges the dynamic interplay between individual beliefs and abilities, social influences, and structural or environmental supports. This is especially pertinent to evaluating SKIP-Cymru, as the programme seeks to influence movement behaviour not through isolated activities but through a systemic, embedded approach. By combining these perspectives, this study aims to understand not only whether SKIP-Cymru works, but how and why it may be more effective in some settings than others.
Although family and community engagement are increasingly recognised as an important factor in supporting children’s PA, SKIP-Cymru has not consistently included this element in its delivery. While some iterations of the programme may provide take-home resources or encourage parental awareness, structured and sustained involvement remains limited and under-evaluated (Wainwright et al., 2020). This highlights a broader challenge in embedding physical literacy across multiple environments, particularly when scaling interventions across diverse school contexts.
SKIP-Cymru aligns with several key Welsh policy priorities that emphasise early intervention and preventative health. For example, the programme supports the aims of Healthy Weight: Healthy Wales (Welsh Government, 2019), which identifies the early years as a critical stage for embedding active behaviours. Its focus on movement competence and physical literacy also directly contributes to the Curriculum for Wales, particularly the Health and Well-being Area of Learning and Experience (AoLE). Furthermore, SKIP-Cymru’s emphasis on supporting children in disadvantaged areas reflects the broader social equity goals of the Well-being of Future Generations (Wales) Act 2015. These alignments have led to growing policy-level interest, with Duncan et al. (2022) noting that the development and findings of SKIP-Cymru have contributed to Welsh Government recommendations to support early movement competence and physical literacy in the FP.
Ultimately, while SKIP-Cymru represents a promising model for embedding physical literacy within early years education, its effectiveness is contingent on school-level factors and the consistent engagement of educators and leadership. Further research should explore how the programme can be adapted to ensure equitable access, sustained delivery, and meaningful integration into the wider educational ethos.

Summary
This chapter has critically examined the literature surrounding the development of children’s physical competency and FMS, with a particular focus on the role of parental engagement and whole-school approaches to PA. A growing body of research supports the importance of FMS as foundational skills necessary for lifelong PA, while highlighting the barriers, such as the proficiency barrier, that prevent many children from progressing if early motor competence is not achieved.
The discussion around physical literacy has shown how competence, confidence, and motivation interact to support a child’s ability and willingness to engage in PA across the lifespan. The literature also emphasises the importance of early years intervention and the provision of diverse, developmentally appropriate movement opportunities. The influence of parental involvement was explored through multiple theoretical lenses, including Bronfenbrenner’s ecological systems theory (1977), revealing that parents' beliefs, behaviours, and knowledge significantly shape children’s physical development. Yet, the research also points to gaps in parental awareness and confidence, suggesting the need for more inclusive and educationally supportive interventions.
The SKIP-Cymru programme was presented as a practical case study of a whole-school approach to FMS development; however, its integration of parental engagement remains inconsistent in practice. Initial findings from its implementation in Wales align with national policy priorities around child health and wellbeing and offer promise in addressing skill and activity inequalities from an early age. Finally, the role of teacher confidence was addressed, with evidence indicating that many generalist teachers lack the training and assurance to deliver high-quality PE. Though CPD programmes show promise in addressing this gap, their inconsistent reach and depth raise concerns about sustainability and whether such initiatives can effect systemic change. This presents a critical barrier to the successful implementation of school-based interventions such as SKIP-Cymru. The following chapter outlines the methodological approach used to evaluate SKIP-Cymru in response to these challenges.
 








Chapter Three
Methodology

Chapter Introduction
This chapter provides a detailed overview of the methodological framework adopted for this research. It outlines the philosophical underpinnings, research design, data collection methods, and analysis techniques employed in investigating the impact of the SKIP-Cymru programme on the whole school approach to PA. The chapter also addresses the research group, ethical considerations, and timelines, providing a structured foundation for the discussions in later chapters.

Research Paradigm and Philosophical Assumptions
This research was situated within the pragmatism paradigm, which is well-suited to studies that aim to address real-world problems through the integration of qualitative and quantitative methods. Pragmatism emphasises the practical application of research findings, focusing on generating solutions to real-world problems that are both actionable and impactful (Creswell, 2014). The ontological position supporting this study recognises reality as complex and multifaceted, while the epistemological stance acknowledges that knowledge is derived from both subjective experiences and objective measures. Pragmatism facilitates the combination of these perspectives, enabling a holistic exploration of the topic.
Pragmatism offers flexibility in research design and has been widely recognised for its practical orientation, particularly in education research. According to Morgan (2007), pragmatism serves as a middle ground between positivist and constructivist paradigms, allowing researchers to tackle complex problems by employing a combination of methodological approaches. This paradigm allowed for a focus on outcomes and applicability, which was particularly relevant when investigating interventions like SKIP-Cymru. Johnson and Onwuegbuzie (2006) highlight that pragmatism is ideal for addressing complex, real-world problems, as it promotes the use of diverse methodologies and focuses on producing practical insights rather than rigidly following traditional research frameworks
By adopting this paradigm, the study aligned with the practical goals of understanding and improving educational practices. This research explored qualitative insights into the perceptions and beliefs of parents, carers, and educators involved in the SKIP-Cymru programme. Moreover, the pragmatic approach ensured that both subjective experiences and objective data were given equal weight, thereby enabling a comprehensive understanding of the programme’s impact.

Theoretical Framework
The conceptual framework of this research is grounded in the theoretical principles of physical literacy and ecological systems theory. Physical literacy is defined by the International Physical Literacy Association (2017) as being “the motivation, confidence, physical competence, knowledge and understanding to value and take responsibility for engagement in physical activities for life”. This concept frames the importance of FMS as foundational to a child’s physical and cognitive development. Additionally, Bronfenbrenner’s (1977) ecological systems theory situates the child within a network of influences, including family, school, and broader societal contexts. This theoretical lens reinforces the need to examine how parental beliefs and school practices interact to shape children’s PA behaviours.
Ecological systems theory has been instrumental in understanding the complex interplay between individual behaviours and environmental factors. Bronfenbrenner’s (1977) ecological model identifies various layers of environmental influences on a child’s development, including microsystems such as family and school, mesosystems representing interactions between these immediate settings, exosystems involving broader societal forces, macrosystems reflecting overarching cultural and policy influences and chronosystems which are the changes in time and over the lifespan. This study focused primarily on the microsystem and mesosystem levels, examining how interactions between parents, carers, and educators influenced children’s physical literacy. Langille and Rodgers (2010) argue that interventions aimed at improving PA must consider these systemic interactions to achieve sustained behavioural changes. The SKIP-Cymru programme, with its emphasis on whole-school and family involvement, aligned well with this theoretical perspective.
This study’s pragmatic stance supports the selection of methods based on their suitability for the research question rather than philosophical alignment. In the context of educational research involving diverse stakeholders, this flexibility is particularly valuable (Tashakkori and Teddlie, 2010).
By situating the research within this conceptual framework, the study recognises the interplay between individual competencies (such as FMS) and environmental factors (such as parental support and school-based interventions). This alignment ensures that the research questions, methods, and analyses are deeply rooted in established theoretical perspectives.

Research Design
A mixed methods approach was adopted, reflecting the study’s pragmatic orientation. This allowed for the collection of both quantitative and qualitative data to explore the impact of SKIP-Cymru on parents, carers, and educators (Tashakkori and Teddlie, 2010).
This approach ensured that both numerical data and personal experiences were captured, allowing for a more nuanced analysis of the programme’s effectiveness. This methodological framework was particularly relevant given the multifaceted nature of physical literacy and the varying perspectives of stakeholders.
Mixed methods are increasingly recognised as a robust approach in educational research. Creswell and Clark (2018) emphasise that this approach combines the strengths of quantitative precision and qualitative depth, allowing researchers to address complex research questions effectively. For example, questionnaire data can provide measurable insights into parents’ and carers’ relationship with PA, while semi-structured interviews and participant-observer notes offer context and insight into how these changes are experienced and perceived by participants.
This study followed an explanatory sequential mixed-methods design, where quantitative data collection and analysis preceded and informed the qualitative phase (Ivankova, Creswell, and Stick, 2006). This design ensured that statistical findings from questionnaire data were contextualised and enriched by the qualitative insights gathered from interviews and observations. Such integration strengthens the validity of the findings by triangulating multiple data sources (Denzin, 2012).

Data Collection Methods
To gather data, the study employed several methods. 

Questionnaire
The Pre-schooler Physical Activity Parenting Practices (PPAPP) tool (O’Connor et al., 2014) was adapted and distributed to parents and carers before a six-week FMS intervention to capture baseline data on their PA practices and perceptions. The original 5-point Likert scale was modified to ensure relevance to the age group and context of this study. At the conclusion of the intervention, parents and carers were asked to complete the same questionnaire again to assess any changes in their attitudes and practices as a result of the programme. Questionnaires were chosen for their efficiency, flexibility, and ability to capture standardised data (Fox, Mathers and Hunns, 2007). 

Stages of Motor Skills
Testing of the children’s FMS were carried out pre- and post- parental intervention. The skills focussed on object-control skills as these were an area of concern for school-staff during this school year. The children were staged on their current level before the intervention and once again, when the intervention was completed. This allowed the researcher to gather further data on the impact of SKIP-Cymru alongside the specific FMS intervention.
The Test of Gross Motor Development (Ulrich, 2019) was considered as a testing tool but due to time constraints and the logistics of the carrying out this test with the range of children involved in the study, it was felt that staging the children was better suited.
Intervention SKIP-Cymru
SKIP-Cymru is a motor development intervention designed to train adults to improve the motor skills of children through analysis of their developmental stages. The adults learn to provide appropriate activities to support their child’s developmental stage. A six-week intervention was conducted with parents and carers, during which the researcher trained with content on various FMS such as running, throwing, catching, kicking, hopping, galloping, and skipping. Each session began with a short input where the week's FMS focus was introduced, followed by modelling and instruction in practical activities in the school hall. Parents were then joined by their children, and together they engaged in games and activities designed to develop the targeted FMS. The participation levels started with 12 parents in the first week and fluctuated over the course of the intervention, with 6, 3, 5, 13, and 7 participants attending the subsequent weeks, respectively.
At the end of the six weeks, parents and carers were provided with small bags containing basic equipment such as hoops, bean bags, and cones. These were intended to encourage further engagement at home by allowing families to create their own FMS-based activities. Interviews with parents and carers took place following the intervention, capturing their reflections on the programme, its impact, and their experiences.

Semi-Structured Interviews
Semi-structured interviews were conducted with three parents after the six-week FMS intervention to explore their views and beliefs on PA with their children and the impact of the intervention. These interviews provided insights into their reflections on the programme, its outcomes, and their overall experiences.
Additionally, semi-structured interviews were conducted with school staff approximately one year after they had been trained in the SKIP-Cymru programme. These interviews were not linked to the parent intervention but were designed to gather a broader range of data and perspectives on the programme's overall impact. This combination of methods allowed for a comprehensive exploration of the programme's influence from multiple stakeholder viewpoints. This method offered real-time insights into the programme’s delivery and reception.

Participant Observation
Observation notes were taken by the researcher during the weekly sessions to document interactions, engagement levels, and responses to the activities. These real-time participant-observations provided valuable insights into the dynamics of the sessions and the implementation of the programme.

Participants
The research group consisted of children aged 4–5 (n=12) years old who were actively participating in the SKIP-Cymru programme in school, alongside taking part in the six-week intervention with their parents and carers. The parents and carers (n=12) who participated in the intervention provided valuable insights through their engagement in weekly FMS sessions and post-intervention interviews. These participants represented varying levels of familiarity with physical literacy, which allowed for diverse perspectives to emerge.
Additionally, FP teachers in the school (n=3), who had been trained in the SKIP-Cymru programme a year prior were included as another subgroup of the research group. Their interviews provided professional reflections on the programme’s broader impact on the school environment and physical education practices. This multi-faceted research group ensured that the study captured a wide range of experiences and outcomes related to the SKIP-Cymru program.

Data Analysis
The collected data were analysed using a combination of qualitative and quantitative techniques. Qualitative data from interviews and participant-observer notes were thematically analysed to identify recurring themes and patterns (Braun and Clarke, 2006). This thematic analysis involved a six-step process: familiarisation with the data, generating initial codes, searching for themes, reviewing themes, defining and naming themes, and producing the report. The iterative nature of thematic analysis ensured a robust interpretation of the data, allowing for nuanced insights into the participants’ experiences and perceptions.
A detailed coding system was used for the qualitative analysis to organise and interpret the data effectively. Open coding was the first step, during which raw data were broken down into discrete parts and assigned initial labels. Axial coding followed, where connections between categories were identified, enabling the grouping of related codes under broader themes. Selective coding was the final stage, focusing on integrating and refining the themes to create a coherent narrative that aligned with the research questions. These coding stages culminated in the development of broader themes, which were later synthesised and presented in Table 4. to illustrate how findings converged across participant groups and data sources. For instance, parent responses about their children’s enjoyment of physical activities were categorised under themes such as "Engagement" and "Parental Influence."
Quantitative data, including questionnaire responses, were analysed using descriptive and inferential statistics. These analyses were conducted using SPSS software to ensure reliability and accuracy. Given the small sample size of 12 parents completing the questionnaire, a limitation of the study, the quantitative findings were interpreted with caution and primarily used to complement the qualitative data. 
Data on children’s FMS collected through pre- and post-testing were analysed using a paired t-test method with SPSS software. Although the sample size was small, this analysis provided meaningful insights into the programme's impact.
Triangulation of data sources was employed to corroborate findings, enhancing the validity and credibility of the study. Findings from qualitative and quantitative sources were compared to develop a more holistic understanding. This involved comparing and contrasting themes identified in qualitative analysis with trends observed in quantitative data, providing a holistic understanding of the programme’s impact. For example, questionnaire results highlighting changes in parental attitudes towards PA were contextualised with interview narratives detailing their lived experiences. Integrating the data in this way strengthened the analysis, helping ensure the findings were clear and practically useful.
Timeline
The research was conducted over a 12-month period, structured as follows:
· Months 1–3: Planning, ethical approval, and preparation of instruments and logistics.
· Months 4–5: Recruitment and baseline questionnaire data collection.
· Months 6-9: Delivery of 6-week FMS intervention and ongoing observations.
· Months 9–12: Parent and staff interviews, post-intervention questionnaires.
· Months 12–24: Data analysis and write-up.

Ethical Considerations
Ethical considerations were paramount throughout the study. The university’s ethics committee granted approval in accordance with the British Educational Research Association (BERA, 2018) guidelines. Participants were fully informed of their rights, and their welfare was prioritised throughout. Data handling complied with GDPR standards.
Data collected during the study were securely stored to ensure the confidentiality and privacy of participants. Physical data, such as observation notes, were stored in a locked filing cabinet accessible only to the researcher. Digital data, including transcripts, audio recordings, and questionnaire responses, were encrypted and stored on a password-protected university server. Access to these files was restricted to the researcher only. Data anonymisation was conducted during transcription to remove any personally identifiable information, ensuring participant confidentiality throughout the research and dissemination process. All data will be retained for a period of five years following the completion of the study, as per institutional guidelines, after which it will be securely destroyed.
The aims of this research necessitated careful ethical reflection. Van Sluijs and McMinn (2010) emphasised that family involvement plays a critical role in maintaining changes in children’s PA levels over time. The inclusion of family-focused interventions acknowledges the influence of the home environment on children’s physical literacy (Brown et al., 2016). Encouraging parents to engage with the benefits of PA not only supports the child’s immediate development but also develops lifelong PA habits (Haddad et al., 2018). By addressing ethical concerns, such as informed consent and confidentiality, and promoting a collaborative and respectful research process, this study ensured participants’ rights and well-being were prioritised.

Conclusion
This chapter has outlined the methodological framework adopted for investigating the impact of SKIP-Cymru on the whole school approach to PA. By employing a mixed methods approach within the pragmatism paradigm, the study ensures a comprehensive exploration of the research problem. The inclusion of both qualitative and quantitative methods, as well as the perspectives of diverse stakeholders, strengthens the study’s validity and reliability.
As a teacher-researcher embedded in the setting, my role likely shaped both the design and delivery of the intervention. While this supported trust and engagement, it also introduced the potential for bias in data collection and interpretation. Reflexive practices, including bracketing assumptions and triangulating data sources, were employed to mitigate these effects and strengthen the study’s credibility. The next chapter will present the findings derived from these methods, highlighting the key outcomes and their implications for PE practice. These findings will provide valuable insights into the effectiveness of SKIP-Cymru and its potential for broader application as a whole-school approach. 
 











Chapter Four
Findings, Results and Data Analysis

Chapter Introduction
[bookmark: _Toc200311919]The purpose of this chapter is to present the findings and results of the study, which explores the impact of the SKIP-Cymru programme on the whole school approach to PA. Data was gathered from teacher and parent/carer interviews, observational notes from the six-week parent-focused intervention, parent questionnaires, and pre- and post-testing of children’s FMS stages. Data were initially analysed from different participant groups to identify specific themes and trends relating to teachers, and parents and carers. The qualitative data were then combined and synthesised for analysis providing a comprehensive evaluation of the program’s outcomes and key insights, linking them to the subsequent discussion chapter. These qualitative findings were then integrated with the quantitative data to further support and contextualise the overarching themes identified.

Summary of Key Findings
This study found that the SKIP-Cymru programme led to measurable improvements in children’s FMS, enhanced teacher confidence and delivery of physical education, and increased parental engagement and understanding of physical development. Specifically:
· Teachers reported significant changes in their confidence, structure, and delivery of FMS-based PE lessons following SKIP-Cymru training.
· Children demonstrated improved physical skills, with significant improvements seen in the stages of catching, kicking, and overarm throwing following the intervention (p < 0.05), as confirmed by paired samples t-tests.
· Parents gained confidence in supporting their children’s PA at home, and many reported increased family engagement in movement-based play.
· Observations from the intervention sessions highlighted the value of child-led play and consistent parental attendance in developing both skill development and enjoyment.
· Quantitative analysis also showed a statistically significant increase in parents’ self-reported confidence in exercising in front of their child post-intervention (z = -2.65, p < 0.05, r = 0.57).

Qualitative Findings
The qualitative findings are presented in the following order: teacher interviews, parent/carer interviews, and observational notes. Each section reports the key themes identified through thematic analysis, supported by relevant data extracts.

Teacher Interviews
The analysis of data in this study found that the SKIP-Cymru training provided to teachers was essential in transforming their approaches to teaching FMS. The findings from teacher interviews highlighted several key themes related to; the challenges faced prior to the training, the impact of the training, changes in teaching practice and improvements observed in children’s FMS. Table 1. below shows the stages of analysis with examples of raw data, how it was coded, sub themes and key themes.
Table 1: Themes from Teacher Interviews: Coding from Raw Data to Final Theme
	Raw data and coding
	Subthemes
	Themes

	T1: ‘Before SKIP, I always felt like I was just doing, you know, the basics’ … ‘Things like how to set the hall up, so instead of having like 30 children running round and sliding on their knees’.
	Change to PE lessons / Previous PE lessons /
	Challenges Prior to SKIP-Cymru Training

	T1: ‘Yes, absolutely. I feel so much more confident in my ability to teach PE now’…..’but now I feel like I have a clear structure and purpose behind each lesson. ….and I know how to support them as they develop those skills. It’s been really empowering for me as a teacher, as well as for the children.’ … ‘but actually, it does, it probably matters more than other lessons at this age!’
	Staff knowledge / Staff Confidence / Engagement in lessons / Training was positive / Other staff being trained / Changes to Classroom activities / Change to PE lessons
	Impact of Training and Changes in Teaching Practice


	T1: ‘I can see what the children are learning, I’ve noticed children who struggled with fine motor skills are starting to have more control, and I really think that’s, um, all linked to the gross motor skills we’re working on in PE.’
	Children’s FMS improvements / Improvements in other skills
	Observed Improvements in Children’s FMS


Quotes aligning with these key themes are presented in table 2. below.
[bookmark: _Toc200311920]Table 2: Teacher Interview Quotes Illustrating Key Themes
	Quotes
	Themes

	T1: “'Teaching PE was basic and lacked structure before SKIP.”
	Challenges Prior to SKIP-Cymru Training

	T2: “Training emphasised specific motor skills like balance and coordination.”
T3: “It made me realise that just running around isn’t enough”
	Impact of Training and Changes in Teaching Practice


	T1: “the children’s balance and coordination are way better than before. I had some children who couldn’t hop or jump properly at first, and now they’re doing it with more control”.
	Observed improvements in children’s FMS



Challenges Prior to SKIP-Cymru Training
Teachers identified a lack of structure and confidence in delivering physical education lessons that effectively targeted FMS development. T1 described their lessons as "basic and lacking structure," attributing this to uncertainty about how to effectively teach foundational movement skills. T2, despite their extensive experience, admitted to scepticism about the need for the SKIP-Cymru training, initially believing their approach was already sufficient. T3, transitioning from teaching Key Stage 2 (KS2) to FP, faced difficulties adapting their methods to address the developmental needs of younger children. These insights highlight a significant gap in pedagogical knowledge and confidence prior to the training.

Impact of Training and Changes in Teaching Practice
The SKIP-Cymru training emerged as a transformative component in equipping teachers with the skills and confidence to teach FMS effectively. T2 described the training as "eye-opening," particularly in its focus on specific motor skills such as balance, coordination, and spatial awareness. T1 found the training "practical and confidence-boosting," as it provided them with step-by-step guidance on how to structure their lessons. T3 reflected on how the training shifted their perspective, recognising that "just running around isn’t enough" and that structured activities were crucial for meaningful physical development.
This training directly influenced changes in teaching practice. T1 expressed that SKIP-Cymru "made PE lessons more structured and meaningful," helping them align activities with developmental goals. T2 described a shift in their approach, moving from "going through the motions" to delivering lessons with clear objectives. T3, who initially struggled with their transition to FP, felt empowered by the program, stating that they now felt "more capable" and confident in their role. In addition to improving their PE lessons, teachers began to implement more physical activities within their classroom provisions. This included incorporating movement-based activities into daily routines, such as gross motor tasks during transitions and interactive learning opportunities that encouraged physical engagement. These reflections highlight how SKIP-Cymru reshaped teaching practices, promoting a sense of purpose and intentionality in physical education and beyond.

Observed Improvements in Children’s FMS
The teachers reported significant improvements in children’s physical abilities and engagement after six months of SKIP-Cymru-informed PE lessons. T1 noted enhanced balance and coordination among their students, which translated to observed improvements in fine motor skills such as handwriting. T2 observed rapid progress in students’ ability to hop and skip, while T3 highlighted the increased confidence of previously hesitant children. This newfound confidence was evident in children’s willingness to participate in activities and express pride in their achievements. Teachers consistently remarked on the positive emotional impact of the program, noting how children appeared more engaged and enthusiastic about physical activities.

Parent/Carer Interviews
[bookmark: _Toc200311921]The six-week FMS intervention, designed to help parents understand the importance of encouraging their children to be more physically active, also yielded important findings. Themes from the parent/carer interviews included increased awareness, child engagement and skill development, impact on family dynamics, and enhanced parental confidence. Table 3. below shows the stages of analysis with examples of raw data, how it was coded, sub themes and key themes.

Table 3: Example of Coding Process From Parent/Carer Interviews
	Raw data and coding
	Subthemes
	Themes

	“It was fab playing games with them and letting them choose everything they wanted to do!
	Enjoyment of sessions / Interested in PA  / Child-led activities / FMS development
	Child Engagement and Skill Development

	“It tends to be more at home that he is active and making games up and stuff but we don’t mind cause it’s better than trying to get him off the iPad or watching tv!”
	More activity / Playing games at home / Going to the park / Using equipment at home
	Impact on Family Dynamics


	“… now we both feel like we know what we should be telling him to do but like before these sessions I didn’t have a clue what I should be teaching him.”

	Increased knowledge / Increased confidence

	Parental Confidence and Increased Awareness



Child Engagement and Skill Development
The parent intervention significantly improved parents’ understanding of the developmental stages of FMS and how to actively support their children’s physical growth. Parents noted that learning about these stages was particularly enlightening, with one describing it as an "eye-opener," saying, "Nobody ever told us about the stages of moving and how shoulder and arm development can help with other things." This newfound awareness translated into purposeful actions at home, as parents implemented strategies to enhance their children’s motor skills.
Parallel to this, children demonstrated increased enthusiasm for physical activities, often initiating their own games and obstacle courses. One parent remarked, "They love kicking a football now, whereas before they would never do that with dad," highlighting the shift in their child’s engagement. Another shared, "They now make up their own obstacle courses and insist we join in, it’s so fun to see them take the lead." These outcomes show the dual impact of the intervention: equipping parents with the knowledge to develop physical development and empowering children to embrace and enjoy physical activities as part of their daily lives.
These findings underline the program’s success in enhancing children’s physical skills and strengthening their intrinsic motivation to participate in physical activities.

Impact on Family Dynamics
The intervention influenced family dynamics by integrating physical activities into daily routines. Parents noted that children often took the lead in initiating games, promoting a sense of independence and collaboration. One parent shared, "We now take a ball or something from the sessions with us to the park or beach, and our child gets so excited to play." Another parent observed, "It’s better than trying to get them off the iPad or TV! Now they want to play games with us instead." These changes highlight how the programme extended its impact beyond individual children, encouraging active lifestyles within families and enhancing shared experiences during leisure time.
Enhanced Parental Confidence and Increased Awareness
The intervention boosted parents’ confidence in supporting their children’s physical development. One parent expressed, "Before these sessions, I didn’t have a clue what I should be teaching my child. Now I feel like I know what to do to help them progress." Another parent reflected, "Learning about cues like ‘hands ready’ was so helpful… it’s something simple I can use at home, and it’s already making a difference in how they catch." This newfound confidence empowered parents to engage more actively with their children, bridging the gap between home and school environments. The intervention reinforced the importance of collaboration in promoting children’s physical development and gave parents the tools they needed to support their child’s progress with assurance.

Observational Notes
The observational notes provided further insights into parental engagement, child-led activities, skill development, and session dynamics during the six-week intervention. The main themes that emerged here were parent communication, parental confidence and observed improvements in children’s engagement and FMS.

Parental Communication
Parental engagement varied across the sessions. In week 1, several parents were initially hesitant to participate, requiring encouragement to join activities. However, engagement improved as the sessions progressed, with week 5 seeing the highest turnout of thirteen parents following targeted communication via class messages. This highlights the importance of clear communication in encouraging parental involvement.
As mentioned above, when parental communication was increased through the school’s communication portal, attendance in the sessions increased, this was evident in week 1, week 5 and week 6. Prior to these sessions, a message was sent out to all parents informing them of the session and what the session entailed.

Observed Improvements in Engagement and Children’s FMS
Child-led activities played a key role in enhancing engagement. In week 1, children-initiated games, which encouraged parents to engage more naturally. By week 6, children demonstrated independence in selecting and leading activities, building collaboration and interactive play between parents and children. These observations emphasised the value of child-led approaches in promoting both engagement and skill development.
The sessions also highlighted the progression of children’s motor skills over time. For example, week 2 revealed strong catching skills, with children effectively using cues such as "hands ready" and "rainbow throw." In contrast, week 3 highlighted the need for additional support in hopping and skipping, as parents received guidance on how to assist their children effectively. Tailoring activities to meet children’s developmental needs was crucial for ensuring continued progress.

Parental Confidence
Throughout the intervention, it was observed that parents felt more comfortable with the sessions the more regularly they attended. Week 6 observations showed this when a parent who had attended all sessions, took a lead in creating games with her child.
Session dynamics were influenced by factors such as group size and composition. Smaller groups, as in week 3, allowed for focused interactions but occasionally heightened self-consciousness among parents. Larger groups, such as in week 5, created a lively environment but reduced the overall structure of activities. These findings highlight the need to balance group dynamics to optimise learning outcomes.

Synthesis of Themes from Qualitative Data
The findings from teacher interviews, parent/carer interviews and observational notes, reveal three overarching themes: the transformation of teaching practices, the role of collaboration in fostering engagement, and the benefits of PA on child development.
The coding process followed Braun and Clarke’s (2006) six-phase framework. Open coding was first used to identify specific responses (e.g. “more confident in PE”, “child now creates obstacle courses”), which were then grouped during axial coding into broader categories such as ‘teacher confidence’ and ‘child-led play’. Selective coding was then used to refine and integrate these into overarching themes that cut across data sets. This allowed the identification of three key themes: transformation of teaching practice, collaboration in fostering engagement, and the benefits of PA on child development.
This analytical process is illustrated in Figure 1, which outlines the stages of coding and theme development using examples from across the data sources. [bookmark: _Toc200311959]Figure 1: Illustrative process of coding and integration across qualitative and quantitative data sources, including examples from the SKIP-Cymru intervention.
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Table 4: Synthesis of Themes Across Teacher, Parent, and Observational Data
	Teacher interview themes
	Parent interview themes
	Observation themes
	Notes on how these were synthesised
	Overarching themes

	Challenges Prior to SKIP-Cymru Training

	-
	-
	Teacher interviews highlighted limited prior knowledge/confidence. This provided a baseline for observed changes post-training.
	

The transformation of teaching practice.


	Impact of Training and Changes in Teaching Practice
	-
	-
	Teachers reported positive changes in delivery and confidence, supported by observational data showing improved engagement and varied teaching approaches.
	

	-
	Impact on Family Dynamics

	-
	Parents described changes at home (e.g., more movement, shared activities).
	


The role of collaboration in fostering engagement.

	-
	Parental Confidence and Increased Awareness 
	Parental confidence

	
	Parents expressed growing confidence in supporting PA which was reflected in observations of increased parental involvement and comfort during sessions.



	

	-
	-
	Parental communication
	Both teachers and parents noted better dialogue and shared responsibility for PA.
	

	Observed Improvements in Children’s FMS
	Child Engagement and Skill Development
	Observed improvements of children’s FMS.
	Improvements reported by teachers and parents were confirmed through observations of skill progression and increased child engagement.
	The benefits of PA on child development.



The following section presents the quantitative findings from parent questionnaires and pre- and post-intervention assessments of children’s fundamental movement skills.

Quantitative Findings
The quantitative findings are presented in two parts: parent questionnaire data and pre- and post-intervention testing of children’s FMS. Each dataset is reported with relevant statistical outcomes to support the qualitative themes.

Parent Questionnaire Results
The parent questionnaires were analysed using SPSS, with twelve parents completing both the pre- and post-questionnaires. The data were evaluated using the Wilcoxon Signed-Rank Test, a non-parametric statistical method suitable for paired samples. This approach allowed for the identification of significant changes attributable to the intervention, even with a small sample size. Effect size was calculated using the r value, derived from the formula r = Z/√N, where Z represents the test statistic and N the total number of observations. According to Cohen (1988), r values of .1 indicate a small effect, values around .3 indicate a moderate effect, and values of .5 or higher indicate a strong effect.
The findings revealed several significant changes. For instance, responses to the question "How confident are you in teaching your child new and different ways to be active?" revealed that scores were significantly higher post-intervention. Testing revealed that at post intervention, parents reported they spent more time exercising in front of their child as the score increased significantly (Md = 3.00, n=12) compared to pre-intervention (Md = 1.00, n=12), z=-2.65, p<0.05 with a large effect size, r=0.57.
However, not all behaviours showed significant changes; for example, questions such as "How often do you go on a walk with your child?" did not display statistically significant differences (p> 0.05), indicating that these behaviours remained relatively stable over the course of the intervention. Overall, the data highlighted areas where the intervention had a measurable impact and others where behaviours were less affected. Most of the significant differences were found in the questions sectioned within the parental engagement and parent confidence areas. Whereas screen time and, inactivity and control and safety questions showed less significant changes. This mixed outcome highlights the complexity of behaviour change and the potential influence of external factors. By applying this robust statistical test, the analysis provided insights into the efficacy of the intervention, highlighting areas of success and opportunities for further improvement. 
Of the 23 questions included in the survey, 10 showed statistically significant changes post-intervention. Notably, 5 out of 12 parent engagement questions reached significance, both parent confidence questions showed statistically significant changes, and 2 out of 4 screen time-related questions were also significant. In contrast, questions relating to control and safety appeared to receive less emphasis, with fewer significant changes observed in these areas.

Pre- and Post-Testing of Children’s FMS Stages
Children’s FMS stages were assessed before and after the six-week intervention with parents, revealing a slight but measurable improvement across key motor skills. A small sample size of 12 children were recorded. A paired samples t-test was conducted using SPSS to compare key FMS of children pre and post parental intervention. 
A significant difference was observed between the pre-test catching skills (M= 2.80, SD=.788) and post-test scores (M=3.62, SD= .70, t(12)=-4.00, p< 0.05). These findings indicate that the intervention positively influenced children’s catching skills, albeit modestly. 
A significant difference was observed between the pre-test kicking skills (M= 2.92, SD=.900) and post-test scores (M=3.33, SD= .778, t(12)=-3.54, p< 0.05). These findings indicate that the intervention positively influenced children’s kicking skills. 
A third significant difference was observed between the pre-test over-arm throwing skills (M= 2.67, SD=0.65) and post-test scores (M=3.08, SD= .514, t(12)=-2.80, p< 0.05). These findings indicate that the intervention also positively influenced children’s over arm throwing skills. 
While the improvements were not dramatic, they highlight the potential for even short-term, targeted interventions to support children’s physical growth. These results also suggest the importance of ongoing parental involvement in reinforcing the skills taught during PE lessons and the intervention sessions.

Summary of Key Findings Across Data Sources
The integration of qualitative and quantitative data provided a richer understanding of the SKIP-Cymru intervention’s impact across both home and school contexts. Improvements in children’s catching, throwing, and kicking skills were consistently observed in interviews and session notes, and were supported by statistically significant gains in movement assessments. Similarly, increased parental confidence was reflected in both interview narratives and questionnaire results. This convergence across methods and participant groups strengthened the credibility of the findings and highlighted the value of a mixed-methods approach in evaluating real-world interventions.
The findings from teacher interviews, parent/carer interviews and observational notes, reveal three overarching themes: the transformation of teaching practices, the role of collaboration in fostering engagement, and the benefits of PA on child development. These overarching themes were developed through a synthesis of qualitative data sources. The quantitative data, including parent questionnaire responses and pre- and post-assessments of children’s movement skills, further support these themes by evidencing measurable improvements in areas such as parental confidence, engagement, and FMS. This alignment between qualitative insights and quantitative outcomes strengthens the validity of the findings and highlights the multifaceted impact of the SKIP-Cymru intervention. However, not all data sources aligned perfectly; for example, while parents consistently reported increased confidence, behavioural measures such as walking frequency showed no significant change. These variations highlight the value of a mixed-methods approach in capturing both subjective experience and measurable change, while also underscoring the complexity of interpreting intervention impact in real-world contexts.
Conclusion
This chapter has presented the findings and results of the SKIP-Cymru programme and parental FMS intervention, drawing on data from teacher interviews, parent interviews, observational notes, parent questionnaires and pre- and post-testing of children’s FMS stages. The analysis highlights the program’s role in addressing challenges faced by teachers and parents, developing skill development and engagement in children, and promoting collaboration within families. These findings underpin the program’s success in enhancing physical and emotional development while empowering educators and families. The following chapter will discuss these findings in relation to the research objectives and broader literature.






















Chapter Five
Discussion

Chapter Introduction
The purpose of this chapter is to interpret and critically evaluate the findings of the study in relation to the research objectives, existing literature, and theoretical frameworks. The chapter seeks to explore how the SKIP-Cymru programme has contributed to a whole-school approach to PA, drawing on data collected from teachers, parents and carers, children, and observational notes. The discussion is situated within the broader context of physical literacy and FMS development in early years education, with an emphasis on collaboration between schools and families. 
This study employed a mixed-methods design, combining qualitative data from staff interviews, parent interviews, and observation notes with quantitative analysis of parents’ questionnaires and FMS test scores. This approach allowed for a comprehensive evaluation of the SKIP-Cymru intervention, capturing not only measurable outcomes but also the lived experiences and perceptions of those involved.
This chapter will first provide a concise summary of the key findings before exploring three overarching themes: the transformation of teaching practice, the role of collaboration and engagement, and the benefits of PA on child development. These themes will be discussed in relation to existing literature, with critical commentary and reflection on the influence of theoretical frameworks. Unexpected results and their implications will also be addressed, followed by a summary and a link to the concluding chapter.

Summary of Key Findings
The findings of the study presented in the previous chapter suggest that the SKIP-Cymru programme had a notable impact across several dimensions of school and home practice, contributing to improved PA engagement, pedagogical change, and strengthened collaboration. Data gathered from multiple sources supported three core themes:
Transformation of Teaching Practice
Teacher interviews revealed that the SKIP-Cymru training played a fundamental role in reshaping how physical education was approached. Prior to the intervention, teachers reported a lack of structure and confidence in delivering FMS-focused lessons. Following the training, participants described a shift in both mindset and practice, emphasising greater intentionality in lesson planning, increased confidence in delivering structured activities, and integration of movement-based tasks beyond PE lessons into classroom routines.
Collaboration and Engagement
The parent-focused element of the intervention resulted in improved awareness of FMS and increased confidence among parents in supporting their children’s physical development. Parents described gaining new strategies for engaging their children in PA and recognised the developmental stages underpinning movement skills. Observational data supported these insights, showing increasing parental engagement across the six-week intervention and highlighting the power of child-led activities to encourage shared participation. Notably, communication strategies such as class messages played a key role in improving session attendance and involvement. However, session dynamics were impacted by group size, with larger sessions leading to more lively engagement but reduced structure. This aligns with constructivist theories which promote child-led learning through active participation and exploration (Piaget, 1964)
Benefits of PA on Child Development
Across both teacher and parent feedback, as well as pre- and post-assessments, improvements were observed in children's motor skills, including catching, kicking and throwing. Teachers linked these physical gains to improvements in other developmental areas such as handwriting and confidence. One teacher noted, ‘I’ve noticed children who struggled with fine motor skills are starting to have more control, and I really think that’s all linked to the gross motor skills we’re working on in PE’ (T1). Parents also reported their children’s increased enthusiasm for active play and independence in initiating physical games at home. One parent commented, ‘They now make up their own obstacle courses and insist we join in… it’s so fun to see them take the lead’ (P1).

While these responses suggest a positive impact of the intervention, they should be interpreted with caution. The findings are based on self-reported experiences and occurred over a short timeframe. Factors such as seasonal changes, concurrent classroom themes, or the novelty of researcher involvement may have influenced behaviours. Although these accounts align with Bandura’s (1986) concept of observational learning and parental modelling, it is important to avoid over-attributing behavioural change solely to the intervention without considering other variables.
Quantitative data showed statistically significant improvements in several key FMS, supporting the qualitative reports of progress. Furthermore, parents perceived broader emotional and social benefits, including enhanced focus, reduced screen time, and more positive family interactions. One parent stated, ‘It’s better than trying to get them off the iPad or TV! Now they want to play games with us instead’ (P3).
Together, these findings suggest that the SKIP-Cymru programme functioned as a successful whole-school and whole-family intervention, promoting both pedagogical shifts and family-level engagement in PA.

Transforming Teaching Practice through Targeted Training
One of the most prominent findings of this study was the transformative effect of the SKIP-Cymru training on teachers’ confidence, pedagogical approaches, and their understanding of FMS. Prior to the intervention, teachers described their PE lessons as “basic and lacking structure” (T1), often feeling uncertain about how to deliver activities that meaningfully supported physical development. This lack of confidence and clarity is widely reported in the literature, particularly among early years and primary practitioners, many of whom receive limited training in physical education during initial teacher education (Harris, 2013; McEvilly, 2022).
The SKIP-Cymru programme appeared to address this gap by offering targeted, practical training that emphasised developmental progression in FMS, the use of visual and verbal cues, and accessible lesson structures. Teachers in this study reflected positively on the clarity and usefulness of this training. For instance, one teacher referred to the training as ‘eye-opening’, particularly in its focus on balance, coordination, and spatial awareness (T2). One teacher reflected, ‘I feel so much more confident... I know how to support them as they develop those skills’ (T1). While teachers reported increased confidence and structured delivery, these reflections may have been influenced by their awareness of the researcher’s dual role as both practitioner and evaluator. Furthermore, perceived improvements may be shaped by the positive framing of the training itself or the supportive ethos of the school, both of which could contribute to response bias. These reflections are echoed in previous research, which has emphasised the importance of clear, practical frameworks for teachers when aiming to embed physical literacy within early years education (Whitehead, 2010; Morgan and Bourke, 2008). This is consistent with the definition and principles of physical literacy, where motivation, confidence, and knowledge are emphasised.
The observed changes in teaching practice were consistent with the principles of physical literacy, which emphasise the integration of competence, motivation, confidence, and knowledge in supporting lifelong engagement in PA (Whitehead, 2010). The literature suggests that when teachers are empowered with appropriate tools and pedagogical content knowledge, they are more likely to feel competent and motivated to deliver high quality PE (Armour and Yelling, 2007). This was evidenced in the current study, where teachers not only redesigned their PE lessons but also integrated movement-based tasks into other areas of classroom provision. For example, one teacher explained, ‘We started using movement tasks like jumping or crawling as transitions during lessons, it’s made a big difference’ (T3). These practices align with the concept of a whole-school approach to PA, where movement is embedded throughout the school day, not restricted solely to PE lessons (McMullen et al., 2016).
Importantly, the shift in teaching practice reported by participants in this study went beyond technical improvements; it also reflected a broader re-conceptualisation of the role of PA in child development. One teacher noted that they now understood that “just running around isn’t enough” (T3), indicating a transition towards intentional and developmental approaches to planning movement activities. This reflects the principles of physical literacy, which Whitehead (2010) argues requires educators to consider physical competence alongside motivation, confidence, and knowledge.
The impact of training was particularly evident for the teacher who had recently moved from KS2 to FP. Initially struggling to adapt to the developmental needs of younger children, T3 described feeling ‘more capable’ and noted that the training helped them ‘understand what the children needed and how to structure PE properly for them’ (T3), following the SKIP-Cymru sessions. This supports the argument that stage-specific training is essential for developing pedagogical awareness in PE, as different age groups require distinct approaches for skill acquisition and motor learning (Hardman and Green, 2011).
Quantitative data further supported the qualitative findings. Children demonstrated statistically significant improvements in key motor skills: catching (t(12) = -4.00, p < .05), kicking (t(12) = -3.54, p < .05), and over-arm throwing (t(12) = -2.80, p < .05). However, the absence of a standardised assessment tool, such as the Test of Gross Motor Development (TGMD-3), presents a limitation. Although developmental staging was chosen for its practical suitability within the school setting, it introduces a level of subjectivity that may affect the reliability of results. As a teacher-researcher, the familiarity with the children could also have inadvertently influenced observations. Future studies would benefit from incorporating validated tools and independent assessors to improve objectivity and strengthen the robustness of findings. These findings are in line with Morgan et al. (2013), who found that teacher-led FMS instruction can lead to measurable motor skill gains when delivered with consistency and structure.
While the positive outcomes were clear, it is important to contextualise them. In this study, SKIP-Cymru had already been adopted as a whole-school initiative. All staff received several days of in-person training as well as access to online resources. This multi-format approach likely enhanced both understanding and implementation. However, literature suggests that for changes to be sustained, professional development must remain ongoing and supported by the wider school culture (Armour, 2010). Follow-up support, leadership engagement, and peer learning communities may be necessary to maintain long-term practice change. This reflects findings from social learning theory, which holds that professional growth is shaped not only by knowledge acquisition, but also by ongoing modelling, reinforcement, and shared expectations within communities of practice (Bandura, 1977).
Overall, the findings from this study contribute to a growing body of evidence that underpins the importance of context-specific, developmentally informed training in physical education. The SKIP-Cymru programme effectively addressed teachers’ confidence and competence, enabling them to shift from passive delivery to intentional, engaging practice that supports holistic development. These outcomes suggest that equipping teachers with a deeper understanding of FMS is a critical step in advancing a whole-school approach to PA.

Collaboration and Parental Engagement
The role of collaboration between schools and families emerged as a central theme in this study, highlighting the value of shared responsibility in promoting children’s physical development. While SKIP-Cymru promotes whole-school engagement, the six-week parent-focused intervention in this study was designed and delivered by the researcher using the core principles and movement cues of the SKIP-Cymru programme. It was not part of the formal SKIP-Cymru delivery model but adapted to meet the needs of this particular school and research context. This targeted intervention aimed to enhance parental awareness of FMS and equip families with practical strategies for supporting active play at home. The results indicate that the sessions helped increase parental confidence and led to more physically active and engaged family routines. This supports research (Haddad et al., 2018) that highlight family-school collaboration as an effective strategy for improving PA outcomes.
These findings support a growing body of literature that positions parental involvement as a critical factor in children’s educational and developmental outcomes (Epstein, 1989; Goodall and Montgomery, 2023). Parents in the study described the intervention as ‘eye-opening,’ particularly in relation to their understanding of developmental movement stages. One parent reflected, ‘Nobody ever told us about the stages of moving and how shoulder and arm development can help with other things’ (P2). This aligns with research by Brockman et al. (2009), which found that when parents understand the purpose and value of PA, they are more likely to encourage and facilitate it within the home.
This was reinforced by quantitative results from the parent questionnaires. Statistically significant increases were recorded in parental confidence, particularly in responses to “How confident are you in teaching your child new and different ways to be active?” Parents also reported a marked increase in modelling behaviours, such as exercising in front of their child (p < .05, r = 0.57), suggesting that the intervention supported observable changes in home routines. These changes are in line with Bandura’s theory, which suggests that children learn not only by doing but also by observing significant adults in their environment. In this context, parents served as role models, reinforcing behaviours introduced during the sessions.
However, behaviour change was not uniform across all areas. While parental confidence increased, questions such as “How often do you go on a walk with your child?” and those related to screen time and control, showed less significant change. This highlights the limitations of short-term interventions in shifting broader routines and suggests that additional barriers, such as time, environment, or competing priorities, may influence outcomes. These findings align with ecological systems theory, which highlights how individual change is shaped by interactions across multiple levels, including interpersonal, organisational, and environmental factors (Bronfenbrenner, 1979). In this context, parental involvement functions as a key influence within the child’s microsystem.
An important insight emerged in relation to session dynamics, particularly in week five, where a larger group of parents and children attended the intervention. While this created a lively and energetic atmosphere, it also led to a noticeable reduction in the structure of activities. This tension between engagement and structure is well-documented in educational settings. Blatchford et al. (2003) note that while larger group sizes can generate enthusiasm and peer interaction, they may hinder the ability of facilitators to deliver targeted support or maintain clear instructional goals. In this case, the larger session size may have diluted the focus of skill-specific activities, leading to more generalised play rather than structured FMS development. These findings suggest that future delivery may benefit from capped group sizes or additional facilitators to preserve session quality while maintaining strong attendance.
The findings also demonstrate that collaboration extended beyond the sessions themselves, influencing day-to-day family routines. Parents reported bringing equipment (such as balls) from the sessions to parks and beaches, integrating movement into leisure time and reducing reliance on screen-based activities. One parent explained, ‘We now take a ball or something from the sessions with us to the park or beach, and our child gets so excited to play’ (P1). This shift is supported by evidence that structured programmes which link school and home environments are more effective at creating lasting behaviour change (Hinkley et al., 2008; Hesketh et al., 2012). In addition, parents felt more confident in supporting their children’s physical growth, having learned cues and techniques such as the “hands ready” approach for catching. One parent commented, ‘Learning about cues like “hands ready” was so helpful… it’s something simple I can use at home, and it’s already making a difference in how they catch’ (P2). This reflects the value of equipping parents not just with knowledge, but with simple, practical tools they can use in daily life.
Taken together, these findings demonstrate that collaboration between families and schools can enhance children's engagement in PA, particularly when parents are equipped with both knowledge and simple, usable strategies. As supported by the Welsh Government (2019), whole-school and community-based approaches offer a strong foundation for sustainable change. The inclusion of parents as active participants not only reinforced movement behaviours at home but also strengthened the continuity between school-based learning and everyday family life.

The benefits of PA on child development
A third major theme identified across all data sources was the wide-ranging developmental benefits observed in children participating in SKIP-Cymru-informed PE lessons and the six-week parent-led intervention. These benefits spanned physical, emotional, and social domains, highlighting the broader value of movement-based learning in early childhood.
From a physical development perspective, both teachers and parents reported visible improvements in children’s FMS, such as balance, coordination, hopping, and catching. One teacher observed, ‘the children’s balance and coordination are way better than before’ (T1), while a parent shared, ‘They love kicking a football now, whereas before they would never do that with dad’ (P3). These perceptions were further supported by the quantitative results, which showed statistically significant gains in children’s FMS, including catching (t(12) = -4.00, p < .05), kicking (t(12) = -3.54, p < .05), and over-arm throwing (t(12) = -2.80, p < .05). While the improvements were modest, they reinforce the potential of short-term, targeted interventions to enhance motor development. These findings are in line with Barnett et al. (2016), who argue that early mastery of FMS is strongly associated with increased PA participation later in life. In this study, several parents described a shift in their child’s activity levels, with one noting, ‘They now love kicking a football and making up games, before, they’d never have done that with dad’ (P3).
These improvements also resonate with the concept of physical literacy, which positions physical competence as one of several interconnected domains, including confidence, motivation, and knowledge, that contribute to lifelong engagement in movement (Whitehead, 2010). Teachers in this study observed that children who had previously struggled with confidence or hesitated to take part in PE were now more engaged and willing to participate. One teacher noted, ‘I’ve noticed children who used to hang back are now excited to join in, they’re proud of what they can do’ (T3). Parents similarly noted that children were taking pride in their achievements and initiating PA at home. One parent shared, ‘They now make up their own obstacle courses and insist we join in, it’s so fun to see them take the lead’ (P1). This suggests that the intervention not only supported skill development but also helped children to internalise movement as a positive and enjoyable part of their daily routines.
Further insights came from observational data, which highlighted the value of child-led activities in sustaining both engagement and progression. By the final weeks of the intervention, children were initiating obstacle courses, suggesting games, and encouraging parent involvement. Observational notes from week 6 recorded that ‘children were independently creating games and leading activities, with some even directing their parents on what to do next’ (Observation Week 6). This aligns with constructivist learning theory, which suggests that children learn most effectively when they are active participants in shaping their own learning experiences (Chen, Ennis and Sun, 2007; Piaget, 1964). The opportunity to take ownership of physical play helped children build confidence, apply new skills in self-directed contexts, and reinforce their learning through repetition and experimentation.
These outcomes can also be interpreted through the lens of self-determination theory (Deci and Ryan, 1985), which emphasises autonomy, competence, and relatedness as essential for developing intrinsic motivation. Children in this study were not only acquiring movement skills but doing so in a context that supported all three of these psychological needs: they had autonomy in choosing and leading activities, developed competence through practice, and experienced relatedness by engaging with parents and peers. This combination likely contributed to sustained motivation and a willingness to apply movement skills beyond the structured sessions.
Beyond physical development, the findings also pointed to benefits in areas such as concentration, emotional wellbeing, and family interaction. Teachers described improved focus and self-regulation among pupils, while parents noted reduced screen time and increased shared activity. One teacher observed, ‘They’re more focused after PE now… it’s like they get it out of their system and come back ready to learn’ (T2). A parent added, ‘It’s better than trying to get them off the iPad or TV! Now they want to play games with us instead’ (P3). These wider developmental outcomes are often overlooked in narrow evaluations of PE but are supported by broader PA research, which identifies movement as foundational to children’s holistic development (Stodden et al., 2008a).

Summary
This chapter has critically explored the findings of the study in relation to the research objectives, literature, and relevant theoretical frameworks. The data gathered through interviews, observations, questionnaires, and FMS testing revealed three key themes: the transformation of teaching practice, the importance of collaboration and parental engagement, and the benefits of PA on child development.
The SKIP-Cymru training was shown to improve teacher confidence, planning, and delivery of movement-based activities, aligning with principles of physical literacy and a whole-school approach to PA. The parent intervention, designed and delivered by the researcher using SKIP-Cymru principles, helped increase parental awareness, confidence, and role modelling behaviours. These outcomes were underpinned by social learning theory and constructivist perspectives, which supported the observed increases in child-led activity and motivation. While several measurable gains were reported, the chapter also reflected on mixed behavioural outcomes and contextual factors that may have limited certain changes.
Throughout the discussion, theory was used to interpret key findings and illuminate how motivation, confidence, and autonomy were supported across settings. 
Together, the findings contribute to the evidence base for whole-school, community-linked approaches to PA in the early years. These findings directly respond to the research questions by highlighting how SKIP-Cymru influenced early years teaching practice, enhanced parental engagement, and supported measurable improvements in children’s FMS. They also reinforce the value of using theoretical frameworks such as ecological systems theory and physical literacy to understand how interventions like SKIP-Cymru operate within and across school and home environments. The following and final chapter will draw together the conclusions from this research, consider strengths and limitations of the study, the implications for practice and policy, and offer recommendations for future development and research in this field.

























Chapter Six
Conclusion

Chapter Introduction
This study set out to evaluate the SKIP-Cymru programme as a whole-school approach to physical literacy within an educational setting. Using a mixed-methods case study design grounded in a pragmatic philosophical stance, the research sought to understand how the programme influenced teaching practices, parental engagement, and children’s physical development. By drawing on multiple data sources, including staff and parent interviews, observational notes, questionnaires, and FMS pre- and post-testing, the study provided a holistic exploration of the SKIP-Cymru intervention.

Summary of Key Findings
The findings indicated that SKIP-Cymru had a meaningful impact across multiple levels of the school and family environment. Three overarching themes emerged from the data: the transformation of teaching practices, the role of collaboration and engagement, and the benefits of PA on child development. These findings align with the theoretical underpinnings of physical literacy, constructivist learning theory, ecological systems theory, and self-determination theory, each of which contributed to the interpretation of results.
The study found that the SKIP-Cymru training significantly enhanced teacher confidence, pedagogical knowledge, and practice. Teachers moved from delivering unstructured, routine PE sessions to implementing developmentally appropriate, intentional movement activities that extended beyond PE and into the classroom. This pedagogical shift reflects a move towards a holistic approach to physical literacy that integrates confidence, motivation, knowledge, and physical competence into daily routines. Quantitative findings supported these observations, with improvements in children’s FMS such as catching, kicking and throwing.
The parental intervention designed and delivered using SKIP-Cymru principles, enhanced awareness and confidence among parents. Parents reported increased understanding of movement stages and a willingness to support PA at home, while children demonstrated greater autonomy and enthusiasm for physical play. Observational data further confirmed that child-led learning and shared participation encouraged deeper engagement. However, the impact of the intervention varied depending on group size, parental consistency, and environmental factors, echoing findings in the literature about the complexity of behaviour change.

Contributions to Knowledge
This study contributes to a growing body of evidence supporting whole-school and family-based approaches to physical literacy. While previous research has acknowledged the potential of physical literacy as a lifelong enabler of PA, this study adds practical insight into how teacher training and targeted parental engagement can translate theory into tangible change within a primary school setting.
By embedding SKIP-Cymru principles across school and home contexts, this research demonstrates the value of integrating pedagogical and relational strategies. It supports arguments for including families as active agents in movement development and confirms that when provided with the right tools, both educators and parents can positively shape children’s physical, emotional, and cognitive development.
Furthermore, the study affirms the relevance of theoretical frameworks such as ecological systems theory and social learning theory in shaping intervention design and delivery. It reinforces the view that physical literacy is not solely a school responsibility but a shared commitment between key microsystem actors, such as educators and parents.

Implications for Practice
This research highlights several actionable implications for early years education and whole-school physical literacy planning. First, there is a clear need for sustained, stage-specific training for early years teachers in FMS and physical literacy. Initial teacher education should embed developmentally appropriate PE content, while schools should offer ongoing CPD that includes modelling, feedback, and resource support.
Second, parental involvement should not be an optional add-on but a planned, structured element of any physical activity intervention. This study found that simple strategies such as co-play sessions, basic take-home equipment, and weekly prompts via school messaging systems, can increase both parental confidence and children’s active engagement at home. Schools could integrate these practices within their health and well-being AoLE. These implications directly support the aims of national policy initiatives such as the Curriculum for Wales (2022) and the Well-being of Future Generations Wales Act (2015), both of which prioritise holistic development and equitable access to health-enhancing behaviours from the early years.
Third, delivery models should consider group size and support ratios. Larger sessions may boost enthusiasm but require careful facilitation to ensure that individual development is not compromised. Where possible, keeping groups small or adding additional facilitators may help preserve both engagement and instructional focus.
Finally, school leaders and curriculum coordinators may consider embedding physical literacy into whole-school development planning, not just within PE, but as a cross-curricular theme aligned with the Health and Well-being AoLE.

Limitations
While the findings of this study are encouraging, several limitations must be acknowledged. The sample size for both qualitative and quantitative data was small, and the research was conducted within a single school. As such, the findings cannot be generalised without caution. Although triangulation of data enhanced validity, the influence of contextual factors such as staff enthusiasm, leadership support, and school culture, may not be replicable in all settings. In addition, the self-selecting nature of parental participants may have introduced bias, with those already motivated or confident in supporting PA more likely to engage. The researcher’s position within the school community may also have influenced participant responses, either through increased trust or perceived expectations.
The short duration of the parental intervention (six weeks) limited the scope for observing long-term behaviour change. Although statistically significant improvements were recorded in parental confidence and modelling behaviours, other domains, such as walking frequency and screen time, showed limited change. This reflects the challenges of shifting entrenched routines in a short timeframe and highlights the need for longer-term follow-up.
These results should also be interpreted within the limitations of a short-term intervention. While children showed measurable gains in FMS, the continuation of these benefits may depend on ongoing opportunities for both structured and unstructured PA, in school and at home. These findings support wider calls for sustained investment in early years movement programmes and consistent reinforcement of PA behaviours across multiple contexts (Jones et al., 2011).
The decision not to use a standardised FMS tool such as the Test of Gross Motor Development (TGMD) (Ulrich, 2019) was based on pragmatic constraints, but it may have limited the precision of physical development measures. Future research could strengthen the rigour of outcome measures by incorporating validated assessment tools.

Recommendations for Future Research
Future studies could explore the longitudinal impact of SKIP-Cymru-based interventions by assessing outcomes over a full academic year or longer. This would provide insight into whether improvements in FMS, teaching practice, and parental engagement are sustained over time. Larger-scale studies involving multiple schools would also allow for comparative analysis and the exploration of contextual variables such as school ethos, leadership, and community demographics.
Research could further investigate the relationship between child-led activity and skill development, particularly in early years contexts. The finding that children began initiating their own games and encouraging parent participation was an unexpected strength of the intervention and could be explored more systematically through child voice methodologies. Incorporating children’s perspectives through techniques such as drawings, photos, or child-led interviews could enrich understanding of how young learners engage with PA interventions.
Additional research is also needed on the impact of session dynamics, particularly in relation to group size and facilitator-to-participant ratios. The study found that larger group sizes, while generating enthusiasm, reduced session structure and focus. Exploring how to manage these dynamics could inform more effective delivery models for early years interventions.
Finally, further investigation into the inconsistency of behaviour change is warranted. While improvements were seen in parental confidence and modelling, behaviours related to screen time and walking frequency remained largely unchanged. Research could examine the types of support or environmental adjustments that help convert increased awareness into sustained action, particularly in families facing time, space, or routine-based barriers.

Final Reflections
This study set out to explore the impact of SKIP-Cymru as a whole-school approach to physical literacy. What emerged was not only evidence of improved teaching and family engagement but also a compelling argument for rethinking how physical development is prioritised in early years education. The success of SKIP-Cymru lies not just in its training materials or movement cues, but in its capacity to bring schools and families into partnership.
By recognising physical literacy as a multidimensional, lifelong journey that begins in the early years, and by equipping those closest to the child with the tools to support this journey, SKIP-Cymru offers a powerful model for sustainable change. The findings demonstrate not only improvements in children’s movement competence but also meaningful gains in confidence, motivation, and autonomy which are key attributes of physical literacy.
Continued investment in whole-school, family-linked, and child-centred strategies will be key to ensuring that every child has the opportunity to grow as a confident, competent, and motivated mover for life.
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Appendix A: Participant Information Sheet

Study Title: Evaluating the SKIP-Cymru Programme as a Whole-School Approach to Physical Literacy
Researcher: Rachel Hellier
Institution: University of Wales, Trinity, Saint David
Programme: MA Sports, Physical Education and Physical Literacy
Supervisor: Nalda Wainwright

What is this research about?
You are being invited to take part in a research study evaluating the SKIP-Cymru programme, which supports fundamental movement skills (FMS) and physical literacy in school-aged children. The study explores how this programme affects teaching practice, family engagement, and children's physical development.

Why have I been invited?
You have been invited to take part because you are a parent or carer of a Reception-aged child who is taking part in Physical Education lessons delivered using the SKIP-Cymru program.

What will taking part involve?
If you choose to take part:
- You may be asked to participate in a short interview (30–45 minutes)
- You may be asked to complete a questionnaire before and after the sessions
- You may be observed during parent/child physical activity sessions

Participation is entirely voluntary and you can withdraw at any point before the data is analysed.

Will my data be kept confidential?
Yes. All responses will be anonymised. You will be referred to using a code. No personal identifiers will be used in the final report.

What are the risks and benefits?
There are no known risks. This study may help improve the delivery of physical literacy programmes in schools and better involve families in physical activity.

Who has reviewed this research?
This research has received ethical approval from UWTSD.

What if I have questions?
You can contact me at:
Email: hellierr@hwbcymru.net


Thank you for considering participation.

Appendix B: Consent Form

Study Title: Evaluating the SKIP-Cymru Programme as a Whole-School Approach to Physical Literacy

☐ I have read and understood the participant information sheet.
☐ I understand I can withdraw at any time without giving a reason.
☐ I agree for my data to be anonymised and used for academic purposes.
☐ I agree to be interviewed / complete a questionnaire / be observed (delete as appropriate).
☐ I understand how my information will be used and stored.

Name of participant: ___________________________
Signature: ___________________________
Date: ___________________________

Name of researcher: ___________________________
Signature: ___________________________
Date: ___________________________











Appendix C: Sample Teacher Interview Transcript (Anonymised)

The excerpt below has been anonymised and lightly edited for clarity. The participant is referred to as T1 throughout.

Interviewer: Before you had training from SKIP, how did you feel about teaching PE? Were there any challenges that you found difficult?
T1: Before SKIP, I kind of felt like I was doing the basics, running around, simple games, that sort of thing. I didn’t always feel like I was doing the right thing with the younger children. They’re still learning fundamental skills like balance and coordination, and I wasn’t always sure how to support that in PE.

Interviewer: How did you find the training process when you started?
T1: Honestly, the training was so much more straightforward than I expected. We got to try out the activities ourselves. I remember thinking, ‘Why has nobody ever taught me how to teach PE like this before?’

Interviewer: Did you notice any changes in the children’s skills or their engagement with PE?
T1: Absolutely. The children’s balance and coordination are way better than before. Some of them couldn’t hop or jump properly at first, and now they’re doing it with control. Their confidence has definitely grown.

Interviewer: Do you feel like SKIP has made a difference in your own teaching practice as well?
T1: Yes, absolutely. I feel so much more confident in my ability to teach PE now. I have a clear structure and purpose behind each lesson. It’s been empowering for me as a teacher, as well as for the children.




Appendix D: Observation Notes Excerpt (Week 1)

The following is an anonymised excerpt from the observational notes recorded during Week 1 of the parent-child FMS intervention sessions. The session theme was Running and Galloping.

• 11 parents attended.
• Some parents were initially reluctant to join in with the activities. Only one parent volunteered during the demonstration of movement stages.
• Parental engagement improved once the children entered the hall.
• One parent needed encouragement to participate and brought a toddler sibling, which occasionally disrupted their focus.
• Another parent spoke about how active they are at home and showed high engagement in the session.
• Several parents appeared very engaged, smiling and laughing with their children. Child-led play emerged naturally, and activities were adapted to reflect children’s preferences.
• Most children demonstrated strong running skills. Galloping needed more support, and themed games (e.g., mimicking horse riding) were used to improve this.
• One child requested equipment (plastic hockey sticks) to support imaginative galloping, these were introduced successfully and well-received by the group.












Appendix E: Parent Questionnaire (Questions 1-13)

1. How often do you exercise in front of your child?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

2. How often do you play active/physical games with your child (such as playing with a ball or chasing games)?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

3. How often do you go on a walk with your child?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

4. How often do you say positive things to motivate your child to be more active?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

5. How often do you play a sport or active game together as a family?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

6. How often do you give your child choices of what physical activities to do?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

7. How often do you allow your child to pick an active game to do together?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

8. How often do you dance with your child?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always
9. How often do you teach your child that being active is good for his/her health?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

10. How often do you take your child to an organised physical activity session such as games, dance or sport practice in which he/she is enrolled?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

11. How often do you take your child to the park?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

12. How often do you help your child improve at sports or active games?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always

13. How confident are you in teaching your child new and different ways to be active?
   ☐ Never   ☐ Rarely   ☐ Sometimes   ☐ Often   ☐ Always
Appendix F: Example of FMS Staging Data

Below is an anonymised example of how children’s fundamental movement skills (FMS) were staged before and after the intervention. The scores reflect developmental progression in catching, kicking, and overarm throwing.

	Child ID
	Catching (Pre)
	Catching (Post)
	Kicking (Pre)
	Kicking (Post)
	Overarm Throw (Pre)
	Overarm Throw (Post)

	2
	2
	3
	1
	2
	2
	3
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Teacher interviews, Parent/carer interviews, Observations, Questionnaires, FMS tests
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OPEN CODING

E.g. “more confident in PE”, “loved making obstacle courses”, “hard to teach skipping”, “hands ready”
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AXIAL CODING

Grouped into: "Teacher Confidence", "Child Engagement", "Parental Support", "Skill Challenges"
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SELECTIVE CODING

Synthesised into broader patterns across participants and sources
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INTEGRATED THEMES

- Transformation of Teaching Practice (e.g. more structured PE, better teacher confidence)
- Role of Collaboration (e.g. parent-child games, improved communication)
- Benefits of Physical Activity (e.g. improved skipping, catching, confidence)
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TRIANGULATION

E.g. Teacher reports of improved motor skills + Observations of better 'rainbow throws' +
FMS test results showing significant improvement in catching and kicking +
Parent questionnaires showing increased confidence post-intervention





