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Abstract
Background: Physical experiences in early childhood education are important in relation to children’s physical and mental development. Developing and fostering physical literacy is an integral part of the British Columbia (BC) Physical Education (PE) curriculum. Actual and perceived physical competence are a fundamental part of physical literacy. As such, numerous studies have examined the association between both constructs in children, especially during the early ‘foundational years’.
Objectives: The main objective of the present study was to examine the effects of an 8-week (16, 45-minute sessions) motor skill program on physical and perceived competence of children at two different ages (6 and 9). Therefore, this study was an attempt to better understand how a motor skill program effects both perceived and actual physical competence and how this changes as the children develop. A secondary objective was to examine how the findings may contribute to the participants’ overall physical literacy. 
Methods: This study used a mixed-methods, post-positivistic research approach using both quantitative and qualitative data. Pre and post intervention measures of the object control and locomotor subscales of the Test of Gross Motor Development 3rd edition (TGMD-3) were completed by all participants (N=61, ages 6-9 years old). An evaluation was completed using the Pictorial Scale of Perceived Movement Skill Competence to assess the participants perceived competence. Acting as a participant observer, field notes and video analyses were used to identify common themes that could complement the quantitative data and add to the robustness of the research during the 8-week motor skill intervention of SKIP.
Results: Two separate (Group x Pre-Post Intervention) analysis of variance with repeated measures yielded a significant improvement in motor skill scores (Significance = <0.001, F(138.149) = 0.303, P=<0.001). This improvement is also significantly correlated with the student’s perceived competence as majority of participants showed an increase in understanding of their physical abilities following the intervention. The qualitative findings displayed that students demonstrated increasing levels of participation and confidence in their motor skill abilities over the 8-week implementation of SKIP. 
Conclusion: The implementation of an 8-week SKIP program significantly impacted actual and perceived motor competence. The strength of the relationship between motor competence and perceived motor competence in children during the primary elementary school years starts as low and increases as they get older as they become more aware of their actual abilities. This progression can be influenced by a motor skill intervention, with the current data demonstrating a strong association between the motor skill program and the participants’ overall physical and perceived competencies. 





Chapter 1
Introduction
Physical literacy is a multidimensional concept progressively linked to physical and health education (Cairney et al., 2019), a core area of study in the Canadian education curriculum. There are several different definitions of physical literacy, all of which include similar components of physical competence, motivation, confidence, knowledge, understanding and behaviour (ParticipACTION et al., 2015). At its core, Whitehead (2010) defines physical literacy as the “motivation, confidence, physical competence, knowledge and understanding to value and take responsibility in engagement in physical activities for life” (p. 11-12). Whitehead’s definition sets it apart from others due to its heavy philosophical and holistic focus on education while concentrating on the embodied and lived experience. Cairney and colleagues (2019) provide a model of physical literacy for health that connect all these components and describe physical literacy as a primary determinant of health and disease through exposure to physical activity. 
Physical education (PE) has been identified as one of the most suitable ways to develop physical literacy (Logan, Webster, Getchell, Pfeiffer & Robinson, 2015). Whitehead (2010) played a critical role in convincing researchers and educators of the value of physical activity in schools, which began during her seminal work defining physical literacy and then recognizing new ways of thinking about the body and mind, which can be described as the embodied experience. The main focus of physical literacy shifted to the idea that “movement and our embodied dimension play a crucial role in life as we know it” (Whitehead, 2013, p. 18). This fostered a new way of thinking about PE, as the preventative health benefits of participating in a high quality PE program provide various life skills and promote positive attitudes towards physical exercise. It is widely accepted that physical activity participation is an important health determinant (Logan et al., 2015). Therefore, the behaviours and attitudes regarding physical activity adopted during the elementary school years have the potential to form lifelong habits. The goal of PE in schools is to give students an environment to develop affectively, cognitively and socially (Usher, Edwards & de Meyrick, 2015). As an elementary school PE specialist teacher, it is my goal to promote this monist view and provide students with the tools necessary to be physically active over their lifespan, which is especially important for them to learn during the primary ‘foundational’ years (Wainwright, Goodway, Whitehead, Williams & Kirk, 2018). Consequently, I recognized that one area of physical literacy that could use improvement in the students is their physical competence and perceived competence. Virtually all definitions of physical literacy include competence in movement skills as a core domain (Dudley et al., 2017). At the beginning of my time as an educator, I immediately noticed some of my adolescent students (Grade 6 and 7) having low levels of gross motor competence. It made me wonder what effects an early motor skills intervention program could have had on these students’ development and understanding of movement and how the strength of these effects changes as they get older. This observation coincides with current research findings, which acknowledges alarmingly low levels of motor competence in children and adolescents (Barnett et al., 2016). Motor competence refers to the degree of proficiency in performing a wide range of motor skills and the underlying mechanisms required in daily life activities (Robinson et al., 2015). Perceived competence, in this context, refers to a child’s perception of his or her motor competence (De Meester et al., 2016) and this changes across their developmental time (Harter, 1999). Motor competence development is an important aspect of physical literacy as it is associated with a range of health outcomes, including physical activity throughout life (Barnett et al., 2016). The literature identifies the health benefits associated with motor competence, as currently only 50% of children demonstrate competency in a broad range of skills (Barnett et al., 2016). 
 The recurrent nature of the connections between the various components of physical literacy emphasises the positive cycling engagement that links physical competence to its affective and motivational elements. Thus, physical competence and perceived competence play an important role in helping children develop healthy and active lifestyle habits (Barnett et al., 2016). Therefore, the primary objective of this study was to better understand the effects of a motor skills intervention on students’ perceived competence and physical competence. Actual motor skills of the students (6 and 9 year of age) were assessed using the TGMD-3 and perceived motor competence was evaluated using the Pictorial Scale of Perceived Movement Competence (Barnett et al., 2015). I hypothesized that all of the children would demonstrate similar or higher levels of locomotor and object control skills following the intervention as well as improvements in their perceived motor competence. Along with this testing, qualitative data was generated to examine and complement the quantitative results. The next chapter reviews the existing literature and research surrounding this topic and demonstrates rationale for the chosen research study. Chapter 3 outlines the research design and methodology. Chapter 4 reports the results and findings from the research. Chapter 5 discusses the findings in relation to previous research, as highlighted in Chapter 2. Chapter 6 draws conclusions, highlights areas for further research and concludes by identifying the strengths and limitations of the study 




Chapter 2
Review of Literature
	This literature review positions the research question in relation to current knowledge and understanding, specifically about how a motor skill intervention can influence children’s physical development and physical competence at two different ages (6 and 9). In this literature review, understanding physical literacy as a phenomenon and how it gives the context for this area of research is discussed. This chapter explores the literature behind why motor skill development is so relevant during the elementary school years. It will then discuss the development of physical and perceived competence levels and how a motor skill program may contribute to physical literacy. This chapter also includes the theoretical framework that underpins the studies of a motor skill program and motor skill development. Reasoning and theoretical rationale for using the motor skill program, SKIP, in this research project, is explained using Dynamic Systems Theory (Thelen, 1989) and Newell’s Constraints Theory (1986).
According to the International Physical Literacy Association (IPLA), the concept of physical literacy can be described as “the motivation, confidence, physical competence, knowledge and understanding to value and take responsibility for engagement in physical activities for life”. Research shows that quality PE may be the best opportunity for children to develop their physical literacy (PHE Canada, 2010). A growing body of literature focuses on this link between physical literacy and PE and how physical literacy should be the overarching goal of PE (BC Curriculum, 2022). Being physically literate benefits the whole person as it recognizes the value of embodied engagement to human existential development (Whitehead et al., 2018). Physical literacy is a concept developed from a philosophical study of monism, existentialism and phenomenology with Whitehead’s early work in the late 1990’s and early 2000’s being a key influence on the development of this concept. Whitehead’s research brought awareness to the broad concept of physical literacy and her work helped define physical literacy as universal, on the grounds that all living humans are embodied and interacting with the world (Whitehead, 2001). Whitehead (2001) also defined physical literacy as not simply a pure bodily capacity, but rather a “holistic engagement that encompasses physical capabilities embedded in perception, experience, memory, anticipation and decision making” (p. 131). Almond (2013) supports this notion as he explains the value of physical literacy as fostering a fundamental human capability which has the potential to enhance and enrich quality of life. Understanding the complexity of physical literacy as a phenomenon is important, especially in regard to this study, as “phenomenology is seeking realities, not pursuing truth” (Mortari & Tarozzi, 2010, p. 18). 
One significant underlying construct of physical literacy is perceived motor competence, which De Meester et al. (2016, p. 2) define as one’s perception of his/her actual motor competence level. Additionally, De Meester et al. (2016) discuss a lack of research examining the relationship between actual motor competence and perceived motor competence and how this makes it difficult to draw on conclusions regarding the strength of the relationship between these two factors. Since perceived motor competence is a mediating construct between actual motor competence and physical activity (Barnett, Morgan, van Beurden & Beard, 2008), appropriately teaching and evaluating children’s motor competence in the elementary school years can have a monumental impact on individuals’ physical literacy. Therefore, the research goal was to unpack this small component of physical literacy and discover the reality amongst these groups of students regarding physical competence and perceived competence. 
With an emphasis on the importance of movement from a physical literacy point of view, children’s motor development is crucial in their likelihood to live a physically active life (Whitehead & Almond, 2013). Motor competence is defined as the degree of skilled performance in a wide range of motor tasks as well as the movement quality, coordination and control underlying a particular motor outcome (Burton et al., 1998). The primary, or ‘foundational’ years, as researched by Wainwright et al. (2018), are a critical time for children to learn fundamental motor skills (FMS). FMS are typically classified as locomotor and ball skills which are the building blocks for more advanced movement patterns, physical activity participation and sports (Clark & Metcalfe, 2002). As children develop different aspects of FMS “they explore the potential of their bodies as they move through space (locomotion) and have increased stability and have increasing control over objects (manipulation)” (Gallahue et al., 2012). Young children who are exposed to well-equipped free time do not significantly improve their FMS until they are given instructed conditions (Robinson & Goodway, 2009). Upon learning this, I was inspired to use my professional practice to further explore how significantly a specific motor skill program could impact young students’ motor development and individual understanding of their physical abilities. Additionally, studies highlight that young children may also lack the cognitive capability to accurately estimate their actual motor competence (Goodway & Rudisill, 1997). Therefore, I also wanted to explore and implement physical competence into the research. De Meester et al. (2016) examined the relationship between adolescents’ motor competence and perceived competence and suggest that emphasizing the development of perceived competence is crucial for those displaying low levels of physical competence as it can influence their motivation to be physically active. Furthermore, physical literacy recognizes the value of embodied engagement to human development (Whitehead et al., 2019), making movement and play progressively more important in the primary elementary school years.
Physical literacy is a complex concept and may be influenced by many factors, one of which is perceived competence (Babic et al., 2014). Perceived motor competence is one’s perception of his/her motor abilities, which changes across the developmental period (Harter, 1999) and it is especially important for later engagement in life with structured activities and sports (Barnett et al., 2016). Stodden et al. (2008) suggest that opportunities to engage in physical activity during the early childhood years drive the development of motor competence. This drive then affects physical activity participation as children get older and into the adolescent years (Stodden et al., 2008). This can be explained by looking at perceived motor competence as a psychological construct that may be influenced by various environmental factors (Feitoza et al., 2018). This psychological construct lies within the sub-domain of physical competence, which refers to the self-judgement of the individual about his or her actual motor competence (Harter, 1978). Conversely, the fear of failure in the execution of gross motor actions can be identified as a barrier to lifelong physical activity (Babic et al., 2014). Hence, children will be less physically active if they have lower levels of actual motor competence (Stodden et al., 2008).
 Barnett’s extensive work on perceived motor competence is relevant to this study, in particular, as it addresses how to better understand these differences in young children across different age groups (Barnett et al., 2018). Since previous research states that children who have higher levels of motor competence and higher levels of perceived competence will be more likely to participate in physical activity (Stodden et al., 2008), it is important that educators are promoting physical activity in developmentally appropriate ways so that students are not drawn into a negative spiral of disengagement from a young age (Babic et al., 2014). Lopes, Barnett & Rodrigues (2016) concluded that some children may have low levels of actual physical competence but perceive him or herself as skillful. This finding is consistent with other research, as Goodway & Rudisill (1997) also concluded that younger children demonstrate limited accuracy in perceiving their actual motor competence and usually demonstrate exaggerated levels of motor competence. The literature shows that educational opportunities in PE classes are critical in developing competency levels and, in turn, maximising students’ health and well-being through facilitating an understanding of physical literacy (Estevan, Bardid, Utesch, Menescardi, Barnett & Castillo, 2020). Therefore, if a motor skills program could help increase motor competency and perceived competency, then PE teachers may be positively influencing the students’ physical literacy development. This is in alignment with Stodden’s (2008) hypothesised model showing how motor competence is related to physical activity, as this relationship is mediated by perceived motor competence and physical competence, becoming stronger with age from early childhood to late childhood. Dreiskaemper, Utesch and Tietjens (2018) support this hypothesis, suggesting that the perception of one’s own motor skills can be an important mediator between actual motor skills and physical activity in childhood. Although it is not the main objective of this research study, it is important to acknowledge previous effects of an intervention on disadvantaged children. Previous research studies found that disadvantaged children demonstrated developmental delays in FMS (Goodway & Rudisill, 1997). Goodway & Rudisill (1997) suggested that these delays were a result of a lack of environmental support in which the children were raised. Reflecting on this research and the contributions of many others, Goodway and colleagues (2003) highlighted the need to examine “the role of intervention programs in remediating developmental delays with this disadvantaged population, specifically in the motor development area”. Understanding the impact that the environment has on children’s development is specifically relevant to this study as it examines whether a motor skills program, such as SKIP, could improve all younger children’s accurate motor perception earlier on, therefore nurturing students to be better equipped at becoming physically literate individuals as they get older and, ideally, before they reach their adolescent years. 
Successful Kinesthetic Instruction for Preschoolers (SKIP), developed by Goodway and colleagues (2003, 2014) was created with the goal of supporting development of motor competence amongst disadvantaged pre-schoolers. Prior to the conception of SKIP, Goodway & Branta (2003) explored previous intervention strategies that focused on motor skill development and found that various types of physical activity curriculum needed to be evaluated to determine which types of interventions and programs are most effective with different populations of children (Goodway & Branta, 2003). A number of other research studies have investigated the effects of motor skill interventions, such as Goodway and Rudisill’s (1997) exploration into why disadvantaged children experience delays in FMS development and concluded that the lack of environmental support in which the children were raised was a correlating factor. Hamilton et al. (1999) also investigated the effects of motor skill intervention on disadvantaged preschoolers’ development and found significant pre to post-test gains in object control skills for the group who experienced the intervention. Ultimately, several early programs and research studies that implemented motor skill interventions, specifically those of which involving Goodway and colleagues, led to the creation and success of SKIP. 
The principle of SKIP focuses on the development of competence around FMS while increasing children’s movement, confidence and motivation to be physically active (Goodway et al., 2003). SKIP teaches young children locomotor skills such as running, skipping, galloping and jumping as well as object control skills such as catching, throwing, striking, kicking and batting. These are critical skills to promote and teach as many children do not reach proficiency in their FMS across childhood and are not able to accurately perform sport-related skills as they get older (Goodway & Branta, 2003). Focusing on developing motor skills during the early childhood years through programs like SKIP is especially important as Stodden et al. (2008) suggest that there is a relationship between motor skill competence and physical activity, with perceived physical competence mediating this relationship (Robinson et al., 2015). As perceived motor competence is an important factor to address when attempting to promote physical literacy (Morrison et al., 2018), implementing SKIP and teaching children these skills throughout their primary school years is shown to be impactful (Goodway et al., 2003). Thus, children with higher physical competence and higher perception of competence will be more physically active throughout their life (Fisher et al., 2005). 
SKIP is underpinned by Dynamic Systems Theory (Thelen, 1989) and Newell’s Constraints Theory (1986). Dynamic systems theory suggests that development is not necessarily smooth until individuals develop uniquely. Dynamic systems theory captures the idea that developmental change is dynamic, not linear, which allows individuals to experience unique, different pathways to reach the same goal (Bakhtiar, Famelia & Goodway, 2019). Dynamic systems are an emergent phenomenon that self-organize and are characterized by periods of stability and instability in behaviour (Smith & Thelen, 2003). Having this robust theoretical foundation underpinning the SKIP program is what makes it so successful, as found in previous research. Almond’s (2013) work is aligned with the principles of SKIP as he discusses how there is a need for learners to develop an understanding of the value of purposeful physical pursuits; a level of understanding that comes from authentic meaningful experiences. Promoting a stable and meaningful environment in PE is important for physical educators to understand when designing motor skill interventions, as developing children may need different opportunities to support their motor skill learning. Motor development literature and previous research studies suggest that free play may not be the best way for young children to become competent movers (Brian & Taunton, 2018, Goodway et al., 2020). Specific instructions and developmentally appropriate learning opportunities for motor skill acquisition allow students to have the most success in their motor development (Robinson & Goodway, 2009). This aligns with Barnett et al.’s (2015) findings that young children can distinguish between movement perceptions when given the appropriate opportunities. These opportunities could be as simple as making small environmental changes, such as the size, texture, colour or weight of a ball during a catching activity, thus creating stability and supporting appropriate levels of motor skill development. It has also been shown that teachers are able to deliver a program of SKIP that was highly effective in improving children’s motor skills in as little as 8 weeks (Wainwright et al., 2018). Therefore, proper teacher training aligned with the concept of SKIP can be beneficial (Wainwright, 2021). Wainwright (2021) discusses the lack of teacher expertise in relation to motor development and its relationship to the lack of proficiency in object control skills as seen in Welsh children. To address this concern, SKIP-Cymru (Wainwright et al., 2019) was created in Wales to offer PE teachers training specific to this field of work. SKIP-Cymru focuses on theories of motor development with a specific application on stages of development and Newell’s (1986) theory of constraints (Wainwright, 2021). Teachers are taught how to analyze their students’ abilities during practical workshops where they are able to manipulate the environment and task constraints to support motor development (Goodway et al., 2020). Teachers are then given the tools and knowledge to be able to successfully set up an environment in PE where the activities can best support children’s motor development. Furthermore, as motor development is complex and not linear, changes in motor performance must be understood as dynamic which involve many subsystems to produce stable movement behaviours over time in which every individual has a different trajectory in how they realize and develop their motor skills. SKIP, and the development of SKIP-Cymru, is situated within Dynamic Systems Theory and Newell’s Constraints theoretical framework, as discussed further in this chapter. 
Newell’s constraints perspective falls under Dynamic Systems Theory as it focuses on factors which influence movement and affect skill performance, defined as constraints (Newell, 1986). Newell’s constraints perspective suggests that motor skills do not naturally emerge, but rather are the result of the interactions between the learner, environment and task. Manipulation of environmental constraints and tasks by implementing structured play into PE has been found to have significant impacts on children’s movement and skill development, as play enables children to discover their bodies, sense of balance and proprioception (Goodway et al., 2019). Therefore, implementing developmentally appropriate SKIP interventions into primary PE lessons could have lifelong effects on the children’s physical activity habits as the research continues to show that certain interventions can improve children’s movement skills beyond what can occur in free play (Goodway et al., 2019). SKIP accommodates individual constraints by offering the flexibility to modify equipment and by designing developmentally appropriate tasks to maximize opportunities for all children to develop their motor skills and development (Wainwright et al., 2018). Conclusively, since the literature demonstrates that teaching PE in a way that improves and promotes physical literacy can be an effective way at helping children become more physically active, (ParticipACTION et al., 2015), the research objective of this study was to focus on the student’s perceived and physical competence levels using a structured, play based motor skills program (SKIP) and to discover how and if these constructs change in children over time. 





















Chapter 3
Methodology
	The purpose of this chapter is to outline the chosen methodology for the research project. Drawing on literature in the field of research methodology and those of which highlighted in the previous chapter, this section demonstrates the choice of research paradigm and methodological approach with a rationale for the chosen research design. Secondly, the sampling methods, inclusion criteria and context of the SKIP intervention is explained. How fidelity was ensured throughout the research process is also discussed. Lastly, the instrumentation and quantitative and qualitative research methods are outlined followed by ethical considerations. 
Research Paradigm – With PE being such an opportune time to develop physical literacy in elementary school students, research in this area is warranted. To further contribute to the concept and understanding of physical literacy, this study took a post-positivist approach in objectively observing how a motor skills program could impact Grade 1 and 4 pupils’ physical competence and perceived competence. Using a post-positivist approach for this research was appropriate to answer the research question as physical literacy is such a complex phenomenon, as discussed in the previous chapter. Post-positivist research uses various instruments to examine a phenomenon as much as possible, while still understanding that there may not be just one universal truth found (Panhar, Ansari & Shah, 2017). Post-positivistic paradigm promotes the triangulation of qualitative and quantitative methods that aim to examine the diversity of facts researchable through various forms of investigations while valuing all findings as fundamental components for the development of knowledge (Clark, 1998). The mixed-methods research design used in this study is discussed further in this chapter. 
Research Design and Intervention – The research design took a complementary mixed-methods approach, allowing for collection of quantitative and qualitative data, and in this case, sequentially (Creswell et al., 2003, p. 212). A mixed methods approach was chosen to allow for the most meaningful and raw results. Onwuegbuzie and Leech (2005) argue for the terms quantitative and qualitative to be replaced by ‘confirmatory and exploratory research’. Since the study took place exploring real life participants in their natural setting, the goal was to gain as much data possible to answer the research question by using a quasi-experimental design, supplemented by field note observations, video analyses and reflective journals to qualitatively capture the depth and impact the study has on physical literacy. During the classes, I acted as a participant observer in a moderate capacity where I was able to find a balance between being an insider and an outsider (Spradley, 1980). This balance allowed me the freedom and ability to step in as a participant and out as an observer while generating data during and after the sessions (Spradley, 1980). 2 classes, Grades 1 and 4, were chosen to be participants in this study using convenience sampling. Erikan et al. (2016, p. 2) defines convenience sampling as a type of non-random sampling where the members of the target population meet certain criteria such as accessibility, availability and willingness to participate. Convenience sampling was an appropriate sampling method to use for this research as the students in Grades 1 and 4 met the criteria of age, specific to the research question. The inclusion criteria were that participants must be 6 or 9 years of age (Grades 1 or 4). These specific grades were chosen due to their expected low, developing and varying levels of competence. The inclusion criteria for the participants also included being free from any injury and physically able to participate in PE classes. There was no control group in this study due to the fact that these were real students who all needed to be offered the same curriculum and lesson plans at the same time. This will be discussed further in the limitations section. Informed consent was obtained from the parent/guardians of each child participating in the study. Upon receiving parent authorization and ethical approvals, a total of 61 (M age = 7.52 years SD ± 1.51) students from Grades 1 and 4 received an 8-week motor skill intervention of the SKIP program which consisted of 2x45 minute sessions per week, as per previous SKIP interventions (Brian, Goodway, and Sutherland 2014). Business as usual lessons were conducted throughout January before the pre-test (Time 1) which took place in February. The SKIP program then commenced and the participants (N = 61) all underwent a post-test after the 8-week program (Time 2). No official testing was completed before or after the business as usual lessons. Reasoning and limitations for not doing pre and post-tests surrounding the business as usual timeframe are discussed further in Chapter 5.  
Each SKIP session consisted of a 5-minute warm up, 30 minutes of activities or stations and then a 5-minute cool down (a blank copy of the SKIP lesson planning sheet can be found under Appendix G). By doing a mixed-methods, quasi-experimental design, I was able to test my hypothesis in the students’ natural setting (beginning during the business as usual sessions) whilst still being able to isolate, control and manipulate the dependant variable (Cohen and Morrison, 2011, p. 315). This process allowed for the most rich and meaningful data to come from the motor skill intervention. To analyze the qualitative data, themes were examined throughout the field note observations, video analyses and reflective journal entries to best represent and provide a thick description of the setting while offering context during the data analysis stage. To complete the thematic analysis, phrases and words were grouped together into similar themes using a highlighter on the field note observation sheets and journal entries. Additionally, parts of the SKIP sessions were video recorded and securely stored on Google Drive to record and assess what the students were doing, what they were saying, how they appeared and to capture the environment in which the research was conducted in. 	
In order to demonstrate trustworthiness in the research, several steps were taken to reduce bias, ensure credibility and confirmability (Erlandson et al., 1993). Being a participant observer (Bradley, 1995) requires the need to be reflective, objective and unbiased throughout the entirety of the study. Participant observation involves the writing of descriptions and accounts of what was observed throughout the sessions to investigate the various aspects in ‘all their complexity, in the naturalistic context’ (Cohen et al., 2011). This was achieved in this research by completing a fidelity checklist after each session to ensure the results and information recorded remained reflexive and mindful of reducing bias. According to Hammersley and Atkinson (1995), reflexivity is a significant feature of social research as it involves participating in the social world and reflecting on that participation. Reflexivity was achieved throughout the entirety of the research process by using fidelity checks as well as by keeping a ‘digital journal’ which consisted of voice recordings of thoughts during and after the SKIP sessions. This was helpful as it provided considerations and possible adaptations for future lessons. The fidelity checklist and a ‘core principles’ checklist for the sessions can be found under Appendix E and F. 
Instrumentation – The dependant variable for the evaluation was the students’ physical competence. Physical competence was assessed by measuring the motor skills of the participants. Although physical competence is broader and much more complex than just motor skills, this study just focused on evaluating motor skills. Their motor skills were assessed using the Test of Gross Motor Development version 3 (TGMD-3) (Ulrich, 2016). The TGMD-3 is a process-oriented assessment that measures the gross motor performance of young children, aged 3-10 years old. The TGMD-3 consists of a variety of locomotor skills and ball skills which represent FMS that are commonly taught throughout the primary PE curriculum (Ulrich, 2016). The TGMD-3 measures each score against a performance criterion prescribed in the manual (3-5 criteria per skill) and the criteria is scored either a 1 (skill is present) or a 0 (skill is absent). This test is a widely used instrument in motor development literature (Goodway and Branta, 2003; Hamilton et al., 1999). Using the TGMD-3 in this study, the participants’ locomotor and ball skills subtest raw scores and overall gross motor performance raw scores were interpreted as the principal dependant variable. Tests were video recorded for coding and to ensure fidelity. Perceived competence was assessed using the Pictorial Scale of Perceived Movement Skill Competence (Barnett et al., 2015), which measured the perceived motor competence level of the participants. This scale was initially developed by Barnett et al. (2015) with the purpose of assessing FMS competence perceptions amongst children, aligned with the criterion used in the TGMD. It uses a similar format and item structure to the well-known Harter & Pike Scale (1984) which assesses physical competence self-perception. However, Barnett’s scale was more relevant to the research question as it aligns well with the exact measures that were used to assess the motor skills of the participants. A discussion was had prior to administering the assessment between myself as the researcher and the participants to reduce any anxiety and ensure the child was aware it was based on their own opinions. Perceived motor competence was then assessed by evaluating the six locomotor skills (run, gallop, hop, leap, jump forwards and slide) and seven ball skills (striking, batting, bouncing, kicking, catching, overhand throw and underhand throw). In this process, participants were shown pictures of the locomotor and ball skill movements that were assessed in the TGMD-3. Gender specific pictures were shown for boys and girls. For each of the thirteen skills, two pictures were shown; one illustration of a child who has higher skill, and the other is lower. The participant had to first choose which picture they thought was most like them. Then, the participant chose if they were a lot like the child in the picture (selecting number 4 or 1) or somewhat like the child (selecting number 2 or 3). The mean of the items was used in the data analysis. 
Quantitative Analysis – Statistical Package for the Social Sciences (SPSS, software version 28.0, IBM Corp, 2021) was used to perform the statistical analysis. All statistical analyses were conducted in SPSS with a statistical significance set at p<0.05. The data was checked with a One Way Analysis of Variance (ANOVA) assumption to compare the quantitative results of the motor skill program and confirm if the impact of the study was statistically significant. The test looked as follows: Group x Perceived Competency ANOVA with repeated measures and paired sample T-test for pre-test to post-test (Time 1 to Time 2). Separate tests were conducted to determine the significance of changes after the motor skill program from pre-test to post-test on the participants’ gross motor skills amongst both Grade 1 and Grade 4 students. No formal retention test was conducted. 
Qualitative Analysis – Qualitative research analyses were also conducted to examine common themes that may have arisen throughout the SKIP sessions. A thematic analysis was conducted to create clusters of relevant meanings and discover any prominent themes throughout the research process. Using on site observation as the participant observer, documentation and video analysis made it useful to look back and draw on common themes and consistent nodes to use during the data analyzing stage. Furthermore, field notes, video footage and journal entries from the sessions support the quantitative data and highlight how the children were developing in many aspects of learning as outcomes of the motor skill intervention were analysed in relation to the magnitude of the research effects, both quantitatively and qualitatively. In conclusion, this study used a mixed methods approach whereby both statistical analyses and a thematic analysis were performed to analyze quantitative and qualitative data in an attempt to provide comprehensive and complimentary research findings. 
Ethical Issues – The University of Wales Trinity Saint David (UWTSD) Research Data Management Policy was read and understood. The UWTSD Application for Ethical Approval form is attached under Appendix A. The Canadian Tri-Council Policy Statement: Ethical Conduct for Research Involving Humans Course on Research Ethics was also completed prior to this research and the certification can be found under Appendix B. A signed copy of the principal consent form can be found under Appendix C. A sample informed consent form that was sent home for the participants’ parents/guardians to sign for research participation approval can be found under Appendix D. 
The purpose of this chapter was to explain the methodology for this research project. Reasoning was given for the research paradigm choice and design. The sampling method of participants, methods and instrumentation was also explained. How fidelity was ensured throughout the data collection process was discussed, followed by the ethical concerns and precautions that were taken prior to beginning this study. The next chapter reports on the results and findings of the study. 







Chapter 4
Results and Findings
	This chapter reports the results and findings of the research project. The analysis of quantitative data found that there is a significant difference in pre-test and post-test scores following the implementation of an 8-week motor skills program. Analysis of qualitative data suggests that participants were most responsive to the motor skill program when it was prepared in a way that was clear, creative and used a variety of equipment. Another common theme from the qualitative analysis was how much more effective lessons were when the instructions were clearly and concisely explained prior to the session beginning. The results are discussed in further detail throughout this section. 
Improvement in Motor Development
A paired samples T test was conducted to evaluate the impact of the SKIP program on students’ gross motor skills. There was a significant difference observed between pre-test (M = 78.77, SD = 10.15) and post-test scores (M = 89.24, SD = 7.70) t(60) = -11.75, p < .001. A one-way repeated measures ANOVA was conducted to compare gross motor scores at two different time points (pre-test to post-test). The means and standard deviation are presented in Table 1. There was a statistically significant difference effect for time between pre-test and post-test (Wilks’ Lambda = <0.001, F(138.149) = 0.303, P=<0.001, multivariate partial eta squared = 0.697). 




Table 1: T Test results for mean and standard deviation from pre-test to post-test for total gross motor scores
	 Descriptive Statistics

	
	Mean
	Std. Deviation
	N

	PRETOTALGROSSMOTORSCORE
	78.7705
	10.15610
	61

	POSTTOTALGROSSMOTORSCORE
	89.2459
	7.70423
	61



A one-way between groups analysis of variance was conducted to test the difference in gross motor skills from pre-test to post-test across an 8-week period. There was a statistically significant difference at the P<0.05 level (F = 138.139, P=<0.001) between the two time periods. The magnitude of the difference was large. Eta squared calculated as 0.697. This is represented in Table 2, as seen below. 
Table 2: Tests of within-subjects’ contrasts – Measuring effect size from pre-test to post-test 
	

	Measure:   Time (Measuring Effect Size from Pre-test to Post-test Motor Skill Scores)

	Source
	Time
	Type III Sum of Squares
	df
	Mean Square
	F
	Sig.
	Partial Eta Squared

	Time
	Linear
	3346.893
	1
	3346.893
	138.149
	<.001
	.697

	Error(Time)
	Linear
	1453.607
	60
	24.227
	
	
	



Increased Perceived Motor Competence
The means and standard deviations for actual and perceived motor competence are reported in Table 3. The sample was not normally distributed in terms of physical competence and perceived motor competence (P=-0.019). Although there was a significance for some of the variables due to outliers, additional investigation of the histograms of each dependent variable implied that normality was a valid assumption. Furthermore, a decision was made to not remove the outliers due to ethical considerations as these are real children with various developmental needs who are part of the class and were involved in the study. This consideration will be discussed more in Chapter 5. 
Table 3: Means (M) and Standard Deviations (SD) of Children’s Actual and Perceived Physical Competence 
		          Grade 1 (N=30)			Grade 4 (N=31)
	Variable
	n
	M
	SD
	n
	M
	SD

	Actual motor competence
	
	
	
	
	
	

	Locomotor skills
	
	
	
	
	
	

	Boys
	22
	39.0455
	5.15916
	14
	42.7857
	2.57737

	Girls
	8
	43.250
	1.98206
	17
	44.1176
	2.71299

	All
	30
	40.1667
	4.87841
	31
	43.5161
	2.69408

	Object control skills
	
	
	
	
	
	

	Boys
	22
	45.7273
	4.75276
	14
	49.8571
	4.70445

	Girls
	8
	45.6250
	3.62284
	17
	48.2941
	3.96492

	All
	30
	45.7
	4.419
	31
	49.0
	4.31277

	Perceived motor competence
	
	
	
	
	
	

	Locomotor skills
	
	
	
	
	
	

	Boys
	22
	40.7273
	4.28932
	14
	37.2857
	5.18027

	Girls
	8
	34.50
	6.84523
	17
	33.9412
	6.41746

	All
	30
	39.0667
	5.69896
	31
	35.4516
	6.03787

	Object control skills
	
	
	
	
	
	

	Boys
	22
	23.4545
	2.38502
	14
	21.3571
	3.15271

	Girls 
	8
	19.6250
	3.92565
	17
	19.3529
	3.63904

	All
	30
	22.4333
	3.28721
	31
	20.2581
	3.52106



Descriptive results for perceived motor competence are reported in Table 4. A histogram of the scores is provided for visual reference below under Figure 1. Mean scores for perceived motor competence were higher in Grade 1 students than Grade 4 students. This finding is aligned with the idea that children have higher perceived competence levels at a younger age, and this perception changes as they get older and learn to understand their individual skill levels (Lopes, Barnett & Rodrigues, 2016). Alternatively, the Grade 4 participants had higher mean scores for physical competence, or their actual motor skills, than the younger participants. This result can be attributed to their overall development and physical ability as they are three years older. Participants perception of their own physical competence improved between pre-test to post-test. Although Grade 4 participants reported lower perceived motor competence than the Grade 1 participants (see Table 3 below), both grade levels displayed improvements in perceived motor competence. This is aligned with Rudisill et al.’s (1993) finding that the mismatch between perceived motor competence and actual motor skill begins to disappear around 7-8 years of age and a child’s competence begins to accurately reflect their actual competence. 
Table 4: Descriptive Statistics of Perceived Motor Competence for Grades 1 and 4 Participants
	
	Mean (percentile)
	SD
	Min
	Max

	Locomotor subscale
	37.2295
	6.10299
	21.00
	47.00

	Object Control subscale
	21.3279
	3.55303
	12.00
	27.00

	PMC Total
	58.5574
	9.63591
	33.00
	74.00



Figure 1: Perceived motor competence total scores 

A better understanding of implementing the motor skill program was achieved by including the rich qualitative data from field note observations and video recordings. A qualitative analysis was conducted to complement and add to the discussed findings. By going through and coding certain words and phrases from the field note observation sheets and journal entries, I was able to determine themes that can help add to the understanding of the results of this study. Field note observations were recorded under the overall comments area of the core principles checklist found under Appendix E. The thematic analysis led me to create clusters of relevant meanings, which guided the following themes presented in Table 5 below.
Table 5: Themes that emerged from coding and analysis

	Theme
	Code
	Code definition
	Illustrative quote
	Impact

	Perceived impact of SKIP on attitude/confidence
	Saw changes in behaviours and self-confidence
	Changes in child behaviour attributed to the learning task
	Students calling me over to present how they are performing the task/skill
	Positive

	Increased engagement with activities
	Changes in child participation
	General experience and impressions
	Some activities seemed to make them excited about learning
“We get to play with all of this?” “What are we going to do with that?”

	Positive

	Success due to structure of SKIP program (setup/clear instruction) 
	Role as implementer of SKIP program
	Role as implementer, preparing and practicing SKIP lesson ahead of time, ability to adapt
	Being so prepared and practicing the sessions with other classes first made it a lot easier.
Build own ideas about what works with the kids
Took a lot of work to set up/take down but worth it
	Positive



 Firstly, students displayed a positive attitude and self-confidence after experiencing individual successes during the SKIP activities. As confirmed in the video recordings of the sessions, students would consistently call me over to express their happiness for completing a task or being able to move on to the next progression of the game by repeatedly saying “Miss. Campbell watch this”. This communicated and displayed expression of achievement showed me first-hand how the program, being so adaptable and age appropriate, was able to directly affect the participants motor skill abilities, and how this consequently contributes to their exhibited perceived competence. Of course, this was not the case for every student, but an overwhelming amount displayed these behaviours consistently over the 8 week intervention period. Next, the students responded well to the use of high quantity and variety of equipment, used in a structured manner. Naturally, the younger students (Grade 1) were always so intrigued entering the gym and seeing the stations or activities all set up for them to be able to engage with. By repeatedly and immediately asking “we get to play with all of this” or asking, “what are we going to do with that?” it was clear to me that the use of various forms of equipment sparked interest, curiosity and eagerness to participate among all of the students. This sense of wonder kept them interested and intrigued to find out what the tasks would be, which made the students seem more focused and ready. These questions and comments were prominent throughout majority of the field notes, leading to a unit of meaning and creation of this theme as it came up in the qualitative data approximately 87% of the time (14 out of the 16 sessions). The last theme that I concluded from the qualitative findings was the idea that instructionally appropriate teaching and preparation can have lasting effects. I would continually overhear children using the key words or phrases that they were being taught and then hear them remind each other or themselves to properly perform a particular motor skill or behaviour. As an example, when throwing overhand or underhand I would remind students what foot to step forward with when executing the throw. For some students in Grade 1, it was necessary to tie a small scarf around the foot that was meant to step forward. The students also have the school logo on their left leg of their PE shorts, and they would be reminded to “step forward with the logo leg” (for the right handed throwers). After doing this for just two weeks (4 sessions), the students began to remind each other about the proper throwing form. Although they would not always do it correctly, the fact that this vocabulary was now something majority of the students were regularly thinking about was impactful to see and hear. There were also consistent comments in the field notes regarding how much work and effort was required in terms of the set up and take down of the SKIP sessions. The sessions were pre planned and drawn out on an iPad and then brought to life the morning of the session. The SKIP sessions were ‘practiced’ with other grades prior to administering the lesson to the participants. This allowed me, as the researcher, to clarify my instructions and prepare for any adaptations that may arise. Furthermore, these three main themes that emerged from the qualitative analysis compliment the quantitative findings and will be discussed further in relation to one another in the next chapter. 
Conclusively, this chapter reported findings from the quantitative and qualitative analyses in relation to the intervention process and how it impacted the participants perceived competence and physical competence. The next chapter will discuss the results and findings in relation to the previous literature and research, as outlined in Chapter 2.






Chapter 5
Discussion
This chapter discusses the results of this project as presented in the previous chapter and examines the implications of these in relation to existing research and literature. The purpose of this research study was to explore the extent to which a motor skill program (SKIP) could affect physical competence and perceived competence of Grade 1 and Grade 4 students. Ultimately, this project sought to better understand how using a motor skill program in PE with young children can influence their physical ability, their understanding of these abilities and how this may change as they go from a primary student to an intermediate student. This research investigated how and if age moderates the relationship between physical and perceived competence by comparing the actual perceived motor competence levels of 6 to 9 year old children.  Overall, the main hypothesis suggested a positive association between a motor skill program and physical competence which was supported with a statistically significant change between pre and post-test scores (as presented in Table 2 in Chapter 4). These findings suggest that the SKIP intervention made a significant impact on both locomotor and object control skills of students from both of the grades who participated in the study. The results also suggest that age was an important variable in predicting perceived motor competence amongst children. Using raw data in this study allowed for a clear comparison between the two age groups (6- and 9-year old’s). The following section will discuss how using a structured, carefully planned motor skill intervention can improve children’s motor skill development (cognitively and physically), how younger children are less likely to have an accurate understanding of their actual physical skills compared to older children and how these findings, along with the qualitative results, contribute to the students overall physical literacy development. These topics are discussed under the following sub sections. 
Effects of a Motor Skill Intervention
The results presented in Chapter 4 show that using a structured, carefully planned motor skill program can improve children’s motor skill development. Using a motor skill program in PE class that is tailored to the students age and abilities could, therefore, significantly improve students actual motor competence. The program should be designed in a way that is challenging enough to improve their motor skills while still focusing on the element of fun. Lessons should be carefully and clearly explained with an emphasis on the developmental task at hand, offering individualized adaptations where necessary. Based on the qualitative findings of this research presented in Chapter 4, following these guidelines allowed for the most effective and constructive learning environment. One of the overarching themes of the qualitative thematic analysis was that students displayed a positive attitude and expressed self-confidence during the sessions. This is one of the effects of a motor skill intervention that was not fully captured from the quantitative data. Witnessing this experience and seeing it come through in the qualitative analysis made it clear that the students were consistently working on improving their motor skills as they were engaged and interested in the SKIP tasks, and as such had many opportunities to show improvement and develop their skills. Therefore, this research suggests that a motor skill intervention can be effective at improving children’s motor skill development. This is consistent with Branta & Goodway’s (2003) work where they implemented a motor skill intervention over the course of 12 weeks and found significantly higher locomotor and object control scores following the intervention. Other motor skill interventions have also been consistently correlated with improvements in children’s locomotor abilities, as demonstrated by Goodway and Rudisill (1997). Various motor skill interventions that have been implemented in schools and have shown a positive impact on children’s motor skill development are also relevant to this study’s results and findings (Goodway et al., 2019). 
It is worth noting the outliers within the quantitative data results that were not impacted from the motor skill intervention. As discussed further as a limitation, some students in the study have developmental delays (physically and cognitively) that effected their ability to improve their motor skills in such a short period of time. Research has indicated that children diagnosed with autism spectrum disorder, which is the case for one of the participants in this study, are susceptible to physical activity declines due to the considerable difficulty that they face in engaging in physical activity as social skills, communication abilities and motor abilities are essential for ongoing participation (Ayvazoglu et al., 2015). The quantitative data also made it evident that certain students may have more multifaceted developmental issues in relation to their motor development. This was important to recognize as this provides an opportunity to capitalize on the human embodied capacity towards movement by providing all students with the most nurturing, positive and inclusive learning environment possible due to the level of analysis needed to set up SKIP lessons. In addition to the impact on motor skills, this research study also focused on the effects of a motor skill intervention in relation to their perceived competence and how this relationship changes as the participants get older. 
Perceived Motor Competence
 The purpose of this section of the research process was to compare motor competence levels between children of 6 and 9 years of age and to examine whether perceived motor competence was associated with actual motor competence at both ages. Perceived competence levels, which were assessed using Barnett et al.’s Pictorial Scale of Perceived Movement Skill Competence (2015), showed higher scores from the older children (as presented in Table 3 in Chapter 4), which was consistent with Goodway and Rudisills’ (1997) finding that younger children typically lack the cognitive skills to distinguish between actual motor competence and, in turn, overestimate their perceived competence levels. Using Barnett et al.’s Pictorial Scale of Perceived Movement Skill Competence (2015) in this research project clearly outlined how the students visualize their own physical abilities. I was specifically interested in looking at the differences in scores amongst Grade 1 versus Grade 4 students, as younger children tend to over-estimate their perceptions of motor competence due to limitations in cognitive processing (Harter & Pike, 1984). This was a key aspect to explore in this research project, as higher perceived motor competence scores have been reinforced as an important correlate of actual motor competence (Barnett, Morgan, Van Beurden, Ball & Lubans, 2011) and may be associated with various health benefits under the umbrella of physical literacy (Babic et al., 2014). The pretest data showed that, overall, participants had “pretty good” perceptions of their motor competence. The improvement in children’s perceived motor competence could be a result of the students feeling successful and having a positive experience over the 8-week intervention. Furthermore, younger children (6 years of age) are less likely to have an accurate understanding of their actual physical skills compared to older children (9 years of age). These findings imply that the relationship between perceived motor competence and actual motor competence becomes stronger with age (Robinson et al., 2015). Therefore, one objective of this research was to examine how I, the researcher and PE teacher, could influence this psychological construct by positively manipulating the environment in which students of all ages and abilities are learning and developing their motor skills in. This was accomplished throughout the research process by successfully administering sessions of SKIP to the students and seeing their improvement over the 8-week period. 
Contributions to Physical Literacy
Understanding the research implications of this study as an educator can have lifelong impacts on one’s teaching. This is especially important in the early elementary school years as the motor skills taught in this study are considered to be the building blocks to more advanced patterns of movement, such as sport-related skills to be used throughout one’s life (Gallahue et al., 2012). Barnett’s extensive research in this area highlights this understanding that children with low motor competence and low perceived motor competence are less likely to be physically active and children with higher perceived motor competence are more likely to be physically active throughout their lives (Barnett et al., 2008). Therefore, fostering student learning surrounding motor skill development by means of intervention can encourage active lifestyle choices as they grow (an important aspect of physical literacy). Although it was not the main focus of this study, acknowledging that physical literacy is not a “one size fits all” concept is important as children have different capabilities, life experiences and disabilities (Pushkarenko et al., 2021) and this must be considered for program development and implementation.
As part of building student success, BC’s Physical and Health Education curriculum aims to empower all students to develop a personalized understanding of what healthy living means (BC Curriculum, 2022). Physical literacy plays a large role in this, as it includes teaching children the skills that they need to be safe, active and healthy citizens throughout their lives (BC Curriculum, 2022). Since the goal of PE focuses on developing physical literacy, which includes building the confidence and competence children will need to participate in a variety of activities throughout their lives, starting this during the early educational years (or what Hulteen et al. (2018) initially referred to as the ‘foundational phase’) is crucial. The motor skills that the students develop during this time in school effect whether they play sports, dance, engage in recreational activities, walk to work and so much more throughout their lives (BC Curriculum, 2022). Wainwright et al. (2018) concluded that if executed correctly, using strategic methods of teaching students proper motor skills (such as the FMS) could have lifelong impacts. This study is consistent with Wainwright et al.’s (2018) findings, as there was significant improvement in student scores after just 8 weeks.
















Chapter 6
Conclusion
	This chapter, in conclusion, will reiterate the main objective and findings of the study, as reported in Chapter 4 and 5, and examine these in relation to the implementation of the motor skill intervention. This section will then explore the implications of this research and discuss the strengths and limitations of this study. 
As physical competence and perceived competence play an important role in helping children develop healthy and active lifestyle habits (Barnett et al., 2016), the main objective of this study was to better understand the effects of a motor skills intervention on students perceived competence and physical competence. Actual motor competence of the students (6 and 9 year of age) was assessed before and after an 8-week motor skill intervention of SKIP. Each week, 61 students in Grades 1 and 4 participated in 2, 45-minute SKIP lessons involving various developmentally appropriate tasks and games. These activities ranged from simple to more complex motor skill exercises where the students could sequence through the tasks at their own rate. This research sets this project apart from previous research as I was able to specifically examine two different age groups experiencing the same program (with some age specific modifications for ability) and closely comparing the progress of the two age groups along the way.  
The findings of this study demonstrated the successful effects of a developmentally appropriate motor skill program on students perceived competence and motor competence at ages 6 and 9. This study provides empirical evidence that perceived competence levels change after following a motor skill intervention in as little as 8 weeks. Qualitative data suggested that overall, it was also a positive experience for me as the teacher to review the field notes, video recordings and journal entries to recognize how much students demonstrated increased interest in the activities by showing engagement and curiosity regarding the equipment and games prior to and during the SKIP sessions. The students also responded well to the specific type of teacher instruction by displaying increased use of new and proper terminology when practicing a motor skill or behaviour. Practicing the sessions prior to administering them to the participants was another positive impact that resulted from the qualitative findings, as any questions or adaptations were able to be determined during the instructional portion of the period. This finding and recognition of these themes in the data has changed my practice as an educator as I can implement the instructionally appropriate practices that were used throughout the motor skill intervention in all of my future lessons. Furthermore, I was able to better understand ways to communicate to my students after having witnessed and experienced the effectiveness of a SKIP program.
Strengths and Limitations
This project adds to the growing body of research that suggests that motor competence development in the early childhood years is an important underlying mechanism for fostering physical activity later in life (Barnett et al., 2009). A strength of this research was that it was conducted in a Canadian school where research on this topic is slowly growing. The research design was strengthened by incorporating mixed complementary methods, drawing on existing research in the field. The findings from this study have practical implications for policy makers and early childhood educators as they play an influential role in promoting children’s motor competence and development. In order to gain more insight into the long-term effects of a motor skill intervention on physical literacy, it would be necessary to track the progress of the participants (in greater numbers) longitudinally, into high school and adulthood. Further research in Canadian schools could also be needed to establish similarities and differences of both perceived competence and motor competence amongst various countries to gain a better understanding of the influence of motor skill interventions for children of all abilities on a global scale.
Limitations of this study need to be considered. The first issue of interest is the outliers in both groups that appear to skew the data. Some children scored extremely poorly and therefore, had less significant differences in pre and post-test TGMD-3 scores. This indicates that certain students may have more complex developmental issues in relation to their motor development, as was identified in Chapter 5. As discussed in Chapter 4, although there was a significance for some of the variables due to outliers, further investigation of the histograms of each dependant variable suggested that normality of data was a reasonable assumption and a decision was made to not remove the outliers due to ethical considerations, as these are real children who are part of the class and were involved in the study. As discussed in Chapter 3, a second limitation was that there was no control group in the study which limits the claims that can be made about the impact of the SKIP intervention. Due to the fact that this study was conducted in a school, having a control group would have been impossible as they receive limited time for PE class and all students must be taught the same curriculum. Additionally, although fidelity checks were conducted to ensure the program and testing was done properly (adding to the strength of this project), having a prior understanding of the student’s developmental needs and challenges, as their teacher, may have made me expect certain results from some of these particular students. I remained mindful and ensured reflexivity in the analysis of qualitative data. Although this study was not reporting issues relating to norms, it is worth discussing the norms of the instrument. In this research, the participants were normed using the TGMD-3. However, if it had used TGMD-2 their scores would have been lower (Field et al, 2020). Although similar, the TGMD-3 population sample norms and the average motor skill amongst children is now lower, thus normalizing lower motor skills (Field et al., 2020). Finally, the TGMD comes from an American sample and this research was conducted in Canada. It is worthy to note as a limitation, but this can also be a strength as it adds to the limited Canadian data on this topic.
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PG2 / E1 FORM APPLICATION FOR ETHICAL APPROVAL

In order for research to result in benefit and minimise risk of harm, it must be conducted ethically. A researcher may not be covered by the University’s insurance if ethical approval has not been obtained prior to commencement.

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research students, and both taught postgraduate and undergraduate students working on dissertations/projects.

The individual undertaking the research activity is known as the “principal researcher”.

Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing within normal educational requirements, and literary or artistic criticism.

Please read the notes for guidance before completing ALL sections of the form.

This form must be completed and approved prior to undertaking any research activity. Please see Checklist for details of process for different categories of application.  

Delete the Guidance Notes at the end of the form BEFORE submitting your application

SECTION A: About You (Principal Researcher)
	1
	Full Name:
	Vanessa Cory Campbell

	2
	Tick all boxes which apply:

	Member of staff:
	☐
	Honorary research fellow:
	☐

	3
	Undergraduate Student
	☐	Taught Postgraduate Student
	☒	Postgraduate Research Student
	☐


	4
	Institute/Academic Discipline/Centre:
	
Institute for Management and Health

	5
	Campus:
	
Carmarthen

	6
	E-mail address:
	2106682@student.uwtsd.ac.uk


	7
	Contact Telephone Number:
	
778-318-1276

	
	For students:

	8
	Student Number:
	2106682

	9
	Programme of Study:
	MA Physical Education, Sport and Physical Literacy

	10
	Director of Studies/Supervisor:
	Dr. Nalda Wainwright and Dr. Karen Sirna



SECTION B: Approval for Research Activity
	1
	Has the research activity received approval in principle?
(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	☒	NO
	☐
	
	
	Date

	2
	If Yes, please indicate source of approval (and date where known): Approval in principle must be obtained from the relevant source prior to seeking ethical approval
	Research Degrees Committee
	☐	

	3
	
	Institute Research Committee
	☐	

	4
	
	Other (write in)
By our supervisor
	☒	



SECTION C:  Internal and External Ethical Guidance Materials
	
	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines.

	1
	UWTSD Research Ethics & Integrity Code of Practice

	☒
	2
	
UWTSD Research Data Management Policy
	☒

	3
	
Canadian Ethics Training Online Module (fix name)
	☒



SECTION D: External Collaborative Research Activity
	1
	Does the research activity involve collaborators outside of the University?
	YES
	☐
	NO
	☒

	2
	If Yes, please provide the name of the external organisation and name and contact details for the main contact person and confirmation this person has consented to their personal data being shared.as part of this collaboration.

	3
	Institution
	


	4
	Contact person name
	


	5
	Contact person e-mail address

	

	6
	Has this individual consented to sharing their details on this form?
	YES
	☐
	NO
	☐

	7
	Are you in receipt of a KESS scholarship?
	YES
	☐
	NO
	☒

	8
	Is your research externally funded
	YES
	☐
	NO
	☒

	9
	Are you specifically employed to undertake this research in either a paid or voluntary capacity?
	Voluntary
	YES
	☐
	NO
	☒

	10
	
	Employed
	YES
	☐
	NO
	☒

	11
	Is the research being undertaken within an existing UWTSD Athrofa Professional Learning Partnership (APLP)
	If YES then the permission question below does not need to be answered.
	YES
	☐
	NO
	☒

	12
	Permission to undertake the research has been provided by the partner organisation
	(If YES attach copy)
If NO the application cannot continue
	YES
	☐
	NO
	☒




Where research activity is carried out in collaboration with an external organisation
	13
	Does this organisation have its own ethics approval system?
	YES
	☐
	NO
	☐

	14
	
If Yes, please attach a copy of any final approval (or interim approval) from the organisation




SECTION E: Details of Research Activity
	1
	Indicative title:
	Examining the effects of a motor skill program on children’s physical and perceived competency and its contribution to physical literacy

	2
	Proposed start date of your research (not your course start date):
	October 2021
	Proposed end date:
	October 2023

	3
	Introduction to the Research (maximum 300 words)
Ensure that you write for a Non-Specialist Audience when outlining your response to the three points below:
· Purpose of Research Activity
· Proposed Research Question
· Aims of Research Activity
· Objectives of Research Activity
Demonstrate, briefly, how Existing Research has informed the proposed activity and explain
· What the research activity will add to the body of knowledge 
· How it addresses an area of importance. 

	4
	Purpose of Research Activity
Improve children’s motor development (physical and perceived competencies) using a motor skills program (structured play-based intervention, such as SKIP) in PE class and further advance their physical literacy development. 

	5
	Research Question
What is the impact of an 8-week motor skill program on physical competency and perceived competency in grade 1 and 4 pupils and how do the findings contribute to physical literacy?


	6
	Aims of Research Activity
The aim of this study is to explore whether or not there is a statistically significant impact of an 8-week motor skill program on physical competency and perceived competency in grade 1 and 4 pupils and looking at how these findings contribute to physical literacy. 


	7
	Objectives of Research Activity
I hypothesize that the implementation of a motor skills program will benefit both physical and perceived competency levels, with increasing in both and positive impacts on their understanding and development of physical literacy.


	8
	Proposed methods (maximum 600 words)
I will be taking a post-positivist approach in objectively looking at how a motor skills program can impact Grade 1 and 4 pupils physical and perceived competencies. The research design will take a complementarity mixed-methods approach using a Quasi-Experimental design, supplemented by my field note observations and reflective journals to qualitatively capture the depth and intensity of the impact the study has on physical literacy. The research design will use paired t-tests to assess the differences between baseline and post intervention scores on perceived competency and physical competency amongst the two groups. I will be using the TGMD 3rd edition, a perceived motor competency test, to collect participants motor skill competence and assess their FMS. Perceived competencies will be measured using The Pictorial Scale of Perceived Movement Skill Competence scale (Barnett et al., 2015)

	9
	






	10
	Location of research activity
Identify all locations where research activity will take place.

	11
	Holy Cross Elementary School Burnaby, BC Canada

	12
	Research activity outside of the UK
If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural and/or legal sensitivities or vulnerabilities of participants.

	13
	Canadian Ethics model + School board approval




	14
	Use of documentation not in the public domain: Are any documents NOT publicly available?   

	NO
	☐

	
	
	YES
	☒

	15
	If Yes, please provide details here of how you will gain access to specific documentation that is not in the public domain and that this is in accordance with prevailing data protection law of the country in question and England and Wales.







SECTION F: Scope of Research Activity
	1
	Will the research activity include:
	
YES
	
NO

	2
	Use of a questionnaire or similar research instrument?
	☒
	☐

	3
	Use of interviews?
	☐
	☒

	4
	Use of diaries?
	☒
	☐

	5
	Participant observation with their knowledge?
	☒
	☐

	6
	Participant observation without their knowledge?
	☐
	☒

	7
	Use of video or audio recording?
	☒
	☐

	8
	Access to personal or confidential information without the participants’ specific consent?
	☐
	☒

	9
	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☒

	10
	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☒

	11
	Investigation of participants involved in illegal activities?
	☐
	☒

	12
	Use of procedures that involve deception?
	☐
	☒

	13
	Administration of any substance, agent or placebo?
	☐
	☒

	14
	Working with live vertebrate animals?
	☐
	☒

	15
	Other primary data collection methods, please explain in this box
For example, ‘focus groups’. Please indicate the type of data collection method(s) in this box and tick the accompany box.
	☒
	☐

	16
	Details of any other primary data collection method:
TGDM-3 – Motor Development Assessment tool 



	
	


If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants
	1
	Who are the intended participants:
	
YES
	
NO

	2
	Students or staff at the University?
	☐
	☒

	3
	Adults (over the age of 18 and competent to give consent)?
	☐
	☒

	4
	Vulnerable adults?
	☐
	☒

	5
	Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required)
	☒
	☐

	6
	Prisoners?
	☐
	☒

	7
	Young offenders?
	☐
	☒

	8
	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☒

	9
	People engaged in illegal activities?
	☐
	☒

	10
	Others (please identify specifically any group who may be unable to give consent) please indicate here and tick the appropriate box.

	☐
	☒

	11
	Other – please indicate here:



(this box should expand as you type)
	
	



	12
	Participant numbers and source
Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	13
	How many participants are expected?

	32

	14
	Who will the participants be?

	
30 Grade 1 students (aged 6-7) and 32 Grade 4 students (aged 9-10)


	15
	How will you identify the participants?
	
The inclusion criteria is that participants must be in either Grade 1 or 4. These grades were chosen due to their expected low and developing levels of competencies. The exclusion criteria for the participants is that they are free from injury and physically able to participate in PE class.






	16
	Information for participants:
	
YES
	NO
	
N/A

	17
	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☒
	☐
	☐

	18
	Will you tell participants that their participation is voluntary?
	☒
	☐
	☐

	19
	Will you obtain written consent for participation?
	☒
	☐
	☐

	20
	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☒
	☐
	☐

	21
	If the research is observational, will you ask participants for their consent to being observed?
	☒
	☐
	☐

	22
	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☒
	☐
	☐

	23
	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☒
	☐
	☐

	24
	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☒
	☐
	☐

	25
	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☒
	☐
	☐

	26
	If NO to any of above questions, please give an explanation 

	27
	






	28
	Information for participants:
	
YES
	NO
	
N/A

	29
	Will participants be paid?
	☐
	☒
	☐

	30
	Is specialist electrical or other equipment to be used with participants?
	☐
	☒
	☐

	31
	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☒
	☐

	32
	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	☐
	☒
	☐

	33
	If YES to any question, please provide full details 

	34
	





SECTION H: Anticipated Risks
	1
	
Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 

If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.  

	2
	Full risk assessment completed and appended? 

	Yes 
	☐

	
	
	No
	☒

	3
	Risks to participants
For example: emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	4
	Risk to Participant:
Physical harm or injury during P.E. lesson as part of normal BC P.E. curriculum, which always carries these risks. To mitigate these risks, see the next box. 


	How will you mitigate the Risk to Participant
Ensure the space and equipment is safe for the P.E. lesson, clear instruction, proper footwear/clothing and Covid precautions. 


	5
	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	
	Not applicable to this research study.



	6
	Risks to investigator
For example: personal safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	
	Risk to Investigator:
I am at no additional risks associated with this study. 

	How will you mitigate the Risk to Investigator:
Ensuring a safe space/environment
Ensuring the space, environment and equipment is safe. 


	7
	University/institutional risks
For example: adverse publicity, financial loss, data protection

	
	Risk to University:
There are no additional risks of this kind associated with this study. 

	How will you mitigate the Risk to University:
Ensure professionalism and take ethical considerations at all time. 





	8
	Disclosure and Barring Service

	9
	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES

	NO

	N/A


	10
	Does your research require you to hold a current DBS Certificate?
	☒
	☐
	☐



SECTION I: Feedback, Consent and Confidentiality
	1
	Feedback
What de-briefing and feedback will be provided to participants, how will this be done and when? 

	
	Discuss with the students in September when handing out the informed consent forms (to go home to parents). 



	2
	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.

	
	Informed consent form will be going home to parents explaining the research that will be done. 
Parents must sign off on full consent for their child to be a participant in the research before any data collection begins. 



	3
	Confidentiality / Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
	
Participants names will be always kept confidential and anonymous throughout the study. Forms and data will be placed in a secure location to ensure participants are protected. 




SECTION J: Data Protection and Storage
In completing this section refer to the University’s Research Data Management Policy and the extensive resources on the University’s Research Data Management web pages (http://uwtsd.ac.uk/library/research-data-management/).
	1
	Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?
	YES
	NO

	
	“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person.
	☒
	☐

	2
	If YES, provide a description of the data and explain why this data needs to be collected:

	
	Yes, the personal data included will be birth dates/grade level. All data will be kept secure. 



	3
	Does it involve special category data (as defined by the GDPR)?
	YES
	NO

	
	“Special category data” means sensitive personal data consisting of information as to the data subjects’ –
(a) racial or ethnic origin,
(b) political opinions,
(c ) religious beliefs or other beliefs of a similar nature,
(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) physical or mental health or condition,
(f) sexual life,
(g) genetics,
(h) biometric data (as used for ID purposes),
	
☐
	
☒

	4
	If YES, provide a description of the special category data and explain why this data needs to be collected:

	
	





	5
	
Will the research activity involve storing personal data and/or special category data on one of the following:
	YES
	NO

	6
	Manual files (i.e. in paper form)?
	☒
	☐

	7
	University computers?
	☐
	☒

	8
	Private company computers?
	☐
	☒

	9
	Home or other personal computers?
	☒
	☐

	10
	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	☒
	☐

	11
	“Cloud” storage or websites?
	☒
	☐

	12
	Other – specify:

	☐
	☐

	13
	For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of password protection, encryption, anonymisation and pseudonymisation:

	
	



	14
	All Data Storage

	15
	Will the research activity involve any of the following activities:
	YES
	NO

	16
	Electronic transfer of data in any form?
	☒
	☐

	17
	Sharing of data with others at the University?
	☒
	☐

	18
	Sharing of data with other organisations?
	☐
	☒

	19
	Export of data outside the European Union or importing of data from outside the UK?
	☐
	☒

	20
	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☐
	☒

	21
	Publication of data that might allow identification of individuals?
	☐
	☒

	22
	Use of data management system?
	☐
	☒

	23
	Data archiving?
	☐
	☒

	24
	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and DPA (and/or any international equivalent):

	
	Shared with our tutors as part of the MA programme. 



	25
	List all who will have access to the data generated by the research activity:

	
	
Dr. Nalda Wainwright, Dr. Karen Sirna and Vanessa Campbell (myself) 



	26
	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	
	Me, the researcher (Vanessa Campbell)




	27
	Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
	
Data will be password protected in Google Docs and permanently deleted 2 years after the research concludes. 



	28
	Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 

	
	



	29
	Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)

	YES
	☒

	
	
	NO
	☐

	30
	Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding
	YES
	☒

	
	
	NO
	☐





SECTION K: Declaration
	31
	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice which is published on the website: https://www.uwtsd.ac.uk/research/research-ethics/ 

	
	Signature of applicant:
	[image: Text

Description automatically generated]
	Date: Sept 9, 2021




For STUDENT Submissions:
	32
	Director of Studies/Supervisor:
	Dr. Nalda Wainwright
	Date: 
Oct  9, 2021

	33
	Signature:
	[image: 18E51F7]
	



For STAFF Submissions:
	34
	Academic Director/ Assistant Dean:
	
	Date:

	35
	Signature:
	

	



Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	☒
	I have read the guidance notes supplied before completing the form.

	☒
	I have completed ALL RELEVANT sections of the form in full.

	☒
	I confirm that the research activity has received approval in principle

	☐
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	☐
	I have attached a full risk assessment (and have NOT completed Section H of this form) (where appropriate)  ONLY TICK IF YOU HAVE ATTACHED A FULL RISK ASSESSMENT

	☒
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	☒
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Academic Director.

	☒

	I have deleted the guidance notes before submitting the PG2 for consideration



	RESEARCH STUDENTS AND STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.
You will be informed of the outcome of your claim by email; therefore it is important that you check your University and personal email accounts regularly.

	STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit  this form (and receive the outcome) via systems explained to you by the supervisor/module leader.



This form is available electronically from the Academic Office web pages: https://www.uwtsd.ac.uk/academic-office/appendices-and-forms/ 


Application Process

All staff research projects and all research students must submit the Ethical Approval Form to the University Research Ethics Committee via the Academic Office (pgresearch@uwtsd.ac.uk).   Staff research directly in relation to personal study for taught undergraduate or Masters programmes should be submitted via the Institute procedures explained below.

Taught masters and taught undergraduate research Ethical Approval Forms are considered within Institutes.  Institutes will provide details of the specific processes for this.  Where the Ethical issues within any single ethical application are of particular concern the Institute will refer these to the University Research Ethics Committee.   Any student activity that involves the collection of primary data needs to undergo Ethical approval, this includes assignment work as well as dissertations.   
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Informed Consent – Authorization for a Minor to Serve as a Research Participant 
 



September 13, 2021 
         
Dear Parent/Guardian,                
 
As part of my master’s studies through the University of Wales Trinity St. David, we are required to 
investigate our teaching practices related to physical education and physical activity. I am doing my 
dissertation inquiry into the effects of a motor skill program on students perceived and physical 
competencies and its overall contributions to physical literacy.  
 
I am writing to ask permission to use the information I collect from your child in my research dissertation.   
During the study, I will collect various forms of information to determine whether the motor skill 
intervention was successful. My inquiry will run in some PE blocks between October 2021-February 
2022.  
 
Your child’s safety is of the utmost importance to me.  I will protect your child’s privacy by removing his 
or her name and any other information that would identify him/her.  The teaching and curriculum 
involved in this study are part of our regular teaching practice and requirements relating to the BC 
Provincial curriculum. The materials I am working on will not be sold for profit and will only be used for 
academic purposes.   
 
This project will have no impact on your child’s progress or grade in the courses I teach. If your child or 
you wishes not to have his or her work included at any point during the investigation, you or s/he can 
request to not have the work included. Please complete the form below and return it by October 1, 
2021. 
 
Thank you for your support. Please email me if you have any questions about the study.  
 
Miss Campbell 
vcampbell@hcschool.ca 



 
"""""""""""""""""""""""""""""" 



 
As the parent/guardian of ______________________________________,  
 
r I give permission …          (or)           r I do not I give permission … 
 
… to Vanessa Campbell to make copies of work my child has done as part of her educational MA 
program during the 202-2022 school year.  I understand that my child’s privacy will be protected and the 
material will not be sold for profit. 
 
___________________________      ___________________________      ________________________    
                Name (Please print)                                                Signature                                                              Date 










         

 

 

Informed Consent – Authorization for a Minor to Serve as a Research Participant 

 

September 13, 2021 

                 

Dear Parent/Guardian,                

 

As part of my master’s studies through the University of Wales Trinity St. David, we are required to 

investigate our teaching practices related to physical education and physical activity. I am doing my 

dissertation inquiry into the effects of a motor skill program on students perceived and physical 

competencies and its overall contributions to physical literacy.  

 

I am writing to ask permission to use the information I collect from your child in my research dissertation.   

During the study, I will collect various forms of information to determine whether the motor skill 

intervention was successful. My inquiry will run in some PE blocks between October 2021-February 

2022.  

 

Your child’s safety is of the utmost importance to me.  I will protect your child’s privacy by removing his 

or her name and any other information that would identify him/her.  The teaching and curriculum 

involved in this study are part of our regular teaching practice and requirements relating to the BC 

Provincial curriculum. The materials I am working on will not be sold for profit and will only be used for 

academic purposes.   

 

This project will have no impact on your child’s progress or grade in the courses I teach. If your child or 

you wishes not to have his or her work included at any point during the investigation, you or s/he can 

request to not have the work included. Please complete the form below and return it by October 1, 

2021. 

 

Thank you for your support. Please email me if you have any questions about the study.  

 

Miss Campbell 

vcampbell@hcschool.ca 

 

"""""""""""""""""""""""""""""" 

 

As the parent/guardian of ______________________________________,  

 

r 

I give permission …          (or)           r I do not 

I give permission … 

 

… 

to Vanessa Campbell to make copies of work my child has done as part of her educational MA 

program during the 202-2022 school year.  I understand that my child’s privacy will be protected and the 

material will not be sold for profit. 

 

___________________________      ___________________________      ________________________    

                Name (Please print)                                                Signature                                                              Date 
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Warm up/ cool down activity



Activity explained/ demonstrated Yes
No



Identify aspects of child development
this warm up addresses



Garden 1 Garden 2 Garden 3



Activity set up correctly/



developmentally appropriate



(i.e. appropriate equipment)



Yes



No



Yes



No



Yes



No



Activity explained correctly Yes



No



Yes



No



Yes



No



Clear demonstration Yes



No



Yes



No



Yes



No



Demonstrated differentiation



(modify task/ equipment)



Easier?



Harder?



Easier?



Harder?



Easier?



Harder?



Children provided corrective feedback/



teaching cues



Yes



No



Yes



No



Yes



No



Overall comments
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Identify aspects of child development

this warm up addresses
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No

Yes

No

Yes

No

Activity explained correctly Yes

No

Yes

No

Yes

No

Clear demonstration Yes

No

Yes

No

Yes

No

Demonstrated differentiation

(modify task/ equipment)

Easier?

Harder?

Easier?

Harder?

Easier?

Harder?

Children provided corrective feedback/

teaching cues

Yes

No

Yes

No

Yes

No

Overall comments
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Core Instructional Principles, Practices and Expectations



Core Principles Core Practices and expectations



Activity (task) is explained and



demonstrated correctly



● Activity set up correctly/ developmentally appropriate



● Teacher provides direct and clear instruction of the gardens and



checks for understanding



● Correct demonstration or provides visual props i.e. video, proficient



child demonstration



● Teachers provides correct cues i.e. step with your opposite foot,



hands ready



● Teachers are able to modify the task e.g. make it easier or more



challenging to meet the needs of the children



Manipulation of the constraints



(task and environment)



● Identify the stage or level of motor competence of the individual



● Teacher is able to manipulate the constraints to meet the needs of



the individual



● Children are encouraged to manipulate constraints (i.e. change



equipment, move further apart if having lots of success)



● A range of equipment is provided to modify the task



Children experience repetition



and practice



● Children moving throughout the session- avoid lines and waiting



around



● Children provided with multiple opportunities to practice a range of



skills with developmentally appropriate equipment



● Lots of opportunity to practice skill e.g. when carrying out throwing



and catching activity have children working in pairs rather than a



group of four, to ensure more opportunity to be able throw and catch



Opportunities to practice



further



● Opportunities are provided to practice skills each week in a



structured lesson and as part of other areas of the curriculum i.e.



maths activity, enhanced provision



● Parental engagement- children have the opportunity to take home



the activity bags)



● Camouflaged activities i.e. stand on one foot when lining up for



lunch, skip or gallop to assembly



Teacher responsiveness



● Children are provided with correct feedback and support



● Teacher is enthusiastic throughout



● Maintains class management



● Provided good pace- equal amount of time on each garden (i.e. 8 to



10 minutes on each garden) and short transition between gardens



(i.e. less than 2 minutes) so children are constantly engaged



optimising engagement time



Child engagement



● Children are actively participating in the lesson



● Children are focused and engaged on the activity



● Children are motivated and enthusiastic throughout



Fidelity Checklist Overall Lesson Observations and Scores











Element Score Description
Total



Possible
Score



Space is prepared when children
arrive



0 = Not prepared
1 = Prepared, not made full use of space or equipment
2= Good use of space, garden developmentally
appropriate



2



Warm up or cool down activity
0 = No warm up or cool down, under 2 minutes
1= Under 3 minutes
2= 3+ minutes



2



Transition
0= 3+ minutes
1= Under 3 minutes
2= Under 2 minutes



2



Pace of lesson (equal amount of
time on each garden



0= Under 5
1= 5+ minutes
2= 6+ minutes



2



Pupil engagement
0= No engagement
1= Most of the class
2= Majority of the class



2



Activity set up correctly
0= Not set up correctly
2= Set up correctly



6



Activity explained correctly
0= Not explained correctly
2= Explained correctly



6



Activity demonstrated correctly 0= Not demonstrated correctly
2= Demonstrated correctly



6



Demonstrated differentiation
(modify task/ equipment)



0= Did not demonstrate
1= Demonstrated on one occasion
2= Consistency throughout



6



Children did the task correctly/
developmentally



0= Did not do task correctly
1= Demonstrated on one occasion
2= Consistency throughout



6



Children provided corrective
feedback



0= Did not demonstrate
1= Demonstrated on one occasion
2= Consistency throughout



6










Core Instructional Principles, Practices and Expectations

Core Principles Core Practices and expectations

Activity (task) is explained and

demonstrated correctly

●

Activity set up correctly/ developmentally appropriate

●

Teacher provides direct and clear instruction of the gardens and

checks for understanding

●

Correct demonstration or provides visual props i.e. video, proficient

child demonstration

●

Teachers provides correct cues i.e. step with your opposite foot,

hands ready

●

Teachers are able to modify the task e.g. make it easier or more

challenging to meet the needs of the children

Manipulation of the constraints

(task and environment)

●

Identify the stage or level of motor competence of the individual

●

Teacher is able to manipulate the constraints to meet the needs of

the individual

●

Children are encouraged to manipulate constraints (i.e. change

equipment, move further apart if having lots of success)

●

A range of equipment is provided to modify the task

Children experience repetition

and practice

●Children moving throughout the session- avoid lines and waiting

around

●

Children provided with multiple opportunities to practice a range of

skills with developmentally appropriate equipment

●

Lots of opportunity to practice skill e.g. when carrying out throwing

and catching activity have children working in pairs rather than a

group of four, to ensure more opportunity to be able throw and catch

Opportunities to practice

further

●

Opportunities are provided to practice skills each week in a

structured lesson and as part of other areas of the curriculum i.e.

maths activity, enhanced provision

●

Parental engagement- children have the opportunity to take home

the activity bags)

●

Camouflaged activities i.e. stand on one foot when lining up for

lunch, skip or gallop to assembly

Teacher responsiveness

●

Children are provided with correct feedback and support

●

Teacher is enthusiastic throughout

●

Maintains class management

●

Provided good pace- equal amount of time on each garden (i.e. 8 to

10 minutes on each garden) and short transition between gardens

(i.e. less than 2 minutes) so children are constantly engaged

optimising engagement time

Child engagement

●Children are actively participating in the lesson

●

Children are focused and engaged on the activity

●

Children are motivated and enthusiastic throughout

Fidelity Checklist Overall Lesson Observations and Scores
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SKIP-CYMRU Session Plan



Date: BLANK SESSION PLAN No. of children: Duration:
Session: Approx. age of children: Practical area size:



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?











SKIP-CYMRU Session Plan - Week 1 Session 1



Date: Wed Jan 19, 2022 No. of children: Gr. 4: 31 (Away: Nina) Gr. 1: 28 (Away:
Matthias/Theo)



Duration: 40 minutes



Session: Catching and Throwing Approx. age of children: 6 and 9 Practical area size: Gym



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Battleships
- 8 cones per pair (4 each) and 1 bean bag
- Children take turns throwing the bean bag to hit partner’s cone.



If successful they take it and make their ship
- First child to steal all of partners cones wins
- I said if they complete the game to make more difficult and play



again



Underhand Throwing Easier: decrease gap/use bigger targets
Harder: increase gap, use smaller
targets, smaller bean bag



-Explained game with demonstration
-Answered questions ahead of time after demo
-Walked around/observing and giving
cues/feedback
-Next time: give different sized cones/targets?



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



Me to You
- Students work in partners with 8 cones



& 1 bean bag each
- The pair throws back and forth



successfully before moving back to the
next cone. If ball is dropped they
return to starting position (middle
cone)



-eye tracking activity -Hands ready
-Reach for the ball
-Hands only when catching
-Throw to X Zone
-Eyes on the ball
-Step with opposite foot
-Open body during wind
up/follow through by bringing
throwing arm toward
hip/twist body



Easier: Larger balls/bean bags & start
closer together
Harder: Smaller balls/bean bags &
start further apart



-Gr.1 students put cones way too close together.



-Next time: set up cones for the Gr. 1’s beforehand



Journal Comments/Observations:



- Students were so engaged, on task, having fun
- Reminder to use less “good job, nice throw” & use more specific language “I like how you stepped forward with your opposite foot/followed through with your



arms/reached out to catch the bean bag”











SKIP-CYMRU Session Plan - Week 1 Session 2



Date: Thurs Jan 20, 2022 No. of children: Gr. 4: 31 (Away: Nina) Gr. 1: 28 (Away:
Matthias/Theo)



Duration: 40 minutes



Session: Catching/Throwing Approx. age of children: 6 & 9 Practical area size: Gym



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Feed the Animals
- divide students into small groups and give them each a few bean bags



(ideally 1 each)
- Students must overhand throw the bean bag into the hoop (approx. 8 ft.



high) and feed their “animal” - team name = animal they are feeding
- 1 point for hitting the hoop, 2 points for getting it into the hoop
- Run and retrieve bean bag and repeat for certain period of time



-Overhand Throwing
-Running



-Easier: go closer/lower, Harder:
further/higher
-High target will limit the chop and
downward action



-too much waiting to throw/line ups, could run
quicker
Next time: smaller groups/pairs/bean bag per pair



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?
Groups of 6 (working individually or in partners, depending on the
station)
1.Throw a bean bag into hoola hoop (like in Feed the Animals
game) then high knee run over two hurdles then quick feet through
the ladder, skip back & repeat.
2.2 foot hop over two hurdles, hoola hoop hop scotch (1 foot hop)











SKIP-CYMRU Session Plan - Week 2 Session 1



Date: Tues Jan 25, 2022 No. of children:Gr. 4: 31 (Away: Nina) Gr. 1: 30 Duration: 40 minutes
Session: Running + Underhand/Overhand
Throw/Catching



Approx. age of children: 6 & 9 Practical area size: Gym



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Everyone’s It Tag
- Students run throughout the gym and try tagging everyone
- If tagged at same time students to rock paper scissors to find



winner
- Loser sits down on the spot and watches the person who tagged



them. When that person is tagged the student can then stand up
and continue



Running
(Scarf catching
addition: add in
tossing/catching)



-Add different forms of movement
(instead of running - skipping,
galloping, hopping, etc.)
-Add task to do when ‘out’ instead of
sitting down (ie getting a ball and
tossing against the wall while still
watching the person who tagged you
or scarf caching in the middle of gym)



-Gr. 4: Most students preferred regular EI tag.
Said scarf catching was too much to think
about.
-Students were engaged with the
tossing/catching (eye tracking) while looking at
the person who tagged them.



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



Busy Bees
1. Children (bees) are in pairs, in a hoop (hive)
with two bean bags (honey).
2. Children leave their hive one at a time to steal
honey (one bean bag) from another group.
3. They then travel back with the honey, which
they toss in their hive (about 1 m away). Then
next partner goes to retrieve a bean bag
4. Use a time frame to keep the games short.
(did about 3-4 minutes per “level”)
5. Use different ways of travelling to move
around the hives. (did not get to this during this
session)



-Running with head up,
making sure they don’t run
into anything/looking in the
direction they’re running in.
-Making eye contact with
partner before throwing
-Proper underhand and
overhand throw techniques



-Running
-Tossing
-Underhand throwing (toss)
-Overhand throwing



-Smaller groups (pairs) = more
hoops
-Make hoops further away from
cone
Added rules:
-Must underhand throw from
cone to hoop, if bounces out =
doesn’t count and must return to
where they got it from.
-Must overhand throw from
where they got a bean bag to
their partner.



Gr. 4:
-Students asked that it still count if the bean bag
lands in the hoop and then bounces out. Modified to
allow for success.
-When added the overhand throw rule, allowed
students to go a bit closer to their partner to make
sure they were making eye contact. If that throw
was not catched there was no penalty.
Next time: if they miss the hoop they could do an
exercise or just repeat the toss until they get it in











SKIP-CYMRU Session Plan - Week 2 Session 2



Date: Thurs Jan 27, 2022 No. of children: Duration: 40 minutes
Session: Create your own obstacle course Approx. age of children: 6 & 9 Practical area size: Gym



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Everyone’s It tag with ball catching



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?
Split students into 6 groups
-Students choose 1 ball skill and 1 locomotor skill
-As a group, they choose max 4 pieces of equipment to use for
their station.
-Must create station using the 2 skills, explain to class station and
the proper technique for these skills
-2 minutes per station



-No lining up/ques
-Proper form for each skill



-Ask the class how we can
modify station during
demonstration if needed



So great. Engaged, working
together, constant movement,
focus on the 2 skills, creative,
fun.











SKIP-CYMRU Session Plan - Week 3 Session 1



Date: Wednesday Feb 2, 22 No. of children: Duration: 40 mins
Session: Dribbling & Kicking Approx. age of children: 6 & 9 Practical area size: Gym



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Soccer relays in groups
1st relay: dribble to center of gym, do 5 toe taps, dribble to other side of gym and
knock over ocne (2 chances) then dribble back. When you get half way pass ball
with inside of foot to next person in line
2nd relay: push the ball (toe taps) forward to the center line. Then dribble to other
side of gym and circle around the cone. Dribble back to center then do pull backs
(a



-Kicking
-Dribbling
-Foot-eye
coordination
-Running



-Eyes on the ball
-Eyes on the target
-Open up body and kick with inside
of foot
-Can change the size/colour/weight
of the ball
-Change position/distance of target



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



Square Dance - each student has their own
soccer ball dribbling in a defined space. Teacher
calls out moves for them to do,



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?



-Eyes on the ball
-Keep the ball close to your feet while
dribbling
-Look for the target
-Step next to the ball and kick



-Size/colour/weight of the
ball
-Speed of ball, position of
target, distance of target











SKIP-CYMRU Session Plan - Week 3 Session 2



Date: Thursday Feb 3, 2022 No. of children: Gr. 4: 32 / Gr. 1: 27 (Away: Jude,
Samantha, Ira



Duration: 35 mins



Session: Kicking Obstacle Course Approx. age of children: 6 & 9 Practical area size:



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?











SKIP-CYMRU Session Plan - Week 4 Session 1



Date: Feb 7, 2022 No. of children: Duration:
Session: Catching/Striking Approx. age of children: Practical area size:



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Fire & Ice tag Throwing,
Catching, Running
(Non locomotor:
Twisting)



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?
1. Spike Ball (Gr. 1: cooperative/Gr. 4: competitive)
2. Me to you (underhand throws)
3. Tennis passing with 1 bounce in between
4. Keep up (beach ball)
5. Quick feet through the Ladder + Overhand throw back to partner
6. 1 Foot Hop through the Hoola Hoops + Overhand throw back to
partner
7. 2 Foot hop over 2 hurdles & then Feed the animals
8. Gr. 4: Lacrosse passing Gr. 1: Scarf catching











SKIP-CYMRU Session Plan - Week 4 Session 2



Date: Feb 9, 2022 No. of children: Duration:
Session: Target Games/Underhand & Overhand Throws Approx. age of children: Practical area size:



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Fire & Ice tag Throwing,
Catching, Running
(Non locomotor:
Twisting)



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?
Overhand Throws:
1. Power throw (to target on wall)
2. Hit the Rainbow (to coloures pieces of 8.5x11 paper on wall)
3. Feed the animals
4. Me to you
Underhand Throws:
1. Battleships
2. Bowling
3. Bean Bag Bocce
4. Throwing accuracy (into targets cut out in soccer nets)











SKIP-CYMRU Session Plan - Week 5 Session 1



Date: Feb 15, 2022 No. of children: Duration:
Session: Approx. age of children: Practical area size:



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Fire & Ice tag Throwing,
Catching, Running
(Non locomotor:
Twisting)



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?











SKIP-CYMRU Session Plan - Week 5 Session 2



Date: Feb 16, 22 No. of children: Duration:
Session: Approx. age of children: Practical area size:



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Fire & Ice tag Throwing,
Catching, Running
(Non locomotor:
Twisting)



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?
Overhand Throws:
1. Power throw (to target on wall)
2. Hit the Rainbow (to coloures pieces of 8.5x11 paper on wall)
3. Feed the animals
4. Me to you
Underhand Throws:
1. Battleships
2. Bowling
3. Bean Bag Bocce
4. Throwing accuracy (into targets cut out in soccer nets)











SKIP-CYMRU Session Plan - Week 6 Session 1



Date: Feb 22/22 No. of children: Duration:
Session: Approx. age of children: Practical area size:



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Fire & Ice tag Throwing,
Catching, Running
(Non locomotor:
Twisting)



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?
Overhand Throws:
1. Power throw (to target on wall)
2. Hit the Rainbow (to coloures pieces of 8.5x11 paper on wall)
3. Feed the animals
4. Me to you
Underhand Throws:
1. Battleships
2. Bowling
3. Bean Bag Bocce
4. Throwing accuracy (into targets cut out in soccer nets)











SKIP-CYMRU Session Plan - Week 6 Session 2



Date: Feb 16, 22 No. of children: Duration:
Session: Approx. age of children: Practical area size:



Warm up activity
Activity, explanation, and equipment required Movement



concept focus
Teaching points & differentiation –
ideas for making it easier/harder



Reflection – how did it go?
What did you do to keep the children on task and engaged?
How would you adapt the activity for next time?



Fire & Ice tag Throwing,
Catching, Running
(Non locomotor:
Twisting)



Skill, Activity & Equipment required   Stage/ level of children
or what’s missing?



Teaching points/cues -
see booklet



Differentiation - ideas for
making it easier/harder &
maintaining engagement  



Reflection – how did it go? 
What did you do to keep the children on task and
engaged? How would you adapt the activity for next
time?



OBSTACLE COURSE GARDEN
Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?
Overhand Throws:
1. Power throw (to target on wall)
2. Hit the Rainbow (to coloures pieces of 8.5x11 paper on wall)
3. Feed the animals
4. Me to you
Underhand Throws:
1. Battleships
2. Bowling
3. Bean Bag Bocce
4. Throwing accuracy (into targets cut out in soccer nets)
















SKIP-CYMRU Session Plan

Date: BLANK SESSION PLAN No. of children: Duration:

Session: Approx. age of children: Practical area size:

Warm up activity

Activity, explanation, and equipment required Movement

concept focus

Teaching points & differentiation –

ideas for making it easier/harder

Reflection – how did it go?

What did you do to keep the children on task and engaged?

How would you adapt the activity for next time?

Skill, Activity & Equipment required   Stage/ level of children

or what’s missing?

Teaching points/cues -

see booklet

Differentiation -

ideas for

making it easier/harder

&

maintaining engagement  

Reflection – how did it go? 

What did you do to keep the children on task and

engaged? How would you adapt the activity for next

time?

OBSTACLE COURSE GARDEN

Equipment & Obstacle Activities Teaching points/cues Differentiation & variation Reflection – how did it go?
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