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Abstracts

Study 1
Applying Hellison’s Responsibility Model in Elementary School Physical Education
Classes: A Practical Inquiry Approach
The aim of the present study was to describe the practical inquiry framework and how it was
applied by a full time Physical Education (PE) teacher in a public elementary school, as he
tried to increase his understanding of the Teaching Personal and Social Responsibility
(TSPR) model in practice and improve implementation of the model; he tried to align his
practice with the model by integrating into his teaching various strategies to confront the
challenges and difficulties that come with teaching elementary school PE classes. The nine
teaching strategies from an observational and post-teaching reflection tool called the Tool for
Assessing Responsibility-based Education (TARE) documented and shaped TPSR
implementation and curriculum development process. Particular tactics relative to each
strategy were adapted or created to meet situational needs of teaching; moreover, every TPSR
delivery needs to be contoured to fit the teacher’s own style, the students, and the context.
This practical inquiry project through in-school PE provided the PE teacher with the
opportunity to exploit the structures and strategies of TPSR to change his teaching practice in
ways that better reflected his teaching philosophy and what he wanted to impart in his
students. These changes in his practice appeared to have established a positive learning
environment and to have helped his students to develop personal and social responsibility.

Keywords: personal and social responsibility, Tool for Assessing Responsibility-based

Education, teaching strategies
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Study 2
Students’ Perceptions of Responsibility in Physical Education: A Qualitative Study

The purpose of this study was to investigate students’ perceptions of responsibility in the
context of physical education. 17 6th-grade students (7 boys and 10 girls) from 9 Greek
elementary schools were interviewed. Theory and data driven thematic analysis was
conducted. The Teaching Personal and Social Responsibility (TPSR) model provided a
conceptual framework to guide data analysis. Most of the students’ values, motives, attitudes,
intentions, and experiences reflected the foundational responsibility goals included in the
TPSR model; however, students’ awareness of more advanced manifestations of
responsibility in physical education was weaker. Findings shed light on Greek students’
perceptions of responsibility in physical education (PE) classes and other settings. The TPSR
model provided a relevant framework for describing and interpreting students’ perceptions of
responsibility. However, there was a marked discrepancy between students’ perceived values
of responsibility and their reported experiences. Implications for promoting responsibility in
physical education are discussed.

Keywords: TPSR model, levels of responsibility, elementary school, personal and

social responsibility, definitions of responsibility
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Study 3
Measuring Students’ Perceptions of Responsibility in Physical Education

Research supports the effectiveness of Teaching Personal and Social Responsibility (TPSR)
through physical activity programs in facilitating a positive learning environment and
promoting students’ responsibility. However, there is a lack of theory-driven, validated, self-
report instrument to assess students’ responsibility in physical activity settings that aligns
directly with all four levels of the TPSR model and provides extensive and nuanced view of
behaviors, attitudes, beliefs, values, and intentions of all their respective constituent
components. Therefore, this study proposed and validated a new instrument, the Extensive
Questionnaire of Responsibility in Physical Education (EQRPE). Methods: Scale-items were
developed and assessed for content validity, individual items were assembled in a
harmonious and measuring construct, and the complete scale was tested for dimensionality,
reliability, and validity. Results: Confirmatory factor analysis, internal consistency estimates,
and bivariate correlations were used to affirm reliability and convergent, discriminant or
divergent validity. Discussion/Conclusion: The model was a good fit for the data, and the
EQRPE subscales correlated positively with conceptually similar constructs of the previously
existing Personal and Social Responsibility Questionnaire (PSRQ). These analyses strengthen
the expected validation of the EQRPE.

Keywords: TPSR model, levels of responsibility, PSRQ, personal and social

responsibility, responsibility questionnaire, confirmatory factor analysis, EQRPE
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Chapter 1
Introduction

Putting values into perspective, Semprun (1997) persuasively argued that when the
citizen-ecologist attempts to pose the most disturbing question by asking “What kind of
world shall we leave to our children?”; he avoids posing this other, really disturbing question
“To what kind of children shall we leave the world?” (p. 5). Hellison (2011) convincingly
argues that although teaching personal and social responsibility (TPSR) will not solve the
social problems we face today, helping young people take more responsibility for their
personal and social development can at least affect their values and their choices and “plant a
seed” (p. 14).

The evolution of the Teaching Personal and Social Responsibility model (TPSR) is
traced back in the early 1970s to Don Hellison’s humanistic approach to teaching physical
education through practical inquiry (Hellison, 1973; Georgiadis, 1992). He subsequenlty
developed a model focused on the affective domain (Hellison, 1978), further defined
humanistic goals and teaching strategies and promoted “continuous tinkering of a living
model” (Richards & Shiver, 2020, p. 308). His passion for helping kids with challenges
provided the explicit impetus for his achievements throughout his life and academic career
(Jacobs & Templin, 2020).

Hellison’s experiences, beliefs, and values shaped his life and academic career
(Hellison, 2013). Across his career he had been committed to three professional priorities and
contributions in the physical education field: (a) a blend of practice and theory in which
practice informs theory just as much as the other way around although TPSR was initially

developed in practice for a number of years; (b) a focus on underserved youths (i.e. low
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socioeconomic status) hoping to help these kids to suceed in life because they often lack the
necessary educational and physical-mental health resources; (c) a holistic educational
perspective for kids’ physical activity-based programs that capitalizes on the uniqueness of
physical activity by embedding social, emotional, and cognitive life skills and values in the
physical activity content (Hellison, 2008, pp. 6-8). Therefore, Hellison was ultimately
established as one of the most influential, creative, and innovative scholars in physical
education and sport pedagogy (Wright & Walsh, 2020) and his legacy reached far beyond
traditional scholarship (Jacobs & Templin, 2020) while TPSR was regarded as one of the
most influential instructional models in PE pedagogy spread around the world (Metzler,
2011).

Hellison emphasized the importance of continually working with at-risk youth. In his
reflective teaching approach (Hellison & Templin, 1991, pp. 13-14), he endorses the view
that “the larger social, political, and moral issues of our society are connected to teaching
physical education and require some serious reflection (and action)”. His initial goal was to
promote character development through physical education, hoping to help at risk kids -
mostly unmotivated and hostile- to become better people. In the early development of TPSR
he came to realize that helping his underserved students to take responsibility for themselves
and others was the best contribution he could make; however, “to prevent total chaos he
needed structure in the form of specific goals (organized into a step-by-step progression of
attitudes and behaviors and presented as developmenta levels) and strategies” (Hellison,
1985, p. 156). He needed a clearer purpose, values (simply stated, concise, and few in
number), a better grasp of “responsibility” and specific inervention strategies (Hellison, 2003,
pp. 5-6).

Hellison recognized the advantages of providing physical activity programs outside of

the school schedule (alternative school PE and after-school PA programs); they gave him
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flexibility to develop curriculum -by trying things out- and maintain small numbers, thus,
creating a sense of belonging for underserved children and youth. His work was followed by
others with the intent of applying his ideas and exploring TPSR experiences in ways that
aligned the challenges and resources of their setting (Martinek & Hemphill, 2020).

Hellison’s work has made a significant contribution to the positive youth development
(PYD) movement within out-of-school time contexts (Martinek & Hemphill, 2020). TPSR
integrates the principles of youth development into physical education and physical activity
(Metzler, 2011). Moreover, the TPSR model seems to be the only model in the Sport-based
Youth Development (SBYD) with a focus on marginalized or at risk youth; it includes goals
aligned with the needs of contemporary youth, and particularly those from communities
affected by poverty (Martinek & Hemphill, 2020).

Currently, there is a surge of interest in social and emotional learning (SEL) (Jacobs
& Wright, 2014). However, Hellison had been a champion for such outcomes long before
SEL educational research and policy come to prominence (Walsh & Wright, 2020). Within
this international trend toward incorporating SEL into school curricula, the TPSR model has
an explicit focus on affective outcomes as it aligns strongly with the SEL framework. TPSR
integrates social and emotional learning into physical education; it includes five primary
goals that have been linked to social and emotional learning outcomes. TPSR is identified as
an effective pedagogical approach for facilitating SEL through sport and physical activity
contexts (Gordon et al., 2016).

Hellison’s work spanned five decades. From its initial conceptualization for
humanistic teaching through present day the TPSR model was developed as a working
theory-in-practice or curriculum model because it is a framework of values and ideas that are
constantly being tested in practice (Hellison & Martinek, 2006). In fact, the development of

the model during its formative stages has been an application of practical inquiry (Georgiadis,

Institutional Repository - Library & Information Centre - University of Thessaly
30/06/2024 03:31:31 EEST - 18.191.111.117



1992). Theoretical support and values underlying the model have come out of Hellison’s
own experiences and thoughts (Hellison, 1985). Hellison’s advocacy for service-bonded
inquiry led to a continued commitment to practice-informing research, along with research-
informing practice (Walsh & Wright, 2020).

Influenced by the philosophy of such scholars as Paulo Freire and Carl Rogers
Hellison delineated students as reflecting-acting beings and built in gradual responsibility for
their own intentions and behaviors. “The values offered in TPSR are not etched in granite”
they are provisional; ultimately students are free to accept, reject, or modify them (Hellison,
2011, p. 31). He managed to reduce the possibility that the strategies would be perceived as
prescriptions for a great program rather than options that need to be carefully selected,
adapted and implemented. Model innovation and adaptation by scholars and practitioners has
been critical to its dissemination and growth. Proliferation of TPSR continues due to
Hellison’s philosophy of empowering others to make the model their own by placing their
personal stamp on TPSR to meet the needs of their own students in ways that aligned with
their own interests and their own contexts (Gordon & Beaudoin, 2020).

The TPSR Model

TPSR is a widely implemented sport and physical activity based instructional model.
The current version of the TPSR model® as articulated in the most recent edition of Teaching
Responsibility Through Physical Activity (Hellison, 2011) is generally “composed of
interdependent, defining features related to curriculum, teaching, and learning that facilitate
the interplay between the subject matter and teaching context” (Richards & Shiver, 2020, p.
300). The TPSR model focuses on integrating SEL into PE by balancing affective (personal

and social responsibility) development with psychomotor (technical sport skills)

! The three editions of Teaching Responsibility Through Physical Activity: Hellison, 1995,
2003, 2011
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develompent. It has a number of components that inherently connect to SEL (Gordon et al.,
2016).

The TPSR model includes five primary goals for students to achieve that have been
linked to SEL outcomes. These goals are often referred to as levels because they represent a
loose teaching and learning progression from | to V. They are described as respect (Level 1),
participation and effort (Level Il), self-direction (Level I11), caring and leadership (Level IV)
and transfer (Level V). The first goal focuses on respect for the rights and feelings of others
while showing restraint and control over one’s own behaviors and emotions. The second
highlights the importance of meaningful participation in lesson activities and showing effort
when things get difficult or challenging, whereas the third encourages motivation and
showing self-direction through activities such as making and achieving personal goals (goal
setting). The fourth goal relates to developing a sense of empathy, the capacity to help others,
and leadership; this is often even more difficult because it involves going beyond one’s self-
interest and becoming less egocentric. The fifth and final goal is then to transfer lessons
learned through lesson activities to other areas of participants’ lives, including the broader
school, home, and community spaces, where the environment is less supportive. Transfer is
often viewed as the overarching or primary goal of the model. Unfortunately, this goal is
often excluded in TPSR programs (Hellison, 2011). Together, the goals related to
participation, effort, and self direction correspond to the personal responsibility construct,
whereas those focused on respect and helping others are more aligned with the social
responsibility construct (Li et al., 2008).

In addition to the goals, the TPSR model follows a typical lesson format that can be
adapted to meet the particular contextual demands of a teaching environment. Lessons
typically begin with relational time, a few minutes of unstructured time, during which youth

are encouraged to socialize freely and establish rapport with one another and the instructor.
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Following relational time, instructors typically lead a group awareness talk during which they
set the stage for responsibility learning by introducing and discussing one or more TPSR and
psychomotor goals for the day. This typically involves a series of questions in which youth
are asked to consider the goal (e.g., helping others) and what it may look like or sound like in
a physical activity space, thus, ensuring that the participants understand the true purpose of
the program. Next, the instructor transitions into the lesson focus, which takes up the majority
of the lesson time during which physical activity instruction is paired with a focus on the
selected and explicitly stated responsibility goal(s) woven into the physical activity. The class
concludes with a group meeting where students collectively discuss their performance for the
day in relation to both the TPSR goals and sport skills and propose improvements. This is
usually paired with self-reflection time during which participants are asked to consider their
personal performance on the specific goals for the day; they can evaluate how personally and
socially responsible they were. This time is also used to discuss the transferability of these
lessons to their family, school, and community settings (Hellison, 2011).

There has been a rapid expansion in scholarship related to the TPSR model (Walsh &
Wright, 2020). The TPSR model has disseminated across the United States and
internationally, in Spain, New Zealand, Finland, South Korea, Taiwan, Australia, Canada,
Brazil, Portugal, Belize, Sri Lanka, Serbia, Scotaland, Japan, Turkey, Greece (Hassandra &
Goudas, 2010), etc.; it has also been introduced into new contexts (out-of-school
extracurricular sports-based contexts, in-school-based programs, professional development
programs) and with different populations (preschool, elementary, high school children,
college students, children with disabilities, underserved communities) and diverse cultures.
This situation raises questions about the levels of fidelity of model implementation; therefore,
it is important for everyone implementing the model that their programs are evaluated for

fidelity, so they can be confident that they are using the TPSR model to its full potential
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(Gordon & Beaudoin, 2020). Nonetheless, when considering the geographical spread of
TPSR along with its implementation in new contexts and with different populations and
culturally diverse settings, it is acknowledged that ensuring fidelity to the model can be
difficult. Herein, Hellison (2011) further developed nine responsibility-based teaching
strategies that can be used to support model implementation. Using the TARE systematic
assessment instrument as an observation or self-reflection tool is one option of checking for
fidelity. Adopted from the “Tool for assessing responsibility-based education” (Wright &
Craig, 2011) these strategies included: (a) modeling respect, (b) setting expectations, (c)
providing opportunities for success, (d) fostering social interactions, (e) assigning
management tasks, (f) promoting leadership, (g) giving choices and voices, (h) involving
students in assessment, and (i) promoting transfer.

When considering issues of fidelity, we first need to have a firm grasp of the essence
of the TPSR model and the fundamental underpinnings that define it. The purpose of teaching
kids to take responsibility through physical activity implies a values orientation but “values
fall outside the boundaries of science; they are not derived from data-based findings anchored
in rigorous research methods” (Hellison, 2011, p. 18). Fidelity to the underpinning
philosophy of TPSR, rather than the structure of the model, is essential (Gordon & Beaudoin,
2020). In this respect, the question is whether the most visible and easily observed indicators
of a TPSR-based program (that is, the five levels/values and the five-stage teaching format)
define the model and whether a model needs all or most of these elements to be truly TPSR
based (Gordon & Beaudoin, 2020). Even in the case of program adaptability to suit the needs
of the teachers, the participants and the context, program leaders must receive a clear and
unambiguous notice that these modifications need not to ignore program philosophy and
values but to maintain them as the essence of the program. Hellison (2011) addressed the

issue of what he considered were the core values in TPSR: (a) putting kids first and being
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youth centered, (b) holistic self-development described as the successful development and
integration of physical, social, emotional, and cognitive, and (c) a way of being rather than a
way of teaching especially for the program leaders.

Along with the core values, Hellison (2011) also defined five program leader
responsibilities or themes to be a constant presence; for TPSR-based programs daily themes
are essential to guide an authentic day-to-day implementation process. These themes are: (a)
gradual and progressive empowerment of participants (shifting responsibility to kids), (b)
practicing critical self-reflection, (c) embedding TPSR in the physical activities, (d)
facilitating transfer, and (e) being relational with kids by recognizing and respecting their
qualities.

Except for a prominent, widely implemented and validated instructional model in the
field of physical education, TPSR is one of the leading best practices to facilitate social and
emotional learning in physical education, as TPSR-based approaches and strategies align
strongly with SEL framework (Gordon et al., 2016). The interest in TPSR is spread beyond
the United States and the physical education domain. The United Nations Educational
Scientific and Cultural Organization (2019) recently released a TPSR model-based
curriculum for instilling values and teaching transferable life skills to 8-12 year-old students
in any subject area.

Using a variety of formal and informal ways, Hellison conveyed his approach to
teachers and other physical activity professionals for nearly 50 years either directly through
his apprenticeships, workshops, or conference presentations or indirectly through other TPSR
experts, learning communities, or available online resources (Dunn & Doolittle, 2020).
Teaching personal and social responsibility has grown and appears to continue to grow
rapidly into the future. Hellison’s vision was “for sport and physical activity to become an

effective context for facilitating values education, for helping develop ‘better people’, and as
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an opportunity for teachers and coaches to do something worthwhile in their professional
lives” (Gordon & Beaudoin, 2020, p.343).
Purpose and Significance of the Studies

The purpose and significance of the following three independent but interrelated
studies are presented below.

Since the TPSR model was developed as a working theory-in-practice or curriculum
model and constantly tested in practice, the aim of the first study was to describe the practical
inquiry framework and how it was applied by a full time Physical Education (PE) teacher in a
public elementary school, as he tried to increase his understanding of the Teaching Personal
and Social Responsibility (TSPR) model in practice and improve implementation of the
model. He tried to align his practice with the model by integrating into his teaching various
strategies to confront the challenges and difficulties that come with teaching elementary
school PE classes. This practical inquiry project through in-school PE provided the PE
teacher with the opportunity to exploit the structures and strategies of TPSR to change his
teaching practice in ways that better reflected his teaching philosophy and what he wanted to
impart in his students. These changes in his practice appeared to have established a positive
learning environment and to have helped his students to develop personal and social
responsibility.

The second study provided valuable insights into the perceptions of responsibility of
elementary school students in the context of physical education. The Teaching Personal and
Social Responsibility (TPSR) model provided a relevant conceptual framework to guide a
thematic data analysis and describe and interprete the perceptions of responsibility of students
unexposed to TPSR model. Their limited awareness of more advanced manifestations of
responsibility in PE gave prominence to the importance of a responsibility model-based

intervention for them. It might also inform practice by marking the limits of traditional PE
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teaching. Furthermore, findings could clearly define and directly guide responsibility
teaching within the Greek PE curriculum.

Finally, in the third study, a theory-driven, self-report instrument to assess students’
responsibility in physical activity settings was proposed and validated. This new instrument,
the Extensive Questionnaire of Responsibility in Physical Education (EQRPE), aligns
directly with the conceptual framework of the TPSR model and overcomes limitations of the
existing instruments in that it reflects all four levels of the model across all their respective
constituent components and, thus, can inform practice to the full extent of the responsibility

construct.
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Chapter 2
Study 1
Egpapuolovras to Movtélo Aidackaiios YrevOovoryras tov Hellison eto MabOnua tns
Dooikiic Aywyig tov Anypotikod Lyolsiov: Mia Ipaxtikij ‘Epsvve Apdong?
2KOTOG TNG TOPOVGOG EPELVOG NTOV VO TEPTYPAYEL TO TAOIGIO TNG TPOAKTIKNG EPELVAG OPAOTG
K0l TOV TPOTO OV €PAPUOSTNKE o Evav eKmondevTikd Dvoing Ayoyng (O.A.), oty
TPOGTAOELYL TOV VO KOTOVONGEL TEPLGGOTEPO TO HOVTEAD Aldackaiog [Tpocmmikng kot
Kowwovikng Yrevbuvotntoag (Teaching Personal and Social Responsibility 1 TPSR) oty
TPA&N kot va PeATidcEL TV €@appoyr| Tov. O ekmaidevtikdg Tpoonddnoce va evapuovicel Tnv
TPOKTIKT] TOV UE TO LOVTEAD CUUTEPIAUPAVOVTOG OT S100CKOAN TOV SLAPOPES GTPOTNYIKES
TPOKEUEVOD VO, AVTILETOTICEL TIC TPOKANGELS KOt TIG OVGKOAMES TOL GUVETAYETOL |
dwaokaAio e O.A. oto dnuotikd 6yoAeio. Ot evvéa oTpaTYIKEG O1000KAAIOG EVOC
EPYOAEIOD TTOPATHPNONG KO AVACTOY OGOV, YV®OOTOV Kot g Epyaieiov A&loAdynong g
AwaockaAiag pe Bacn v YrevBuvotnto (Tool for Assessing Responsibility-based Education
N TARE), texunpiocav kot dstopopemcay v epoppoyn tov TPSR kot ) dwdikacio
avAnTLENG SWOKTIKAOV TTepleEyoléEvav. Empépoug taktikég, mov cupmeptiapufdvovioy cg
KaOgUA Ao TG TOPATAVE GTPATNYIKES OOACKOAIOS, TPOCAPUOGTNKAV GTI VITAPYOVGES N
emvonOnKav omd TNV apyr TPOKELEVOL VO IKOVOTIOGOVV TIC TEPICTUAGIUKES OVAYKES KAOE
pobnpatog: e£dAov, | epappoyn| tov poviéhov TPSR ypetdleton kaOe popd va
avadlpopemBel Ko vo TPocapUoGTEL 6TO GTLA OBACKAAING TOV KAOE EKTAUOEVTIKOV, GTOVG
paontég Kou ota mepleydpeva dwackarioc. H cuykexpipévn épguva dpdong pésa amod

dwaokario tng DA o10 oYoAEio TOpEiyE T OLVATOTNTA GTOV EKTALOEVTIKO VO EUTVEVLGTEL

2 Avo{nmoeic o Doowery Ayoyn & tov ABAntiopd, 17(2), 97-110
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Ao TN doun| Kot Tig oTpaTNYKES Tov TPSR yuo va oAAGEEL TG TPaKTIKEG d1dUCKAAING TOV,
MOTE Vo EKPPALOVY KAAVTEPO TNV TPOCHOTIKY TOL PIAOGOQIn Kot Oca Ba NOele va
UETAAAUTOOEDGEL GTOVG LaONTEG 1) TIC LOONTPIEG TOL. AVTH N GAAOYT] TOV TPAKTIKDV
ddackaAing Tov Pavnke va £xel edpamael Eva Betikd pabnolokd kiipa kot va £yl fondnoet
TOVG LoONTEC va v1oBeTNGoVY TEPIGGOTEPT VTTELOVVOTNTA TOGO GTNV TPOCWOTIKY| TOLG
CLUTEPIPOPE OGO KO GTI CLUTEPLPOPE TOVS TPOG TOLG AALOVG.

Aéeis kAeroia: mpoowmIKN Kol Kowvmvikn vrevbovvotnra, Epyoieio ASloAdynong g
AwaockoMMag pe Baon v YrevBovotnta, otpatnyikés Sidackoiiog
Eicaywyn kot cyetixy Oswpia

To Movtého Adackariog [Ipooconikig ko Kowmvikig Yagv0vovotntog
(Teaching Personal and Social Responsibility  TPSR). To povtého Adackaiiog
[Tpoowmikng kot Kowwvikng Yrevbvvotntag (Teaching Personal and Social Responsibility 1
TPSR) tov Hellison (1995, 2003, 2011) éyet eamlmBOei ToryKOOUIO KO ATOKTA £V GUVEXDG
dtevpuvopevo Bewpntikd voPabpo. AvartHyOnie péoa amd 40 Ko TAEOV YPOVIA EPEVVOG
nediov. Nopic otnv kopiépa tov o Hellison (1985) avayvdpioe v avéykn diebpuvong tawv
oTOY OV NG TOPASOCIAKNG PUGIKNG OYWYNGS, KOOMS TPOomovNnTéG Kol YOUvaoTtég eEéppalov
OM0 Ko TEPLoGATEPN aviiovyia Yo Oépata teBapyiog Kot TapaKivnong Tov pobntodv: oty
npaypatikoétra, o Hellison (1985) undpeoe va dakpivel tnv 1diaitepo enimovn mpoomdOeid
TOVG VO, SO EPLETOVV TO TPOPANLLATA AVTA.

Ta televtaia ypovia vdpyet £vag EvTovog TPoPANUATIGUOS Y10 TV aDENCN TOV
AVETBOUNTOV Kol ETKIVOLVOV GOUTEPLPOPOV TV PPV Kat Wiaitepa eketvev Tov {ovv
OTIG KOWOVIKE TEPBMPLOTOMUEVES Kol O1KOVO LLIKGL LTTORABGUEVES TTEPLOYES TV TOAEWDV
KO Katd cuvEmelo avtetonilovy onuavtikd tpofAiuata emPioong (Garbarino, 1997)- o
Hellison mavta evolopepdtav yia tovg véoug antovc. AvérTuée HAAMGTO TO LOVTELO TOV

epappolovtag tpoypdppata topeppdcemv 6e véoug mov Bprokdtay o€ Kivouvo, TPOKEWEVO
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va Tovg €E0VG1080TNGEL VAL avaAGPoVY TOV EAeyY0 TG CMNG TOLG KOl TTEPAULTEP® VO,
GULVEIGOEPOVVY KOl 6TNV Kovmvia. Me dAha Adyta Tovg fonbovce va avarntuyBodv ce eminedo
1060 TPOGMOTIKO 660 Kot Kowvwviko (Balague, 2016).

To povtélo TPSR tov Hellison (2011) avayvopiletar g o vTodery otk
TPOGEYYION Y10 TNV TPOOY®YT TNG TPOCMOTIKNG avartuéng tav véwv (Petitpas, Cornelius,
VanRaalte, & Jones, 2005). Enevdvel neplocdOTeEpo 60 «dUVATA» oNUEin TV VEQV -
EVIOYVOVTOG T, BETIKA TOVG YAPAKTNPICTIKA- TOPE 6T SOPHOOT TOV KEALEYUUATOVY» KOt TV
KEAVY™ NG AVETAPKEIAG TOVS TOVS AVTILETOTILEL O avOpOTIVOLE TOPOVG TOV UTOPOVYV VoL
avantvoybovv (Hellison & Cutforth, 1997). EmmAéov, to povtého TPSR gvbuypappileton
TANPOC pe T0 Bewpntikd mhaicto g Kowwvikng kot ZvvaicOnuotikng Aywyng (Jacobs &
Wright, 2014), kaB®¢ ot mpakTikéc Tov amofAEmovy otnv avartuén avtiotoywy de€lotnTmy,
Omm¢ M dyeipion Twv cuvasOnudtov, n otoyobesio Kot n avarnTvEn BETIK®OV
SLOTPOCOTIKMOY CYECEWMV.

Méoa and 1 d1ackario delottov (ong To povtédo Adackoriog Ipocomikng kot
Kowwvikng Yrevbvuvotmrag tov Hellison (2011) mpodyel cvotatikd otorygio g
VTEVOVVOTNTOG TOV EMIKEVIPDVOVTOL GTIV TPOCSMOTIKT evnuepia (Tpoomadeia Kot
avtoKatevHLVON) Kal GTNV KOWOVIKN evnuepia (cePacpd kol evovvaicOnon-aAAnieyyon)
(Martinek & Hellison, 2016). @smpeitar éva omd to poVTELD S180oKAAING [E TN HEYaADTEPT|
gmppon oty taudaywykn thg dvoikng Ayoyng (Metzler, 2011). ‘Exet doxipaoctei 1060 610
oyoleio o€ eninedo npwtofdbduog kot devtepoPaduog exmaidevong (Escarti, Gutiérrez,
Pascual, & Llopis, 2010; Escarti, Gutiérrez, Pascual, & Marin, 2010; Escarti, Llopis-Goig, &
Wright, 2018; Escarti, Pascual, Gutiérrez, Marin, Martinez, & Tarin, 2012; Gordon, 2010;
Pascual, Escarti, Llopis, Gutiérrez, Marin, & Wright, 2011; Ward, Parker, Henschel-Pellett,
& Perez, 2012; Wright & Burton, 2008; Wright, Li, Ding, & Pickering, 2010), 660 ko1 6€

evalhaktikég eEmoyolkéc cuvinieg (Gordon, Jacobs, & Wright, 2016; Hellison & Martinek,
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2006; Pozo, Grao-Cruces, & Pérez-Ordéas, 2018). H amoteAeopatikdTnTd T00 6TNV TPOay™YN
™G LTEVOVVOTNTOS TOV TEPIOMPLOTOMUEVOV KOl TOPAUEANUEVOV VEDV, OAAL KoL TV VEDV
YEVIKOTEPX ATTOJEIKVVETAL OO VAL LEYAAO OPLOLO HEAETMV EPOPUOGUEVNG 1) EUTELPIKNG
épevvag pe pebodoroyio TOCOTIKY, TOIOTIKN Kot -ToL TEAELTA YPOVIO- KLPIOS VPPLOKN
(Caballero-Blanco, Delgado-Noguera, & Escarti-Carbonell, 2013; Hellison & Walsh, 2002;
Hellison & Wright, 2003; Pozo et al., 2018). Méoa amo Tig id16G HEAETEG SLAPAIVETOL TTMG
OG0 1M YVOGOTIKY] ETOOTNTO TOV LaONTOV VO KATavooovV Ti§ a&ieg Tov Hovtélov, 0G0 Kot
TO OIKOYEVEWNKO, GYOMKO KOl EDPVTEPO TOMTIGUIKO TEPPAALOV TV HLOONTOV LITopovV va,
OTOTEAECOVV GNUOVTIKOVS TAPAYOVTESG TNG OMOTEAEGLLATIKOTNTAG TOL.

To mhaiclo Tov povTELoV S100OKAAIOG TPOCMTIKIG KOl KOLVOVIKNG
vrevOovotnToc. Tig Pacikéc atiec—mvidveg Tov povtédov tov Hellison (2011) armotedovv
(o) 1 avBpoTIVN a&ompéneta, (B) N oMotk avanTuEn TV VEOV (cuvalsOnuaTiky,
KOW®VIKY Kol YVOOTIKN), (V) N TPOTEPALOTNTA TV VE®V (TO VO EEEAYOOVV GE KOADTEPOLG
avOp®TOVG HECO OO TNV KOAALEPYELD TN avOPOTIVNG AEIOTPETELNG KO TOV OETIKOV
OY£0EMV LLE TOVG CLVAVOPAOTOVE TOVG) Kol TEAOG, (0) 1 LETOVGI®ON TWV OPYDV TOV
TPOYPAUUOTOC OYL LOVO GE O10OKTIKY EB0OO aAAG Ko o€ TpOTO {ONG Yo EKEIVOV IOV TO
epapuolet (Zymua 1).

EmumAéov, to mlaicto tov povtédov mephapPdvet Kot Tig E08HVEG TOL EKTALOEVTIKOD
nov 10 gpapudlel (Zymua 1) Kot edwotepa () TNV avanTuén BTIKNG S1OUTPOCOTIKNG GYEONG
LE TO LoBNTA TOV VO TOV EVOLVOUMVEL VAL ovaryvVOpiZet Tig 11ontepdTnTéG TOL Kol VoL ToL divet
AOYO Vo EKQPACTEL Ko VoL TAPEL OMOPAGELS, (B) TNV EVOOUATOON TOV apYdV TOL HOVIELOV
OTIS PLGIKEG OPAGTNPLOTNTES TOV LOONLOTOG KO O)L TV TPOGHNKN TOVG GE EEXYMPLETO HEPOG
TOV TAGVOL HOONUOTOS Kot T S1dackaAio TOVG HECH OOAKTIGUOV Kol KaTiynons, (y) mv
LETAPOPA TOV VIELHVVOV GUUTEPIPOPDV TEPO OO TO YMPO AGKNONG, ONANON OTN

dWaoKaAin TV VIOAOT®V LoONUATOV 6TV TAEY, OTY| YETOVIA, GTO OTiTL, GTOV OOANTIKO
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oLALOYO, GTO PPOVTIGTNPLO, Kot (O) TN Pabdiaio e£0V61006TNOT TOV LAONTOV HEGH TOV

TPOGOTIKOV TOVS OVOCTOYAGLOV OAAG KO T XPNOT KATAAANA®V GTUA S10a6KOAL0G 0md TOV

EKTTOLOEVTIKO.

Zypa 1

To mhaioto s Avdaockaliog Ipoowmikic ka Kovawvikng YrevQovotntag uéow s Pvoikng

Apaotnpiotnrog

[Tpotepaidtnraota

Alampoowmikr) oxéaon

OEMEAIQAEIX EY®OYNEX AOMH
APXEX EKITAIAEYTIKOY MAO®GHMATOX

Xpovog Slampoowmikig

e&ovalodotnon

oL paBntn-ekmadevtikou oxéong/enadnq
|| AvBpwmivn Evowpatwon otig || Evnuepwtii) oudijtnon
alOTPETELN duokégdpastnprotnreg gvaoOnromnoinong
|| Ohotikn) aydmtu{rl Metado p(i, otV B e
TOU XTOHOV KaOnpepvoTnTa
Tod . Ztadlakr) . .
— pomog {wng — Opadikn oulrjtnon

[Tpoowmikog
QVOLOTOXXTHOG

Note. IIpocappocpévo amd Teaching Personal and Social Responsibility through Physical

Activity, by Hellison, 2011).

Téhog, mpokeévov va emtevyBovV 01 EMIUOKOUEVESG VITELOVVES GLUTEPLPOPES TV

LoONTOV, TPOTEIVETOL L0 GTOLYELOING SLOPOPOTTOINGT TG OOUNG TOL podnpatog (Zynua 1).

To mAdvo padnpatog tov TPSR mephappdver mévte pépn, petald tov omoiwv (o) o xpdvog

G SWMPOCHOTIKNG ETAPNS, (B) N EVNUEPOTIKT GLLNTNON TOV EIGAYWYIKOD UEPOVGE, (Y) TO

KOPL0 HEPOG LLE TN PLGIKT OPAGTNPLOTNTA, (O) 1 OpEdIKY] GV{TNON Kot GLVOAIKN aEloAdynoN
TOV TPOYPELUUOTOS KOL TOV EKTALOEVTIKOD TTOV TO EPAPUOLEL Kat (€) 1 TPOGOTIKY aE0AOYNoN

TOV LaONTOV HECEO TOL TPOCOTIKOL avacToXacuov. [lapdra avtd, n puoikn dpactnpdTnTo

eEaxorovbel va katolapPdvel To KOPLo Kot HEYOADTEPO HEPOG TOV LB LOTOG.
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To povtéro vrevBuvottag tov Hellison (2011) eivor aitepa Oedktikd o€ 6GOVG
EMLYELPOVV VO TO EPAPUOGOLY £EAITIOG TNG TPAKTIKNG TOV OMOTEAEGLATIKOTNTOG, OAAG Ko
eEartiag ™ Waitepng SIOUKTIKNG TOL TPOGEYYIONG TOV GTOYEVEL GTN GTAOLNKT)
€£0V01060TNoN TOV pHabnTdV va 0ETovy ot 1101 Tovg KadNUEPIVOHG GTOYOVG KOTA TN SLAPKELL
g ovupetoyng toug oto padnua (“TPSRAlliance,” 2018). Ewwotepa, to poviédo TPSR
dtvel éppacn otV avATTLEN TPOGHOTIKG KOl KOWMVIKE DTELOHLVOV GUUTEPIPOPDOV KAUTA TN
JUIPKELD TNG PUVOIKNG ACKNONG 1 SPACTNPLOTNTAS KOl TEAMKE GTI| LETAPOPE AVTAOV TOV
VIEVOVVOV CUUTEPIPOPDOV TEPOL OO TO LLABN O TNG PLGIKNG Ay®YNG KO TO YOPO AOANoNG
yvevikotepa. Ot emMIOKOUEVES VTEVOVVEG CLUTEPIPOPES EIVAL YVOGTEG Kol G EMImEd QL
vrevBouvotnrog (Zymua 2).

Zyfpa 2
Ta erimeoo YredOvvng Lourepipopds twv Mabntwv ue ta Avtioroiyo Lvotatikd, to0g
2royeio
+ Smvtady, oto oriti, 6T yerovid, oo cvAAoyo,
META®OPA olwv twv Sefiotijiwy oTo bpovTioTiipIo...
IPOTYIIO MIMHZHX + Kahd mupdSerype, 181k yio ToUG JKPOTEPOUG
+ Evouvvaictnon

BOHOEIA otove aidove kai * Hpoodopd PoriBeiag
HTETIKH IKANOTHTA * Ecwrtepukn) SUvapn

* AuTtovopie 6TV EKTEAECT] COKI|GEWY
* TIpoodevtikn octoyoBeoiu
AYTOKAGOAHTHZH P 1 oToKe

* AVTIOTKON] GTIV TIEGT] TWV CUVOLLLATKWY

* Yupperoxn ket tpootabere

* AOKIN K IVOU pYLWY TTPOYHETWY

IIPOZIIAOEIA ka1 SYNEPTAZIA . .
* Ko oxéon pe toug suppabnreg pov

* AvtogAeyyog

* Aotiope s1pNVIKN G Kat dnpokpatikig exiAvong
Sievelewv

* Ao GUPPETOYG OAwY Twv cuppedntov

2ZEBAXMOX twv Sikaiwpatov kai
Twv asdnuatewy twv adlov
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Note. ITpocappocpévo amd Teaching Personal and Social Responsibility through Physical
Activity, by Hellison, 2011).

H axolovBia tov emmédwv vrevbuvotntog 6 GUVETAYETOL TN dLO0YIKN HETAPoo
TOV padnTOV (O¢ TPOG TIG EMBVUNTEG GLUTEPLPOPES LTEVOVVOTNTAG) ATd TO £ValL EMMESO GTO
APESMG EMOUEVO OVTE TO EEKIVILA TOVG KOT® OVAYKT ot TO TPAOTO EMIMESO OVTE KO TNV
afpoiotikn Aertovpyio TV EMTEOWOV (Y10 TAPAIELY LA, EXOVTAG KATOKTIGEL TO OEVTEPO
enminedo d¢ Bewpeitan dedOUEVO OTL EYOVV KATAKTNOEL KOt TO TPDTo). Kdébe mondi axorovOel
70 01KO TOV PLOUO AVATTLENG: Y10 TOPASEY LA, EVD KATO0 TOILA KUPLOAEKTIKG arywvilovTot
va. 0eiEoVV aVToEAEYYO (TPAOTO EMIMESO-CERAGHOC), TNV 1010 GTIYUN LITOPOVV EVKOAN VL
viwoBetncovy NyeTikd péro oty opdda. Ta eninedo amoTeELoHV dopKA GTOLYEID TOV LOVTELOL
TPSR- anmoxoppéva Opms amd Tig OspeMmdOEIg apyEg TOV LOVTEAOD, TIC GTPOTNYIKES TOV Kot
1 YEVIKOTEPT PLAOGOPI0 TOV, dgV Elval OLVATO VO OVTIKATOTTPIGOVY TANPMOC TO LOVTELO.
Q61000 T0 HOVTELD OEV TEPIAAUPAVEL LOVO EUPAVEIG GUUTEPIPOPES, AALGE KOl OTACELS,
nemonoelg, aieg ko tpobéaeis. I'vetan pavepod 6t Ta enineda vrevBLVOTNTAG
SO pEOONKAY TPOKEUEVOL VO EKPPAGOVV TIG Pacikég a&ieg TOL HOVTEAOV, Va.
€E100PPOTNGOVY TNV TPOCMOTIKY LE TNV KOWMVIKN VTELOVVOTNTA KO EVIEAEL VO SOUT|GOVV
L TPOOJEVTIKT OAAG CLUPOTIKY KO TPOOLPETIKT 6TOYX00EG10 O TPOG TIC EMIOKOUEVES
VreVBLVEG GLUTEPLPOPES TV HaONTOV.

Epyaleio ASrodéynong s Awdackariog pe faon v YrevOuvvotnta (Tool for
Assessing Responsibility-based Education § TARE). Ot nepioc6tepol EKIAIdEVLTIKOL TTOV
aropacilovv va epapudlovv 1o poviého TPSR €yovv mponyovpévag dapdoet oyeTikd pe to
LOVTELO, £x0VV TBOVA TOPAKOAOVONGEL EPYAGTNPIOL EQAPLLOYNG TOV LOVTEAOV Kot £XOVV
amonelpadel va copumepthdpouv Tig OepeMMOIELS apyEG TOL LOVIEAOL, GKOUT) KO
OTOCTOGLOTIKG, GTNV KoOnuepwvn Toug dackaiio. [Tapoia avtd, dtav emyepovy va

EPAPLOGOVY TO HOVTEAO GLGTNUATIKA, EE0KOAOVOOVV VO AVOPOTIOVVTOL AV TO EQUPUOLOVY
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«wowota» (Wright, 2016). Aaupavovtog vadoyn 6Tt 1o poviédo givat evélikto, faciletal o€
a&iec ko ypeldletal va TPOGAPUOGTEL OTIG EKAGTOTE GLUVONKES, GTO TPOGMTIKO GTLA
BUOKAAING TOV EKTOOELTIKOV Kol 6TOVG HadnTéC, eivar dvokolo va emiPBePoiwbei
motoétta gpoppoyng tov (Wright, 2016). Yrdpyovv OUmG GUYKEKPILEVEG GTPOTNYIKEG
ddackaAiog Tov Bewpodvral a&lomoTot deikTeG TN ELOLYPAIGNG TG PLAOGOGING TOV pE
TNV TPOKTIKN EPAPUOYT TOV. MeEPIKEG amd aVTEC TIG OTPATNYIKEG (CLUUTEPIAAUPBOVOUEVOV Kot
TOV GCUUTEPLPOPADOV TOV LOONTAOV TOL TPOAYOLV) £0VV CLUTEPIANEDEL G€ éval epyaleio
napatnpnongs, yvootod oc Tool for Assessing Responsibility-based Education (TARE)
(Wright & Craig, 2011)- to TARE éyet gpsvvntikd a&loroyndei g £yxvpo kot a&lomoto
EPYOAELD TTAPATPNONG TNS EPAPLOYNS TOV HOVTEAOV, OALA Kol G £YKVPO Kot a&lOTIGTO
EPYOAELD TPOGOTIKOD OVOGTOYAGHOD TOV EKTOOEVTIKOV TTOV TO £QappOLet (Xymua 3).

Zyfipe 3

O1 Evéa 2rpotnyikés Aidaokalios ue Boaon v YrevOovotyra (Epyoieio ACioloynong e

Aidaokaiios ue Baon v YrevOovotyta)

SEBAZMOZ

META®OPA ITPOZAOKIEX

POAO otnv

AZIOAOTHZH Tool for Assessing Yi‘m,gi

Responsibility-based

Education

AITOWEIZ KOINOQONIKH
ko EIITAOI'EX ZYMIIEPI®OPA

HTETIKA AIAXEIPIZTIKA
KAOHKONTA KAOGHKONTA
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Note. ITpocappocuévo amd TARE: Instrument Development, Content Validity, and Inter-
Rater Reliability, by Wright&Craig, 2011).

Ewwodtepa, to TARE eplopfavel evvéa epeaveis Kot SI0KPITES GTPOTNYIKES
dacKaAlag Tov evappovifoviot pe T EA0c0Qio TOL HOVTEAOL Kot ypetdleTan va
100eTNB0HV OO TOVG EKTUOEVLTIKOVG, OV TO EPAPUOLOVV, TPOKEEVOL VO TPOGYOLV TNV
vrevBovvotnroL:

1. Emidein oefooiod amo tov eEkmaidentind mpog Tovs HadnTés: 0 EKTOUOEVTIKOG ETIOEIKVEL
oefacpd otic aAAnAemdpdoelg Tov pe tovg padntéc. H enideitn oefacpov and tov
EKTOOEVTIKO 0€ CLVETAYETOL AAG TNV Un eMidEEN acEPELOg (.. TNV OTOPLYT
TPOGROANG KATO10V), GALAL EMTVYYAVETOL KO LE TNV EMIOEIEN CLUTEPIPOPDV GEPAGHOD
Ot TOV EKTOUOEVTIKO (TT.). EVEPYOV EVOLPEPOVTOG TOV EKTTAOEVTIKOV Kol Oyl
adtpopiog).

2. Tlopovoioon twv TPOGooKIDY TOD EYEL O EKTOLOEVTIKOS OO TOVS UAONTEG O EKTOOEVTIKOC
0PYOVAVEL OAES TIG TTVYEG TOL Lo ILaTOG, divel 6Ttovg padntéc EekdBapeg 0dnyiec,
TOPEYEL AVATPOPOSOTNGT KOl TOPOVGLALEL LE TOV 1010 pNTO TPOTO TIG AVAUEVOUEVES 0T
TOVG LOONTEC GUUTTEPLPOPES KOl TOVG AVAUEVOLEVOLS LaBnGlokovs otdyove. o Toug
HaBNTEG £101KA TV LUKPOTEP®V TAEE®V cLVIHBWG dev tvar EekdBapo TO1EG CLUTEPIPOPES
etvar amodekTéc.

3. dioopdlion evkoipi®v aTovs HadnTES Yia emTV)YIO: O EKTOIOEVTIKOG dOpEL OAEG TIG
dpacTNPOTNTES HE TPOTO TOL KavEVAS LaBNTNS Vo UnVv amokAeietonl 1 va unv pmopet pe
emTuyio vo GUUUETEYEL EEAUTIOG TV TPOCOTIKMV 1O10UTEPOTHTMV TOV.

4. Ilpoaywyn s KOIVWVIKHG COUTEPIPOPAS (alAniemiopaons) twv uadntwy: o
EKTTAOEVTIKOG dNUIOVPYEL dOUES GT O10ACKOALN TOV EMTPEMOVY GTOVG LOONTEG VAL

AAANAETIOPOVY BETIKA PETAED TOVS (VAL £PYOVTOL GE EMAPT) TPOKELUEVOL VO,
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EMKOVMVIGOLV, VO, GUVEPYOUGTOVV 1] VO AVGOVV oA pata) Ympic va Katevbdvvovtan
dpeco amd Tov 1010 ToV EKTAOEVTIKO.

5. Avabeon doyeipiotik@v kodnKoviwy otovg uodntég: o eKmadenTikodg (Ntd amd Tovg
naontég va cupParrovv oty dwyeipton kot TV opydvoon Tov padnuatog
AVOAAUPAVOVTOC GUYKEKPILEVO OPYOVOTIKA KOOKOVTO 1] EPYOCTEC.

6. Ilpoaywyn s nyeoiog: 0 EKTOOELTIKOC polpdletat £0¢ kdmoto Pabud tnv vbdvn g
dwaockaAiog pe Toug padntég divovtdg Toug v gukatpio va evolapepHoiv, va
Bondnoovv, va 613aEovv 1 va KaBodnynoovy BeTiKd Kamolovg amd Toug GLUUAONTES TOVG.

1. Ilpoopopd emiloymv aTovg HaOnTéS Kot EKPPOaCH OTOWEWY A0 TOVS UOONTES O
EKTOOEVTIKOG Oivel eukapieg 6TOVS LOONTEG VO EKPPAGOVY TNV ATOYT| TOVGS, VO dOGOLV
avaTPOPOSOTNON Y1 TN O10UCKAALN, VO KAVOLY TPOTAGELS KOl VITOOEIEELS GYETIKA LE TO
TPOYPOLLO KO VO TAPOVY GLAAOYIKA OITOPACELG.

8. 2vuuetoyn twv uabntav otny alioAdynon: 0 EKTUOEVTIKOC EMTPEMEL GTOVS LoONTEC VO
ovppETEYOLY 6TV agloAdynon tov 1oV (awtoalloAdynon) Kot Twv GUUUAONTOV TOVC.

9. 2vltnon yia m uetopopd. 0el1otntwv (NS 0 EKTOOEVTIKOC TPOTEIVEL AUESA Y10
ov{ntnon 11 ekdotote 010N TEG (NG TOL O10ACKOVTOL GTO TPAYPOLLLO KO TPOSTOOET
Vo, EKPOEVGEL 0O TOVG Lo TEC TOAVOVE TPOTOVS EPUPUOYNG TV OEEIOTNTOV OLTMV
TEPA AO TO YMOPO VAOTOINGCNG TOL TPOYPAULLUATOG.

Emumiéov, oe pia avabewpnpévn €kdoom Tov GLYKEKPYEVOL EPYALEIOV TOPATPNONG
kot avaotoyacpov (TARE 2.0), éxet coumeptingBet Kot o emmAéov evoTNTa TOL APOPA TN
GLGTNUOTIKN TOPATPNGN Kot 0E0AGYNON TNS VIELOHVVNG GLUTEPLPOPAS TOV LA TOV
(Escarti, Wright, Pascual, & Gutiérrez, 2015) TpoKeléVOL VoL GUGYETIOTEL LLE TNV EQAPLOYY
TOV CTPATNYIK®OV d1000KOAMOG OV EQOUPUOLEL O EKTALOEVTIKOG.

YKOmOGg TNG €PYaoiog. ZKOmOG TNG TOPOVGUG EPELVAS MTOV VO EVAPLOVIGTOVV TO

nepleyopeva d1dackoriog tov padnuatog g Puoikng Ayoyng (®.A.) 6to dNpoTtiKd cyoieio
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ue to povrédo TPSR. Ewdwodtepa, va mpocapoctohv o Kadnueptvd TAdva didackaiog
D.A. tov I ko A’ td&emv evoc INUOGI0v ANUOTIKOD GYOAEIOV OTIS GTPOATYIKEG
ddackaAing Tov povTéAov ddackaliog vtevbuvoTnTaC, OTMG aVTEG opilovtan amd to TARE.
MeBodoioyia,

YOPUETELOVTES. 2T GUYKEKPIUEVT TTPAKTIKY EpEvva dpdong cvppeteiyoy 27 pobntég
tov [ kot A’ tdEewv (0KT® €mg evvéa eTV) evHg ONUOG10V ANUOTIKOD GYOAEIOL NUOGTIKNG
nepoyne. To mpocappocuéva TAdvo pobuatog -24 cuVOAKE- EQAPUOCTIKOY GE OIACTN LA
oKT® £PJOUAO®V KOTA TN XPOVIKT TEPI000 TOV TPITOL TPYNVOL TOV GYoAKoD £Tovg 2016-
2017. H gpappoyn toug mpaypatoromdnke and tov ekmatdevtikd O.A. tov oyoAeiov,
VITOYNPL0 S1OAKTOPA, [E 22 £TN VINPETiag 6T ONUOcLa ektaidevon Kot 17 €T TPoTOVINTIKNG
eumepiog.

Mpoaxtucn 'Epevva Apaong. Ta povtéda ddackariog oty emotnun g Pvoikng
Ayoync kot tov IToudayoyikdv yivovtar 6Ao kot o dnuo@idr (Metzler, 2011), ahAid £xovv
BeTiKO avtikTLTo POVO £POGOV «peTappactovvy oe Tpdén (Coulson, Irwin, &Wright, 2012).
IMa avtd T0 AdY0 GTN GLYKEKPIUEVT] TTEPIGTOCT YPNOILOTOMONKE EVOG TOTOC EKTALOEVTIKTG
£pevvag dpaomg, YVmoTOC ¢ TPAKTIKY £pgvva dpaong (practical inquiry).

H exmodevtikn €pguva dpdong elval Evag EVOALAKTIKOS TOTTOC EKTOUOEVTIKNG
£peVVaC, Tov Ot {d101 01 EKTOOEVTIKOL dlevepyolv, gite LOVOL TOVG gite G€ cLvepyasia e
GAAOVG GTO TAOIGLO LL0G EPEVVITIKNG OULADNS. ZTOYOG TOV EKTALOEVTOV—EPEVVITOV VoL 1|
KATavONoN TG EKTUOEVTIKNG TPOLYLOTIKOTNTOS GTIV OTO{0 GUUUETEXOVV, 1| EPUNVEIN TV
SVGAEITOVPYIDV NG, | O18YVOOT] TV TPOPANUATOV KAl 1) S1EPEHVIOT TOV TPOOTTIKADOV
eMiAvong ToVg HEGM NG OAAOYNG TPOKTIKAOV TeV ekmodevtik®v (Elliott, 1991).

H mpoxticnm épguva dpdong emddKeL TNV avATTLEY TG TPOKTIKNG YVAOONG 1) TNG
emaryyeApatikng cooiag. [Tapéyet T duvatdTNTO GTOVE EKTAOEVLTIKOVS VAL OVATTOEOLY

TPOKTIKES N PpoyumpdBecec AOVGELS 6€ TPOPANUATO AUEGOV EVILAPEPOVTOS GVVOEOVTAS TNV
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EKTTOLOEVTIKT) £PEVVAL LE TNV KAOMUEPIV TTPOKTIKT TOV EKTOLOEVTIKMV: GUVOEETAL KATH
OULVETELD, LE TNV EMOYYEALOTIKY VATTUEN TOV EKTOUOEVTIKOD O HEBO0SOG EMUOPPMOTG TOV.
O¢tel To aVoAVTIKO TPOYPOULLO KOt TN SIOUCKAAIN GTO EMIKEVTPO TNG KO TPOCPEPETOL Y10l
™V ovATTLEN SWOKTIKAOV TEPIEYOUEVOV TOV PacilovTol oTIC 1TEPOTNTES TOV ETUEPOVE
ocuvOnK®V 618acKkoriog (TepPAAAOV, EKTOOEVTIKOG, OIOOKTIKO OVTIKEIHEVO KOl LaONTEG) TTOV
Bpiokovton 6e dropkn kot dSuvapikny oAAnieniopaon (Schwab, 1973). Anoppintel v
avalfTnon TOV GYECEMV OTi0g Kot OTOTEAEGLATOS, TTOV O 00N YNGEL GE YEVIKELTIKOD TOHTOV
nopicpata (Schubert, 1986). Avtifeta, Oewpel kGbe exkmadevTIKn TPAEN LOVODIKT
avtiototyilovtag tn Be®pnTIKN 1 EMGTNUOVIKY YVOGCT OTIC TEPIOTACIUKES OVAYKES KO
mpocapuolovtag T yvoon oty tepiotact (oto pEtpa TV Witepwv cuvinkmv) (Schwab,
1973).

O PocsavaTtoAMoUOG, N O1SIKAGTN KOl 01 GTOYO1 TNG TPAKTIKNG EPELVAG dPAOTC

mydlovv anod 1écoepig vrobéaelg (Schubert, 1986):

1. H myn tov npoPfAnudtev Bpioketal otnv TpEYOVGO KATAGTACT] KOl Ol TNV opTpNUEVN
EMVONOT TOV EPEVLVITOV.

2. H péBodoc ouverdyetonr aAANAETIOPOOT) LE TNV TPEYOLGO KATAGTAOT) TOV LEAETATOL KOl
d¢ Paocileton o€ AMOKOUUEVE EMOYWYIKO COUTEPAGUATO GYETIKA LE OUTY).

3. To vmd diepedvnon Bépa ot ddkacio eivor 1 ALOKTNOT EIKOVOS Kot YVAOOTG Yo KGO
nepiotaon Eexmplotd avti yia yevikevoelg mov Pacifoviot 6t HeAET TOAADY
TEPUTTOCEWMV.

4. Zxomog etvar 1 avENUEVN KOVOTNTO NOIKNG KO ATOTEAEGLOTIKNG AVTOTOKPLONG GE
W0LHTEPEG EKTOOEVTIKES TEPIOTAGELS KOl Oyt 1| ONLLOVPYIO YEVIKEVUEVTG KO EPEVVITIKEL
ONUOGLEVGIUNG YVAOOTG.

Agpempia ™G TPOKTIKNG Epevvag dpdomng amoTerel pia TpoPANUATIKY KaTtdoTaoT, £va

Onua Tov amacyoAel Tov eKTadEVTIKO Kot XpeldleTol PEATIOTIKEG TapeUPACELS. TNV
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TPOKEWEVT TEPITTOON 1 TNYN PPLoKOTAV 6TV TPEXOVCA KOTAGTAON (avevBuvn
CUUTEPLPOPE TV HOONTOV) GTO YOUVOSTAPLO (TNV GPA TNG YUUVOCTIKNG) CALL KOl GTOVG
VTOAOTOVG YDPOLG TOL GYOAEIOL (TNV OPA TOV VTOAOWT®V PadNUATOV 0AAL Kol TOV
SLoAEIpOTOG).

Al001Kao10. GVALOYNG 0EO0REVOV. T TOPOVGA TPAKTIKY] EPELVA OPACTG
a&lomomOnke 1 GLALOYT OEOOUEVOV OO TOV EKTOOEVTIKO—EPEVVTTI] LECH OVOTYTMOV KO
eAeVBEP®V TEYVIKOV: THPNOT NUEPOAOYIOV TOV EKTTALOEVLTIKOV LE XPNON TAONTIKNG
KaToypaens (0 eKTOdEVTIKOG KATEYPAPE OTL GLVEPALVE) KOl EVEPYNTIKNG KaTaypar (o
KOO EVTIKOG dlaTvuTmVE Kpioelg v o€ doa cuvéBavav). H kataypapn
mpaypatortomOnke pe agova tig evvéa otpatnyikeés tov TARE apéowg mpv amd v
EQOPUOYN TOL HOVTEAOL (ONAOOT TPV TNV EQUPUOYN TWV TPOGAPUOCUEVOV TAAV®OV
OAOKOALNG) GAAG KO ETOVEIMUULEVO KOTA TN OIAPKELD EQAPLOYNS TOL LOVTEAOVD, LETA OO
KaOe padnuo- ytve AN tekunpiwaen orLG KoL avadlopopewan TS EPOPUOYHS TOD
HovTéLov.

Hapadeiypata kar epopuoyés

21 oVVEYXELD TOPOVGTIALOVTOL O1 TPAKTIKES TTOV YPNCUOTOINGE 0 EKTAOEVLTIKOG, OTMG
€YIvE M KaToypapn Toug Ke Paom To NUEPOAOYIO TOV EKTAOEVTIKOD, Kol ETXEPNONKE
TEPALTEP® M KATAVON GO, EpUNVELN, AEOAOYNOT| KoL 0 avasYEIICUOS TOVS GTO TANIGLO TOV
aVOOTOXOOHOD UE ETiKEVTPO Tig evvéa otpatnykés Tov TARE (Wright & Craig, 2011).

1. Ermioeiln ogfaouod amxod tov ekmaidevtino mpog tovg uodntég

¢ O ekmadevTIKOS omeLBLVOTAV GTOVG LAONTES e TO OVOULA TOVG,.

e Enedioke ontikn emagn pali Toug, 0Tav ToVg MAOVGE.

o Avtipetdmile Toug padntég Betikd, aveEdpnra amd T GLUTEPLPOPE TOVG GE
OTO10ONTOTE GTIYUN|, KOl ATEPEVYE T YPTOT YOPAKTNPIGUAOV TOV Oa EQEPVOV TOVG

poontég oe OHUoKOAN BEo.
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e Awmpoboe v youypoyio Tov (1., YOpig P®VES N YUPUKTNPIGHOVS TPOG TOVS HOONTES).
Eivan yopaxtmpiotikn n mepiotoon KoTd TV 0moio 0 EKTAOEVTIKOG EKVEVPIGUEVOS GTN)
dlapkeln Tov pobnpatog avéBace Tov TOVO NG GMVNG TOL Kot OA01 01 pontéc Eomevcav
va, ToL VTEVOLH{GOVY TNV AGKNOT AVTOEAEYYOV: MOGTOGO Wi Hovo padntpuo kat’
e€aipeon Bewpnoe SIKAOAOYNUEVT] TH GUUTEPLPOPE TOV EKTALOEVTIKOD ATOdIS0VTAS TOV
pOA0 avbevtiag Kot 0eomoTIGHOV OV d€ YpNet emidelEng oefacon Yo vo TETVYEL GTO
EKTOOEVTIKO TOL £pYO.

2. Tlapovoiaon twv TPOTOOKIDY TOV EYEL 0 EKTOLOEVTIKOS OO TOVS UOONTES

o XNV €160YOYIKY EVNUEPOTIKT GLLTNON TOV HaBNUATOC, O EKTAIOELTIKOG £0€TE
EexaBapec mPoGdOKIiES G TPOG TOVG YLYOKIVITIKOVG GTOYOVG (.. EKHAONoN Thoas 6t
YEWPOSPAIPIoT) AAAG KO TOLG GTOYOVS CUUTEPUPOPAS (T.). EMIOEIEN ALTOEAEYYOV Ko
EPNVIKNG KOl ONUOKPATIKNG EMIAVONG TV S1POPDV) OAOKANPOV TOVL TUAIATOS OAAL Kot
OLYKEKPIULEVOV LoONTOV.

e Y11 JIOPKELD TOV TOLYVIOIDV N OTNV EKTEAECT] LOG AOKNONG O EKTOLOEVTIKOG Topovciole
LLE GOPTVELL TOVG KOVOVIGLOVG Kol £01VE GAPEIG 00MYiEg Kot avaTpo@oddTnomn ywpic va
aenvel 6tovg pontéc mepddpla apgiBorioc. KoatafAndnke mpoonddeio dote o1 pabntég
va yvopilovv kdbe otryun mov yperaletor va Ppickovion kot Tt akpPaog yperaletorl vo
KOVOUV.

e O ekmodevTikdg {ntovoe amd kdmolovg podntég va BAlovy 6toOY0 Lo Wiaitepn
SLUTEPLPOPE TTOL TOVG apopovce. [Ly. «Oa mpoomadncw va eréyEm o Bupd pov o
OUIPKELD TOV TALYVIOLOV.

e O eKmaOELTIKOG YPNOYOTO0VGE TPOTOKOAAL (POLTIVEG) TTOV APOPOVSAV TNV EVAPEN KoL
MEN Tov pLedNUOTOC (T.Y. CLYKEVTPMOT TV LaONTOV 6TV aiBovca Kot 6T GLVEXELD

OTO YUUVOGTIPLO KoL OVTIGTPOPA) AL KO TNV EKTANPMOOT] OVOYKOV TOV LoONTOV TOv
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TPOEKVTTAY KOTA TN OLIPKELD TOV PLaOaTog (7). TAGO Yo T ¥PNOT| TOVAAETOS 1) TN
Mym vepo?).

3. Awoopdlion evkoipimv aTovg uabnTes yia emtvyio.

e O eKmAOEVTIKOG YPNOOTOINCE TO PAGHO T®V 6TLA d1dackoriog (Mosston & Ashworth,
2002) pe Wwitepn Epeacn ot pEBH0SO TOL N OTOKAEIGHOV.

o Amépevye TIC GLYKPIoELS LETOED TOV EMOOGE®V TV podntov. ['a Ttapdderypo, oTig
OKLTAAOOPOUTES YPNOIULOTOI0VGE TOOTIKEA KPITHPLa, OTMG 1 £YKVPN GAAOYT TNG
OKLTAANG KO YEVIKOTEPQ 1] TPTOT) TOV KOAVOVIGU®V. ZVVOAMKE 01 pobntég
Kafodnyovvtov MGTE Vo TPOocavaTOMOVTOL GTNV TPOCOTIKY| PEATIOON Kol GUUUETOYN
(Nicholls, 1989).

e O ekmadeLTIKOG YPNCILOTOINGE TPOTOTOUEVO T VIOl UECH OO TOV OPIGHO EOTKAOV
oLVONKOV—TIEPLOPICUDV (TT.Y. TEPLOPIOUOG TOV TOIKTN, TOV TO KATAPEPVEL KAAL, VO LNV
OKOPAPEL) KOl TNV S1000YIKN EVaALaYN TOV BEce®mV OAMV TV podntdv, £dve TV
gvkapio 6€ OAOVG VO TETLYOIVOVV, VO GUUUETEYOLV £EIGOV (T, e 1GOTILO YPOVO
KOTOYNG TG UdAoc) kot va cuvepydlovtot pe 0Aovs. Elval yopoktnplotikn n tepintmon
pnafntn, mov evd cuvnbm¢ de cuuETElXE 0TO UAON L0, GTO TPOTOTOINUEVO OUAOTKO
mayviol enédelle Wwnitepo (NAo emedn tov dOONKeE N gvkopio Vo TETVYEL Kot VoL
GUVEICQEPEL GTNV OUAO KATAPEPVOVTOS VO Bpioketat dapkdg o ehevBepn BEom Yo
VIOJ0YN TACAG KO EKTEAEGT] GOVT, POTOVGE EMOVEIATUUEVO GTY| OLAPKELD TOV TTOLYVIOOV
av ovvé e va givorl KOAOS Kot 6€ TO10 EMIMEdO VITELOHVVOTNTAG PPLIOKOTAV.

e Olot ot pofntég KANONKo va GUUUETAGYOVV OTIC OPLAOIKES GLCNTNOEIG—GVVEAEDGELG
exQpalovtag TV Aoy ToVG: 0 EKTAOEVTIKOG TOPEiYE APKETO YPOVO KOl EMAPKT)
VROGTNPIEN YOl TOV KaBEVa.

4. Ilpoaywyn e KOIVWVIKNG GOUTEPLPOPAS (0lAnlemiopacns) TV uadntwy

o O eKmaOELTIKOG YPNOYOTOINCE GLVEPYATIKA Ty vidla eniAvong mpofAnpdtmy.
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o Xpnoiponoinoe TeYVIKES BedTpov Kot EKTOOEVTIKOD dPALOTOC TOV GTOYEVAY GTNHV
OTITIKY), AEKTIKN 1) COUATIKY EMKOWVMVICL.

o  Xpnowomnoinoe v mpoktikn «Ilec o koA KovBévion avti tng apvnTikng
AVaTPOPOSOTNONG Y10 KATOWOV IOV £Kave AGB0G eVEPYELD GTO OHOIKO Ty VidtL.

e O ekmadeLTIKOS YpNoonoinoe tn péBodo g apoPaiog S10acKaAag.

o Emyepnnke petald tov pantov apoPaio afloAdynon towv youyxoKvnTikov cToymv
OAAG KO TOV GTOYWOV GLUTEPIPOPAS.

e ['wotav cGLUVOAIKN 0EOAOYNOT TOV GTOYWV GLUTEPIPOPAS TNG OUASOS GTH SLUPKELD TNG
opadKNG cu{nTnoNg.

5. Avabean oioyeipiotikay kaOnkoviwy atovg uadntés

e H opydvmon tov y®pov Kol 1 TEPICLAAOYT TOV VAIK®V TOV HafUaTOC YvoTay amd TOVG
HaONTES: avTOp®VTOS He ovEnévn vtevBouvoTnTa Kdmolol padnTég elyay oM
KOTOUETPNOEL TO VAIKO TOL pobnqpatog Tpwv T ANEN Tov, £xovtag eAEyEel akduN Kol ToV
TPOAVALO YDPO Yo EEYUCUEVO AVTIKEILEVOL.

o Ot paOntég avarapupavay 10 pOAO TOV SLUTNTIH, CLUTANPOVAY TOPOLGIOAIYLA,
KATEYPOPOV TO OKOP 1| LETPOVGAV TIG ETAVOANYELS TOV OCKNCEMV.

e Y11 OPKELD TOV SWAEUUATOV 01 LoBNTEG dropydvavay matyviowo emttpaméliog
OVTIGOOIPIOTNG GTO YUUVOGTNPLO TOL GYoAeiov (avtodiayeipion).

6. Ilpooywyn e nyeoiog

e H enidedn ko meprypaen g poutivag Tmv acKNcewv Tpodipuavons kot amobepaneiog
ywotay and podn.

e H enideidn ko meprypaen Kamotag deEidtnrag yvotay kuping amd pabntr, 6tov ekeivog
NTav yvootng g 0eglomrag: anapaitntm ntpodmdOeon Nrov o pobntmg va givar
VTOGTNPIKTIKOG Kol OETIKOG [LE TOVS GLUUAONTEG TOV, MOTE VO ATOPEVYETOL TLOOVN

EMIKPITIKT] KO VTEPOTTIKT] GLUTEPUPOPA TOV ATEVOVTL TOVG,.
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o Ot poOntéc mapeiyav avatpo@oddTnon kot fondelo 6ToVg CLLHAONTES TOVS KATA TNV
epappoyn g apoPaiog S10acKoAioC.

¢ H opydvoon g opddag oto maryviotl Kot 0 poA0g Tov KaBodNynT-TpomovnTy|
avaBETOVTOV €K TEPITPOTNG OTOVG LoONTES: Yo Tapadety o, ot padnTéC mov pumropovoav
va avTiAneBovy pe peyardtepn evkoria Tig BEGEIC Kot TOVG POAOVS TV GUUTAUKTOV TOVG
070 oy vioL, avorapupovoy vo kafodnyncouvyv Tovg VITOAOUTOVC.

o Ot paOntég peyorvtepov tdéemv avaldpupavay m dOAcKaAln LodnNTOV LIKPOTEP®V
tdEemv apov giyxe mponyndei n amortoVueEV TPOETOUAGIOL.

e H gv0hvn de&oymyng g opadikng culntnong-cLVEAELGNC OVOTAV GTASIOKE KOl €K
TEPLTPOTNG 6€ LobNTEG: 01 pobntég mov dmovbuvay ™ culfTnon MoV Kotd TPoTIUNoN
eKeivOl TOV OV SLOKPIVOVTAY TOGO Y10l TIG WOI0UTEPES KIVITIKES TOVG 0€E10TNTEG OGO Y1a TO
OTL NTAV VTOGTNPIKTIKOT Kot O€TIKOL e TOVG CLUHAONTEG TOVC.

e H dwyeipion TV apvnNTIKOV COUTEPIPOPDOV KATOIOV LoONTOV YvOTAY amd TOvG i0100g
TOVG GLUHOONTEG TOVE OTN OEPKELN TNG OLAOIKNG GLENTNONG-CVVELELOT|G.

¢ O oyedlaoOG TOV TAGVOL TNG EMOUEVNC EBOOUAdAG YIVOTOV atd KATO10V LolbnTi pe ™
Bonbewa tv cuppadnTdv TOL.

1. Ilpoopopd emiloymv aTovg HaOnTES Kot EKPPOACH OTOWEWY G0 TOVS UOONTES

e Ot pobntéc ynoiCovtac oav opdda propovoay va 0Eovv, vo SoKUAGoVY Kot Vo
KMUOKMOGOVY TOVG YUYOKIVITIKOUG GTOYOVS EMAEYOVTOG O L0, YKALLO OPUGTIPOTHTMV
N TPOTOTOIDVTAS TIG ACKNGELS OV L0V 1|01 GLUTEPIANPOEL 6TO NEPN GO TALVO
poonpatog. I'a mopdaderypo, ot LobnTég TPOTOTOIDOVTOS TAPAUETPOVS LI AGKNONG
LITOPOVGOV VO TV KAVOLV IO EVOLLPEPOVTO KOl TPOKANTIKN Y1t TOVS 1d100¢- glyav v
EMAOYN AoV va avtofecpifovTol TPOTOTOIDVTOS KON KOt TOVG KOVOVIGHOVG Kot

0étovtag véoug 6povg Yo TNV 60T cvppetoyn 6Awv (Stiehl, Morris, & Sinclair, 2008).
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o Ot podntéc pmopovoay va emAEEOVV T Gepd TV BEPATIKOV EVOTHTOV d1000KAALNG (GTO
TAQIG10 TOV OVOALTIKOD TPOYPAUUATOG dtdackaAiog TG PLGIKNG AymYNG).

e Eiyav ™ duvatdtra va eEKppacovy TNV IKOVOTOINcT Toug 1 T SVGOPEGKELL TOVG Y10, TIG
OOKNOELG KOt TO oy Vil Kot EMmAE0V va, a&loAOYGOVV TO TPOYPOLLLL VTELOVVOTNTAG WG
TPOC TNV EMTEVEN TOV GTOY®V GUUTEPLPOPAS (OUASTKADV KOl A TOUKADV).

o Ot pantég etyav ™ duvatdTNTa Vo aSlOAOYNGOVV T1 GLVEIGPOPA Kol TOL 1010V TOL
EKTOOEVTIKOD 0T droryeipton g TAENG Ko TV EMITEVEN TOV CTOY®V KOt EOIKOTEPA
otV enidelln oefacpov. o mapdderypa, ot O1dpKeln TG KPS CLVEAELONG KATO10L
paBN TPl ETEKPIVE TNV EVEPYELD AALOV EKTALOELTIKOD VO, XOPUKTNPICEL APVNTIKA
ovppadnt g otn ddpkeLd Tov pobnuaTog Kot (NTnoe amd T0Vg CLUUOONTEC TG Vo
ou{NTNCOLV Y10l TV AVTILETMTICN TOV GUYKEKPIUEVOL TPOPANLLATOC.

8. 2vuuetoyn twv uabntov oty aioloynon

e H a&ioAdynon tov 6eloTTmV Kol TOV GTOY®V CUUTEPLPOPAS TV LadNTOV YvOTaV omd
TOVG 1010V OALA Kol 0O TOLG CLUUAONTES TOVG pE TIG LEBOSOVE TOV AVTOEAEYYOL KOl TNG
apoiPaiog owackariog avtictorya. [lepiotaciakd ypnoipomooHvtay amrd Toug HodNTég
70 vedua Tov avtiyepa (thumbs-up) mpoc ta v, Tpog ta TAdyo 1 TPog To. KAT®
TPOKEEVOD va, 000€l pe KT Kivnon po 6OvToun aEloAdynon enitevéng Tov
GUYKEKPYLEVOV GTOYOV.

e 'Hrav o n tekunpioon kot n mbovn «dwmpaypdrevon» (Bdoet tekunpiov) g
Babuoroyiog TV LaONTOV e TOV EKTAOEVTIKO, EPOGOV Ta. Kpttipo. a&loAdynong iyov
EexdBopa TOPOVGLOCTEL O TNV APYN TNG GYOAKNG YPOVIAGC.

o Kotd ) 61dpKeta TG opadikng cuiTnong-cLVELELGNS AEOAOYOVVTOY GTOYOL
YOYOKIVNTIKOT KOl GTOYO1 GUUTEPLPOPAS KO OVAOEIKVVOVTAY OO TOLG LoBNTES Ot
TOPAYOVTEG EMTUYING TNG AMOTEAEGLATIKNG EKTEAEONG LOG AOKNOMG 1) VOGS Tat)VISL00

AL Kot TOavEG avumépPANTES SVGKOMES KoL TPOTOL AVTIYETMMIONG TOVG. ATapoiTnTn
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TPoHTOOEST Y100 TN CLUUETOYY TOV LAONTOV GTNV 0EI0AOYNON ATOTELECE 1 KOAMEPYELDL
Kot 1o PAALoT BeTicoy KAMIOTOS EUTIGTOGUVNG TNV OUAdaL.

9. 2vlntnon yio ™ puetapopa oelotntwv (wng

o ¢ kdOe sukaipio 0 EKTOUSEVTIKOC umopovoe va adpaéetl v evkapia (teachable
moments) Kol Vo 0OGEL TN SuVATOTNTA GTOVG LaONTEG Vo avalnTioovy Tapadeiypata
HETOPOPAS TV de&loTT™V (MG Ao TO YMOPO TOL YLUVAGTNPIOL GTNV KaOnUepv TOVG
Con Kt k1O GYOAEIOV" e TOV TPOTO AVTO 01 LoBNTEG ElYay TNV gukoupio va
OVOKOADYOLV TOV ETOIMKOUEVO GUGYETIGUO " T.Y. GLVOEOVTOG TNV TPOcTAOE GTO
puaOnpo g @.A. pe ™ okAnpn O0VAELL Kot TNV EMUOVT OTNV LEAAOVTIKY] ETOYYEALOTIKY|
Tovg L1, ToLg 6TOYOVE 6TO HAONLA LE TOVG 6TOYOVG 6T (™|, TI GLVEIGPOPH GTOVG
oLUUAONTEG LE TN CLUVELGPOPA GTNV KOWW®Via, TOV TPOTO emilvong dlevéemy Kot TV
eMiOEIEN aTOEAEYYOL GTO HaONUa pe Tov TPOTO AVTILETMOTIONG VOGS THavoD kaffyd ot
YETOVIA N 6TO O VidL, K.AT..

e X211 018PKELD TOV TPOGHOTIKOD OVOGTOYAGHOV O EKTOUOEVTIKOC YPTCILOTOOVGE THV
TEYVIKN GCUVIOU®MV GEVAPI®MV GYOAKNG KAOMUEPIVOTNTAG: TO GEVAPLO AVTAOVVTAV OO
OKNVEG TNG Kadnpeptvng oxoAkng Long mov ot pabntég duokolevovTay va.
OVTILETOTICOVV 1] AVTILETOTLOV UE TPOTO AVETLTUYN Ko TOAAEG POPEG KATATTPOPIKO.
210ovg pofntég dtvotay 1 dSuvaTOTNTA TOAAATADY ETAOYADV KOl GYETIKNG
emyelpnpatoroyiog otn cvvroun cvlNTNon 1oL AKOAOLOOVCE.

e O ekmodeLTIKOG YPNOYLOTOOVGE TEPIGTAGLUKA TEYXVIKEG TOV dPBALOTOG, OTMG oY VIOL
pPOA®V, avoKpLTIKn ToAVBpdVa, Tape BEom, K.AT..

2ontnon kot emiloyos

21V TopoVca TPOKTIKY] £PELVA OPAGTC TPOY LATOTOONKE KATOYPADT) TMV
TPOKTIKOV TOV YPNOOTOINGE 0 EKTAOEVTIKOG 6TO HaOnua g Puoikng Aymyng Le

emikevtpo 11§ evvéa atpatnykég tov TARE (Wright & Craig, 2011) kou emdidyOnke 1
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Katavonon, epunveia, a&lohdynon Kot o avacyedoUOG TOVG GTO TANIGLO TOV
AVOGTOYOGHOV. AV KOt 0 EKTOOELTIKOC D.A. ¥PNOIUOTO0VGE GLYVA KOl GTO TAPELOGV
TOPASOCIUKEG TPOKTIKES Sloyelptong g TAENG, SVGKOAELOTAV VO, BPEL TPOTOVG DOTE VO
€€0V01000TNGEL TOVG LOONTEG TOL KOt TIG Lo TPLES TOV Vo KAvouv ot 10101 e vTevBuvoTNTa
TIG EMAOYEG TOVG KOl VAL TTAPOVV TIG amoPAceEls Tovg. EmmAéov, emBupovoe va to metdyel
avTO £YOVTAG MG PACM TIG TPOCOTIKES TOV AIEG KOt TV TPOCMOMIKY] TOL PIAOCOGin
daoKaAlnG, aAAE 01 TaPadOGIaKESG TPAKTIKES 0 cuvEdpapay. H prhocoeia kot 1 dourn tov
povtédov TPSR kabd¢ kot ot otpatnyég tov TARE (Wright & Craig, 2011) péoa amd v
TPOKTIKN €pguva dpdong Tov mapelyav TNV gvkopia va BEcel LYNAOTEPOLS GTOYOVS GTN
SOACKAALD TOL KO VO, VATPOCOIOPIGEL TIG TPUKTIKES TOVL EVAPLOVILOVTAG TEC e OTL O 10106
Bempovce €00TOYN Ko AMOTEAEGUOTIKT O10ACKOATN. AV KOt O£V TPOYLLOTOTOMONKE TLTTIKY|
OVALOYN OEOOUEVMV GYETIKA LE TIG OTAGELS KOL TI) CUUTEPLUPOPA TOV LoONTAOV, O
ekmadeVTIKOG D.A. domicTmoe Pe TOKIAOVG TPOTOVG OTL 1) CAANYN TOV TPUKTIKMOV TOV
OWACKOALNG OENGE TN GLUUETOYN TOV HOONTOV Kol ToV padnTpidv 610 Pddnuo Kot Toug
Bondnoe va avarapovv evBiveg 1060 0 TPOGMOMIKO EMIMEOO OGO KO GE EMMEO TYECEDV UE
TOVG GLUUEONTEG TOVE KOl TIC CLUUOONTPIEG TOVG.

Méoa amd otV TV TPAKTIKY £pevVa dpAons 0 ekmandevTikog @.A. dmictmoe 0Tl
KAmO1Eg TPAKTIKEG TOV O YPNCLOTO0VGE, OTMG 1 EIGAYWYIKT GLLTNON Kot 1) OPLOOIK
ov{NTNON-CLVEAELGON GTO TEAOG TOL LB LOTOC, EvaprovilovTay Pe TO TAOIGLO TOL HOVTEAOL
Kot T1G ST pNoe. AVIIHETOMOE OU®G W1aitePeS SVoKOAMES ot dlayeipton Tov Bvpov TV
LoONTOV Kol LobNTPUDY KO GTOV OVTOEAEYYO KOl OKOUT TEPIGGOTEPO GTNV AVATTLEN TNG
KOW®VIKNG GUUTEPLPOPAS (AAANAETIOpACTC) TOV HobNTOV, KAONDS 01 TEPIGGOTEPOL ETEWVAV
Vo V1I00ETOVV [ QLGTNPA EMKPLTIKT GTACT| ATEVAVTL GTOVG SLUULAONTES TOVg ToVILoVTOg
pévo apvnTikd otoryeio 6T GLUTEPIPOPA TOVG. 1o Tov ekmadevTiKd @.A. akdun mo

dVOKOAO GTAONKE VO EGTIACEL LE OMOTEAEGLATIKOTNTA OTIS 010N TEG (NG, KaBDg TicTEVE
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OTL TAvTa TPO®OOVoE TNV KAAMEPYELL TOVG HEGO O TIG TPOUKTIKES TOV* MGTOGO
OLVEWONTONOINGE OTL L0l OTOTEAEGUATIKY] peTapopd de&tottav (ong péoa and t D.A. dev
umopet vo GuVTEAESTEL YOPIG dpeon Kot EEKABapT avapopd Kot PlopaTik 6OVOECT TOVG LUE
v Kanpepwvn Lon tov padntav ki ektdg oyoleiov.

SOUTEPAGILOATIKA, TPOKEWEVOD VO KATAGTEL AmOTEAEGLATIKO TO povTéAo TPSR péca
amd TV avdntuén meplexoLEvaV d1000KAAING KAl TNV EPOPUOYN TOVG 6T0 uddnuo g @.A.,
0 EKTOLOEVTIKOG YPELICTNKE:

e No 10 TPoCEYYIGEL LEGA OO TNV TPAKTIKY EPEVVA OPATHS , DGTE VO TPOGOUPUOGEL TO
HOVTEAO GTO LETPO TOV WO0UTEPMV KATA TEPITTM®OT GLVONKOV dOacKOMOGS.

e Noa eivon eminovog ko onuIovpyIKog.

o No avoKOAOWEL VEES, TPOKTIKES KOl TPOTOTOTES ADTELG.

H onuaocia yia tq poeikny aywyn

To povtého TPSR avayvopiletal g vTodery Lotk TPOGEYYIoN Yo TV TPOAY®YN
NG TPOGMTIKNG AVATTLENG TOV VE®V, KOOMOS ETEVOVEL 6T OETIKE YOPOKTNPIOTIKA TOVS:
emmALoV, evappoviletor TANpw¢ pe 1o Bempntikd miaicto g Kowvwvikng kot
SuvoueOnuatikng Aymyng, opov o1 TPAKTIKES TOL OMOPAETOVY 6TV AvATTVEY 0eE10THTOY,
Omm¢ M dyeipion Twv cuvasOnudtov, 1 otoxobesio Kot n avaTTLEN BETIKMOV
SMPOCHOTIK®OV oYécemv. Ocmpeitat Eva and o povtéda S10acKaMag Le TN HEYAADTEP
EMPPON oTNV TSy ykn TG Puoikng Aywyng Kot SEuPLVEL TOVG GTOXOVG TNG
napadoctakng Puoikng Aymyng, kabang dtayepiletal kot to Tpofinquota g nebopyiog Ko
G TOPOKivoNg TOV HLobNTOV.

H onuacia yia tqv moiotyra {ons

2116 HEPES Lo TOAAOT VEOL LEYOAMVOLV Kol SOLUOPPADOVOLV TO ULPOKTHPO TOVG GE EVal

KOWOVIKA «To&1ko» TEPIPAAAOV LE YOPOUKTNPICTIKO CLOTATIKA TNG TOEWKOTNTAS T Pla, ™

JTAPALN TOV OIKOYEVEILKMV GYECEWMV, TV OVEYELD KOL YEVIKOTEPO TNV OIKOVOUIKN Kpiom,
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™V andyvoon, v KatdOiuyn kot v anoéévaon. Méoa and tn dwackorio deElotTwV
Cong 1o povtédo TPSR mpodyetl cuotatikd ototyeio TG vIELOHVVOTNTAG TOL EMKEVIPOVOVTOL
oTNV TPOCHOTIKY evnuepia (Tpoomddeio Kot avtokateHOLVGN) KoL GTNV KOW®OVIKY evnuepiol
(oePacpd kot evovvaicOnon-oAinieyyon). H amoteAecpatikdOTNTd TOV GTNV TPOAY®YN TNG
VELOLVOTNTOG TOV TEPDWPLOTOMUEVOV KOl TOAPAUEANUEVOV VEOV 0ALE KOl TOV VEDV
YEVIKOTEPX OTOJEIKVOETAL OO Eva LEYOAO aplOud pedetdv. Me 1 petapopd twv vrevfuvov
CUUTEPIPOPDV TEPQ OO TOVS YOPOVG AOANCTG Kol PLGIKNG SPACTNPLIOTNTAS TO LOVTELO
emyepel va e£0V61000TNCEL TOVG VEOUG VOL ATOPVYOVV OVETIBVUNTESG KO EMKIVOLVES
CLUTEPIPOPES, VO avaAdBovy Tov EAeyyo ™G CmMg TOVG, AAAG KOl VO, GUVELGPEPOVY GTNV

KOWw®VIdL.
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Chapter 3

Study 2
Students’ Perceptions of Responsibility in Physical Education: A Qualitative Study?
The purpose of this study was to investigate students’ perceptions of responsibility in the
context of physical education. 17 6th-grade students (7 boys and 10 girls) from 9 Greek
elementary schools were interviewed. Theory and data driven thematic analysis was
conducted. The Teaching Personal and Social Responsibility (TPSR) model provided a
conceptual framework to guide data analysis. Most of the students’ values, motives, attitudes,
intentions, and experiences reflected the foundational responsibility goals included in the
TPSR model; however, students’ awareness of more advanced manifestations of
responsibility in physical education was weaker. Findings shed light on Greek students’
perceptions of responsibility in physical education (PE) classes and other settings. The TPSR
model provided a relevant framework for describing and interpreting students’ perceptions of
responsibility. However, there was a marked discrepancy between students’ perceived values
of responsibility and their reported experiences. Implications for promoting responsibility in
physical education are discussed.

Keywords: TPSR model, levels of responsibility, elementary school, personal and
social responsibility, definitions of responsibility
Introduction

Globally, there is growing commitment to the notion that affective learning outcomes
are central to quality physical education (PE). This is reflected in international guidelines

(e.g. UNESCO, 2017) and in the educational policies and curricula of many nations (Wright

3 Education 3-13, 0(0), 1-13.
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et al., in press). Such policy mandates are supported by international consensus among
researchers that physical activity programs can indeed support a wide range of affective
outcomes for children and youth (Bangsho et al., 2016). However, these affective learning
outcomes are often ill-defined in policy and practice (Jacobs & Wright, 2014; Wright &
Walsh, 2015). The concept of responsibility, for example, is often mentioned in policy
guidelines and curriculum documents, but with little precision. While scholars can debate the
nature and role of responsibility in sport and PE through differing psychological, educational,
and philosophical lenses (Hellison & Martinek, 2006; Doganis et al., 2019), such discussions
are often far removed from and offer little guidance for teaching and learning in school
settings (Parker & Hellison, 2001).

To support the translation of policy into practice, it is important to operationalize
concepts such as personal and social responsibility in ways that teachers and students can
engage with them (Parker & Hellison, 2001). Research has explored PE teachers’
interpretation and promotion of responsibility as called for in the curricula of Scotland (Gray
et al., 2019), New Zealand (Gordon, 2010; Gordon et al., 2011) and the United States (Wright
& Irwin, 2018). However, there is little research involving student perspectives on this aspect
of the curriculum. Some studies have integrated student voice in evaluating responsibility-
based interventions (e.g. Jung & Wright, 2012; Ward et al., 2012; Wright & Burton, 2008);
however, none to date have focused on students’ general understanding of the notion of
responsibility and its role in PE. Given the growing emphasis on personal and social
responsibility in PE, it is important that students’ voice and perspective inform the
development and enactment of this aspect of the curriculum. Therefore, the current study
seeks to understand how students perceive and define personal and social responsibility in
their PE curriculum. The study was conducted in the Greek context, where, as in many

countries, personal and social responsibility outcomes are now mentioned, yet poorly defined,
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in the national curriculum (HMERA, 2006) but little research has been conducted to
understand how these mandates are interpreted or enacted in practice.
Teaching Personal and Social Responsibility (TPSR) Model

To provide a conceptual and practical framework for exploring the notion of
responsibility in PE, we employ the TPSR model (Hellison, 2011). TPSR is regarded as one
of the most influential instructional models in PE pedagogy (Metzler, 2011). Because it was
developed as a theory-in-action (Hellison & Martinek, 2006), it provides an ideal reference
point for operationalizing and examining the notion of responsibility in practical PE settings.
TPSR has been field tested in school-based PE (e.g. Escarti et al., 2010; Escarti et al., 2012;
Escarti et al, 2018; Gordon, 2010; Ward et al., 2012) as well as in alternative settings (after-
school and community-based programs) (Gordon et al., 2016; Hellison & Martinek, 2006;
Pozo et al., 2018). Its effectiveness in promoting responsibility among underserved youth is
supported by empirical studies and program evaluations (Caballero-Blanco et al., 2013;
Hellison & Walsh, 2002; Hellison & Wright, 2003; Pozo et al., 2018).

TPSR addresses responsibility values that focus on personal (effort and self-direction)
and social well-being (respect and caring/helping others); responsible behaviors are often
referred to as responsibility levels or goals (Hellison, 2011). TPSR is recognized as an
exemplary approach to promoting youth development (Petitpas et al., 2005) as it meets all
key criteria of youth development programs; it invests in youth’s strengths-by enhancing
positive youth characteristics rather than correcting youth deficits-and treats them as
resources to be developed (Hellison & Cutforth, 1997). Moreover, the TPSR model is directly
aligned with the Social and Emotional Learning (SEL) framework, as the model’s practices
greatly address SEL competencies, such as managing emotions, setting goals, and building

positive relationships (Jacobs & Wright, 2014).

Institutional Repository - Library & Information Centre - University of Thessaly
30/06/2024 03:31:31 EEST - 18.191.111.117



44

Several researchers have developed measurement tools to assess responsibility. For
example, three studies, using quantitative methodologies, attempted to assess the extent to
which middle school students with no previous exposure to TPSR perceived they behaved in
accord with Hellison’s responsibility levels I-1V (Watson et. al., 2003) or in accord with the
concepts of personal and social responsibility (Lee et al., 2012; Li et al., 2008). Other studies
utilized a qualitative methodology to investigate students’ perceptions of responsibility (e.g.
Gordon, 2010; Ward et al., 2012) as a result of a TPSR program implementation.

There is a lack of research on students’ perceptions regarding general perceptions of
responsibility as an aspect of PE utilizing qualitative methodology (interviews) and recruiting
students independent of exposure to TPSR or similar values-based programs. Understanding
of these perceptions in a naturalistic setting can inform implementation of special programs,
such as TPSR or similar values-based programs, and/or enhance implementation of
responsibility outcomes as mandated in the curriculum. Therefore, the purpose of this study
was to investigate students’ perceptions of responsibility in the context of PE.

Method

Participants. Participants were 17 sixth-graders (seven males and 10 females) 12
years old, who had practically completed their attendance at the elementary school and hence
they had been taught the national PE curriculum. Two students were randomly selected from
the sixth grade of eight public elementary schools with average class size of 24; however,
only one student was selected from a school with average class size of 12. Schools were
randomly selected from a pool of schools in the district of Central Greece. All the students
attended PE classes on a regular basis (two 45-minute lessons per week) during the school
year. They had no previous exposure to TPSR interventions. No PE teachers in the selected
schools reported any knowledge or experience related to the TPSR or similar values-based

model. The study was conducted with the approval of the University Institutional Ethics
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Committee and the Ministry of Education. Informed consent was secured from parents before
the beginning of the study.

Data Collection and Interview Structure. One-to-one interviews were conducted on
school grounds at the end of the school year, in May. All interviews took between 20 to 45
minutes, depending on the interviewee, and were allowed to continue until their natural
conclusion. The first author served as the interviewer; he had experience of 22 years as a PE
teacher, he attended a qualitative analysis course, and he received training to conduct the
interviews effectively. He spent a fair amount of preliminary time in the class by attending
and participating in at least two consecutive school hours (including one PE hour) prior to the
interview so that participants familiarized themselves with the presence of the researcher. The
data obtained through the interviews were recorded and then transcribed verbatim for further
analysis.

The five levels of Hellison’s (2011) model were used as a flexible framework that
guided the formation of the semi-structured interview guide. The five Levels give students
specific responsibilities: Level I, Respecting the rights and feelings of others, addresses self-
control, conflict resolution, and right to be included. Level I, Participation and effort,
addresses self-motivation, effort and trying out new tasks, and cooperation. Level 11, Self-
direction, addresses working independently, goal setting, decision making, and resisting to
peer pressure. Level IV, Helping others and leadership, addresses caring and compassion,
sensitivity and responsiveness, and inner strength. Finally, Level V, Transfer, involves trying
these ideas in other areas of life and being positive models for younger kids (Hellison, 2011).
A total of 14 core questions reflecting the five levels of the TPSR model were developed to
probe into students’ perceptions of responsibility implicitly. Examples of Level I core
questions posed to students included “How your classmates behave during PE classes?” and

“Are there any conflicts?” In addition, a couple of concluding core questions were developed
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to refer explicitly to the concept of “responsibility”, by asking students to define
“responsibility” in general, such as “What does ‘responsibility’ mean for you?” and “Who
would you consider to be ‘responsible’?” Besides the core questions, several follow-up
questions were developed to encourage students to elaborate their answers to each core
question. Examples of Level | follow-up questions included “In the case there are conflicts,
how your classmates resolve them?”” and “Do they control themselves?”

Data trustworthiness. The following strategies were used to establish data’s
trustworthiness: (a) well-established research methods; (b) random sampling; (c) background,
qualifications and experience of interviewers; (d) peer reviewing; and (e) tactics that help
ensure honesty in interviewees (Shenton, 2004). With respect to the honesty of interviewees:
interviewers tried to be friendly with the interviewees and create an open, positive, tolerant,
and relaxed climate during interview helping them to give honest answers to questions
(Dixon, 2015); interviewees were informed that they voluntarily participated in the study,
they could refuse their participation in the study, and they could withdraw from the study at
any given time; finally, interviewers prompted interviewees to express frankly their beliefs,
opinions and ideas since there were no correct or incorrect answers to the questions they were
asked (Shenton, 2004). Additionally, in order to establish reliability of the study, the peer-
review process was adopted after the individual analysis of the data, thus, eliminating the
threat of a person’s bias. More specifically, two of the researchers (experienced with the
TPSR model) served as peer reviewers to confirm that the emerged themes shared a common
background. This strategy can ensure good inter-coder agreement (Campbell et al., 2013).
Finally, reliability was also established by adopting the following strategies: (a) interviews
took place in school classrooms, in order to be ensured respondents were familiar with the

setting; (b) data were collected during the formal discussion; (c) two respondents were
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randomly selected to confirm that their views were accurately transcribed as phrased in the
interview (LeCompte & Goetz, 1982).

Data analysis. The transcripts of the recorded interviews were analyzed by using
QSR NVivo v.8.0. Two of the authors independently conducted a multi-level thematic
analysis (Boyatzis, 1998) including constant comparison and analytic deduction-induction
approaches. Both coders examined the theory and the data, and through discussion reached
consensual agreement about the most appropriate codes and themes that captured the
essences of the data (Braun & Clarke, 2006). Finally, researchers coded the entire data
independently based on the proposed theme list and the inter-rater reliability of the coders
was 90%.

More specifically, a theory-driven code was developed using Hellison’s (2011) TPSR
model as the analytical framework to categorize students’ responses to the questions
reflecting the TPSR levels. As a consequence, codes and themes were generated deductively
from the TPSR levels and their respective constituent components (see Table 1). Since each
of the five responsibility levels comprised of two to three components, each of the five codes
comprised of two to three themes reflecting students’ values, motives, attitudes, intentions,
and behaviors. Each participant’s answers were coded for the presence or absence of each of
the totally 14 themes within the five codes. Each participant’s frequency of each of the
themes per code was summed up to generate a response score within each code (see Table 1).

Additionally, a combination of the a priori themes (deductive analysis) and those that
emerged from the data (inductive analysis) was used to code and thematize data of the

EAN13

concluding questions, the ones probing students’ “responsibility” definition. It should be
noted that deductive and inductive approaches are not necessarily mutually exclusive and
their combination is a common practice when analyzing in-depth semi-structured interviews

(Campbell et al., 2013).
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Perceptions of Responsibility: Students’ Response Scores Reflecting Each Level and

Component of the TPSR Model

48

Level (Code)

Component (Theme)

Frequencies

NR NP
1. Respect 77 17
Self-control 24 13
Conflict resolution 32 17
Right to be included 21 13
2. Participation and effort 64 17
Self-motivation 5 5
Effort-Trying out new tasks 43 17
Getting along with others 16 13
3. Self-direction 35 14
On-task independence 16 12
Goal setting 18 12
Resistance to peer pressure 1 1
4. Helping others and leadership 26 15
Caring and compassion 18 14
Sensitivity and responsiveness 7 5
Inner strength 1 1
5. Transfer 27 14
Other areas 13 10
Positive role model 14 12

Note. Deductively developed codes and themes from the levels and components of the TPSR

model respectively; coding of students’ responses in the thematic analysis of the perceptions

of responsibility. Level scores are in boldface. NR: number of references; NP: number of

participants.
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Results

What follows is a detailed description of the ways students responded to the questions
probing into their perceptions of responsibility implicitly and reflecting the five levels of
responsibility of the TPSR model (see Table 1) and the ways students responded to the
concluding questions probing an explicit definition of the concept of responsibility in general
(see Table 2). Phrases in italics represent constituent components within each level.
Pseudonyms were used to ensure students’ anonymity.
Table 2

Definitions of Responsibility: Students’ Response Scores Reflecting Each Level of the TPSR

model
Levels (Codes) NR NP
1. Respect 16 11
2. Participation and effort 4 4
3. Self-direction 23 14
4. Helping others and leadership 18 9
5. Transfer 7 7

Note. Coding of students’ responses in the thematic analysis of the definitions of

responsibility. NR: number of references; NP: number of participants.
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Level I (Respecting the rights and feelings of others). The appraisal of the
responses to the questions reflecting Level | of the TPSR model revealed values, motives,
attitudes, intentions, and experiences referring to all three constituent components of self-
control, conflict resolution, and the right of inclusion.

Self-control was mostly identified in examples of disrupting the work or talk of others
and inability to control temper. For example, Noah and Jessica mentioned respectively:
“Sometimes, when the teacher talks and students are not interested [in what he says], they
start [talking].” “Fighting...when one [student] wins, the other quarrels over it... In general,
many kids... Some kids sometimes either are getting into fights or they have been in dispute
with somebody for another reason ahead of time.”

However, in their definitions of the concept of responsibility, students seemed to
value respect of the rights and feelings of others. Charlotte commented positively on the ways
a classmate treated others: “But he is doing it [participates in a game] the right way, without
making fun of others, without being judgmental, and always trying to do the best for
himself!”

Students’ responses also depicted the right to peaceful and democratic conflict
resolution in attitudes of encouraging negotiation, inability to resolve conflicts peacefully and
democratically, and a tendency to turn to the teacher to resolve conflicts. When Jessica was
asked how they resolve conflicts, she responded: “Most of the times they get all the kids to
reconcile, to become friends, and, because this is their last year [together in school], there is
no need to fight.” However, George said: “If the issue is more important, for example, if they
have been playing soccer for many hours and someone makes a mistake or even during a
conversation, they might get into a beating...” In addition, Harry mentioned: “We agree that
the coach comes and, ’cause he is older and knows more, works things out on behalf of us.”

As a consequence of their inability to step up as leaders and resolve conflicts, students
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legitimized teachers to be the overly strict authoritarians, who can impose discipline by
punishing them. From George’s point of view the implications are obvious: “If the teacher is
not that strict, if she [the teacher] does not punish them [the students], then the kids would be
somewhat naughty.”

Reasonably, in their definitions of the concept of responsibility, students seemed to
define responsibility as externally imposed discipline. The value of respect was interpreted as
being obedient to grown-ups (e.g., parents, teachers, and coaches), conforming to authority,
and following teachers’ directions. This distortion of values influenced their attitudes.
Enforced control over his actions and intentions was revealed in Oliver’s words:
“[Responsibility is] to obey my parents, to do whatever they say... Eeeeh... to comply with
my teacher’s rules, too.” Moreover, [sabelle seemed to be forced to comply with teacher’s
appeal under the teacher’s threat to be punished: “[Responsibility is] to help our teachers,
because otherwise, we are going to get in trouble...!”

Finally, although it was not valued in their definitions of responsibility, the right to be
included came out of students’ statements. Most of them adopted a negative perspective
towards excluded kids. Characteristically, Lily pointed out: “No, not everybody would
cooperate with everybody else, because she might not be able to run so fast!”

Level Il (Self-motivation). All participants’ responses to the questions reflecting
Level 1l of the TPSR model revealed values, motives, attitudes, intentions, and experiences
related to effort and trying out new tasks, while most of the interviewed students described
experiences of teamwork.

Effort and trying out new tasks were mostly identified in particular incidents of
persistence in difficult tasks, self-defeating attitudes, and avoidance of new challenges.

Students appeared to put forth effort and hard work. Amelia confirmed: “I make an effort to
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be doing well as much as | can to learn.” Jack exhibited indifference and apathy: “Actually, I
don’t like that much PE either...!”

However, only four of the participants seemed to value the role of effort and hard
work in achieving goals and defined responsibility as effort. Mia said: “[Someone is
responsible] when he/she assumes his responsibility and doesn’t quit.”, Thus, the least
referred level in students’ definitions of responsibility was Level 11 (effort and cooperation).

Further, some students seemed to be selective of tasks and favor those they felt
comfortable with or they had been used to, thus, avoiding other tasks, especially the new
ones. Characteristically, Sophia stated: “Most frequently, all [the students] participate, but
most of them prefer to do things in particular; let’s say, boys mostly pick soccer and they
resent the fact that the PE teacher is not so supportive!” Conversely, Jack featured the quality
of a strong, open-minded personality to facilitate change and to experience new things in life:
“There are some guys who don’t have a strong personality, [they] always insist on [doing]
what they already know to do. They don’t try out new things, they always have the same
friends, and they don’t change at all!”

Participants also depicted teamwork in experiences that facilitated or mostly hindered
teamwork development (when made fun of or criticized by peers). Noah explained: “For
instance, some kids would make fun of those who are not skilled enough, while others would
be supportive!”

However, the worth of self-motivation (in terms of skill mastery or self-improvement)
did not come to the notice of most participants. Only four of them acknowledged increased
awareness of self-improvement. Charlotte said: “I work hard to reach my goal... up to
success! How? By correcting my mistakes!” In contrast, competitive achievement seemed to

define success for most of the participants. Isabelle mentioned characteristically: “Even if we
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don’t have possession of the ball [when playing soccer], we try to defend and attack too,
because we only want to score a goal and [we only want to] beat them!”

Level 111 (Self-direction). Most of the participants identified values, motives,
attitudes, intentions, and experiences of Level 111, such as on-task independence or goal-
setting. However, only Leo acknowledged courage to resist peer pressure: “For example, a
kid does something stupid from your perspective, the grownups’ [perspective], but we
consider him full of bravado and, then, we try to copy what he did [his behavior]!”

On-task independence was mostly connected to experiences of rolling out the ball and
stereotype reproduction practices. Oliver explained: “All alone, yes... ‘Cause our PE teacher
rolls out a ball and says ‘Play!” He does nothing else. And we are getting used to it.” Further,
most of the participants seemed to have difficulty working independently without the need
for direct supervision. Evelyn indicated: “Yes, on several occasions, yes; let’s say, if the task
they have been assigned is very demanding, they will need the help of the teacher.” Only
Sophia defined responsibility as the ability to work on one’s own without being prompted:

Being capable of dealing with challenges you face in your life on your own, that is,

without any external help. To know you have to do your homework after school and

do it by yourself without being prodded and told “go and do it...!” Hence

[responsibility is] to be able to work on your own. This is my belief!

Most participants appeared capable of setting personal goals, not realistic though.
They were also able to evaluate personal goals and make use of self-knowledge. As Ella
mentioned: “When we set goals [in PE], we say we want to reach the goal of running a few
laps, but some Kids give up, they stay in the middle of the lap and do nothing [to come
back].”

The value of deciding how much planning (goal setting) one needs in his/her life to

achieve goals, came up at students’ definitions of responsibility. Characteristically, Lily said:
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“You have to be responsible for your commitments in your classes. We should have a plan;
one [plan] for school, and one [plan] for after-school activities. In any case, we have to have a
plan always!”

Being self-responsible meant for most of the students to deliver on their promises, to
match their words with actions; most of the participants viewed responsibility as the
fulfillment of one’s word. For example, Evelyn defined responsibility as keeping a promise
and being reliable: “Eeeeeh... being responsible, that is not to delay tasks he has been
assigned. And also to complete [them], to try not to quit, that is, being responsible for
anything you are assigned.” In terms of reliability, Harry pointed out that when grownups
recognize students’ potential for empowerment and hold them accountable, students feel they
are trusted and tend to exhibit a reasonable level of responsibility: “Once the school
headmaster let us alone to play basketball in the schoolyard court because our teacher was
absent. Actually, he told us ‘I allow you [to play alone] because you are responsible sixth-
graders and | trust you!””

Level 1V (Caring). Most of the participants featured interpersonal qualities of
sensitivity and responsiveness to act out of caring and compassion for others (Hellison, 2011,
p. 40) in their responses to the questions reflecting Level 1V of the TPSR model. Students
recognized that others have needs and feelings just as they do, and seemed to see and feel
things from the viewpoint of others. Empathy was reflected in Jessica’s interview: “Because |
think that I could be in his position. [I would suggest that we] hang out with and practice
together on skills like that. He is not good at volleyball neither at soccer; all the other kids
said so, eech... to help him out to become good like us.” Moreover, participants seemed to
become aware of the importance of taking on leadership roles and helping everyone to have a
positive experience in PE class. Evelyn mentioned: “Let’s say... some girls who are trained

in sports could help kids who can’t cope with sports.”
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Most of the participants defined responsibility by referring to Level IV attributes.
Caring, compassion, and giving help were eminent in their definitions as documented by
behaviors and attitudes in their interviews. Mia put emphasis on sensitivity and compassion:
“[Responsible is] one who cares about others, too. For example, his friends, no to sadden
them. [One who cares] about his fellow beings.” Offering help to other students was
important for Charlotte: *“ In addition, [responsibility is] when someone helps his classmates
to deal with their [school] assignments.”

However, none of the participants commented on the inner strength needed to step up
as a leader except for Leo, who, by the way, deemed successful and brave classmates to
deserve the admiration of others: “And another reason [to admire someone] is that he
succeeded in something that others could not! [Others] would not even have the courage to!”
Similarly, in their definitions of responsibility only two students referred to inner strength
which Level IV needs to stand up for TPSR leadership principles.

Level V (Transfer). In order to explore the conceptualization of a potential
connection of the responsibility values experienced in PE classes to responsibility values
experienced outside the PE classes (in the classroom, at home, in the neighborhood), students
were asked to delineate experiences in other contexts of their lives, as compared to
experiences in PE class. The perceptions of responsibility did not seem to be valued and
demonstrated in the classroom, at home, or in the neighborhood. More than half of the
participants reported values, motives, attitudes, intentions, and behaviors indicative of lack of
social responsibility. For example, in the classroom students could not focus on doing their
work and controlling their temper. Specifically, Lily stated: “Most of the boys make a noise,
especially when they are taught German. They make a lot of whining...!” Moreover, Jack
explained: “In the neighborhood [as compared to the school gym)], their behavior does not

change that much; they play soccer and swear at each other all the time!”
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Although several students’ definitions of responsibility combined experiences of
various settings in their lives with experiences in PE classes, at least seven participants
mentioned quite clearly the values of responsible behaviors outside the PE class when they
were asked to define the concept of responsibility. They referred to responsibility values in
the broader context of the classroom, after-school activities (i.e. swimming club and ballet),
or home (i.e. chores). For example, Sophia addressed self-direction (a Level 111 value of
responsibility) in various settings of one’s own life:

Being capable of dealing with challenges you face in your life on your own; that is,
without any external help. To know you have to do your homework after school and do it by
yourself. Hence [responsibility is] to be able to work on your own. This is my belief!

Furthermore, most of the participants referred to positive role modeling. In response
to the question “if she admires anyone”, Evelyn replied: “Once my sister, yes! For the reason
that she is a well-organized individual, while I am not [orderly] at all, and for being an
excellent student also..!” An interesting finding was that most of the students seemed to
admire others for being famous in sports or other areas of life, but not for contributing to the
community. For example, Harry seemed to admire a well-known Greek basketball player
merely for his physical performance and the team he plays for: “I very much look up to
Vassilis Spanoulis! I am also fun of his team!”

Overall, the students conceptualized the levels of the TPSR model by perceiving most
of their values to a certain extent, as revealed by their frequency of reference (see Table 1);
however, they demonstrated less awareness of more advanced responsibility Levels. With
respect to their definitions of responsibility, most of the responsibility levels and their
constituent components were reflected in a hierarchical order in their responses (see Table 2).
Inductive analysis of their definitions of responsibility resulted in the unveiling of two

complementary constituent components (themes); namely, the component of externally
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imposed control/discipline within Level I (respect) and the component of delivering on
promises and being reliable within Level 111 (self-direction). Students seemed to perceive and
define equally the constructs of social (Levels I and 1V) and personal responsibility (Levels 11
and I11). We found it interesting that Lily gave a comprehensive definition of responsibility
by balancing its dimensions of personal well-being and social well-being in a single
statement: “[Responsible is] one who cares about others’ well-being beyond his own [well-
being]. We have to do the best for us and for others, too.” Finally, we were surprised to find
that only Charlotte, in her definition of responsibility, covered the broad scope of the
complex construct of responsibility—as defined by Hellison (2011)—by referring to at least one
component per each of the five levels. She discerned attitudes and experiences of
responsibility under certain circumstances, such as:
[Responsibility is], when someone is playing a game, but he is doing it [participates in
a game] the right way, without making fun of others, without being judgmental, and
always trying to do the best for himself; when he/she does not have any objections [to
try out new tasks or to participate]; when he/she does not forget things [scheduled to
do]; when a younger kid falls, a good [responsible] kid would not ridicule him, he
would be willing to help him instead; when someone helps his/her classmates to deal
with their [school] assignments.
Discussion
The main objective of the study was to investigate elementary school students’
perceptions of responsibility by utilizing the TPSR model as a flexible framework. Findings
revealed that there is a rational structure in students’ values, motives, attitudes, intentions,
and behaviors in PE classes and other settings, which reflects the levels of Hellison's (2011)
TPSR model. Participants conceptualized responsibility in ways that aligned strongly with the

field-tested TPSR model framework by perceiving most of its values to a certain extent as
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well as the model-embodied constructs of social and personal responsibility (Li et al., 2008).
More specifically, students perceived behaviors and attitudes related to Levels I and II;
however, they demonstrated less awareness of more advanced responsibility Levels.

An additional goal was to explore elementary school students’ definitions of the
concept of responsibility; in other words, to articulate the concept of responsibility through
students’ words. Students defined responsibility in a hierarchical order, as: (a) keeping
promises, being reliable, and deploying a plan, qualities of Level 111 (self-direction); (b)
exhibiting self-control and compliance, a component of Level I (respect for the feelings and
rights of others); and (c) caring for and helping others, components of Level V. They rarely
defined responsibility as effort or cooperation (Level Il). Besides, students’ definitions of
responsibility revealed a delicate balance between social and personal responsibility
perception; the emphasis of Levels I and IV “on contributing to the well-being of others
balances the self-centered goals” often chosen in Levels Il and I11 (Hellison, 2011: 42).

Concerning Level I, although students seemed to value respect of the rights and
feelings of others, in their definitions of responsibility, and although they adopted attitudes of
encouraging negotiation, they mostly delineated negative experiences of disrupting the work
or talk of others or inability to control temper and resolve conflicts peacefully in their daily
life at school. They seemed to react against externally imposed discipline by school or family
value system and further disregard the value of respect in actual practice. Lickona (1991, p.
44) outlines respect as “prohibitive morality”’; contrasting the value of respect with the value
of responsibility, he argues that although “responsibility emphasizes our positive obligations
to care for each other”, “respect, by comparison, emphasizes our negative obligations”, as it
tells us what not to do (the “don’ts”). Perhaps this argument provides some explanation for

the negative experiences students reported when trying to define respect.
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Besides, students were inclined to turn to the teacher to resolve conflicts.
Occasionally, they asked for teacher’s intervention in a dispute and even approved teachers’
authoritarian behaviors of imposing discipline by punishing them. Reasonably, in their
definitions of the concept of responsibility, students seemed to define responsibility and
perceive self-control rather as externally imposed discipline. Teachers emerged as figures of
authority that impede the process of shifting responsibility to students and contradict the
essence of empowerment. It is possible that the ideology of control in the school setting
distorted students’ values and influenced their attitudes; the quality of respect was redefined
as deference to authority (being obedient to grown-ups and following teachers’ directions)
but not respect for their peers, as Lee and Martinek (2009) have stated. As reflected in their
definitions of responsibility, a student or an athlete has no choices at all and he/she is under
full control of the coach or the teacher. Students appeared to expect teachers to be wiser and
experienced enough to intervene and handle a conflict resolution or to lead the learning
process, just because they were older.

With respect to Level 11, although students appeared to put forth effort and hard work
in their perceptions of responsibility, they rarely encompassed effort in their definitions of
responsibility; in their reports, they mostly resorted to attitudes of disengagement, apathy,
and bias against new tasks. Further, their attitudes mostly hindered teamwork development. It
could be implied that the concept of effort and cooperation emerged as more challenging for
them to understand and define as responsibility. Furthermore, they did not seem to value self-
improvement or skill mastery in self-motivation; in contrast, competitive achievement
seemed to define success for them. Probably the academic-excellence ideology of the school
had a marked impact on students’ value system; it steered students towards competition and

discouraged cooperation (Lee & Martinek, 2009).
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Exploring Level I1I, participants’ experiences and perceptions of as well as their
attitudes towards independence in task execution gave prominence to incidences of outdated
practices of rolling out the bal and stereotype reproduction practices, that seem to be
prevalent even today (Watson & Clocksin, 2013). Participants rarely conceptualized
responsibility as autonomy in task execution probably due to typical educational experiences.
For example, in some instances, they solicited teacher’s detailed and specific guidance in the
execution of a task. In reality students were not given opportunities to set up their own
learning goals, make personal plans, and carry them out independently without the teachers’
direct supervision and detailed guidance. Since teachers did not give students choices or
leadership roles in PE, it was not expected that students would conceptualize responsibility as
autonomy. Recently, in a study by Syrmpas et al. (2015) it was reported that Greek PE
teachers tend to rely on reproduction teaching styles. Arguably it can be assumed that the
students’ exposition to the reproduction teaching methods urge them to seek their teachers’
guidance. Similarly, when Jung and Wright (2012) examined the implementation of the
TPSR model in the PE program of a South Korean middle school by using a multiple case
study of ““at risk” students design, the concept of self-direction appeared more challenging for
them to perceive.

In their definitions of responsibility, students disregarded on-task independence
without being prompted or guided step by step to achieve personal goals, probably due to
their difficulty working independently. However, they seemed to value goal setting; they
defined responsibility as being able to deploy a plan to organize their responsibilities
effectively but mostly as keeping promises and being reliable. Accordingly, in a qualitative
study of how youth develop responsibility within youth development programs (Salusky et

al., 2014), youth reported that the experience of their obligations fulfillment increased their
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sense of responsibility and facilitated the application of responsibility to various settings in
their lives.

The essence of Level 1V, being a contributing member of society, was recognized by
most of the students in their perceptions and definitions of responsibility; this finding aligns
with Martinek et al. (2006) proposal that it is important to develop compassionate youth
leadership early in life and especially during the adolescence to establish “a just and moral
society” (p. 142). Committing oneself to leading and caring for others is a courageous
decision that demands inner strength but, in the current study, it was evident that most of the
students disregarded the value of inner strength to step up as a leader. Further, they admired
others for being famous in sports or other areas of life rather than for contributing to the
community; as Lickona (1991) argues, there is a confusion about the values in modern life.

Finally, although some students’ definitions of responsibility valued responsibility
exhibition in other settings, their responses to the questions reflecting Level V revealed
behaviors and attitudes indicative of lack of social responsibility in the classroom, at home, in
after-school activities, or in the neighborhood. Students’ irresponsible behaviors in other
areas of life as well as their lack of the values of courage to resist peer pressure (Level I11)
and of inner strength to step up as a leader (Level IV) could provide some insight on how
students perceive responsibility and whether their perceptions translate into behavior
outcomes through the cognitive and motivational processes (Jacobs & Wright, 2018).
Furthermore, Parker and Hellison (2001), stipulate that responsibility should be internalized
and become part of students’ belief and value system in order to be transferred for use in non-
sport settings.

An interesting finding of the study was that students perceived values of advanced
levels of responsibility (Levels I11-V) to a lesser extent as compared to values of Levels I and

I1. Identifying developmental stages of students as they progress through the levels of
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responsibility is essential for successful implementation of a responsibility-based PE program
(Walsh, 2008). Since the participants of the present study had never been taught TPSR and
never exposed to advanced empowerment-based strategies in their PE classes, such as
decision-making, leadership or transfer, it would be expected that their conception of
responsibility in PE be shaped by what they had been exposed to, namely everyday
experience in the context of PE. In order for the students to expand on their understanding of
responsibility and develop a more sophisticated knowledge structure of it, teachers should
adopt teaching strategies to convey curricular mandates of responsibility in practice.

Interestingly enough, the findings of the present study revealed a marked discrepancy
between students’ perceived values of responsibility and their negative experiences revealed
in their interviews. Pre-existing knowledge influenced by cultural and educational contexts
may have limited their perceptions of responsibility constructs and/or led to confusion in their
values system. Their definitions of responsibility constructs seemed somehow fragmented;
they were limited to constructs across only one, two or three levels of the model.
Limitations of the Study

Participants were not underserved or youth at risk; on the contrary, they were
mainstream elementary school population. The findings are limited by the ability of the
students to accurately report on their experiences, as in every qualitative approach.
Conclusions and Implications

In the current study, the TPSR model proved to be an effective framework to analyze
students’ perceptions and definitions of responsibility, even though students had never been
exposed to the responsibility-based teaching strategies of the model. Thus, baseline data were
collected, which provided valuable insights into the perceptions of elementary school
students unexposed to TPSR. Additionally, their limited awareness of more advanced

manifestations of responsibility in PE renders responsibility model-based intervention
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indispensable for them. Baseline data may also inform practice by marking the limits of
traditional PE teaching. Students’ perceptions of responsibility seem to be limited by
teachers’ perceptions and implementation of it. The need for continuous professional
development programs to facilitate teachers’ effectiveness in promoting responsible behavior
in PE as mandated by the national curriculum should be emphasized. Besides, personal and
social responsibility outcomes in the Greek PE curriculum should be clearly defined and
direct guidance for teaching responsibility in school settings should be provided.

Finally, it is recommended, that when developing TPSR model-based program
interventions, cultural, educational, and daily life (family and friends) contexts along with
preexisting students’ experience with TPSR or values-based programs be considered;
emphasis should be put on more sophisticated responsibility values not fully perceived by
students. Shedding light on the “ecology” of the participants’ daily lives, such as “family and
peer cultures” might illuminate youth developmental contexts (Lee & Martinek, 2009, p.
239). As Pozo et al. (2018) suggest, the content of a high-quality program intervention should

be adapted accordingly to meet participants’ characteristics.
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Chapter 4

Study 3
Measuring Students’ Perceptions of Responsibility in Physical Education
Research supports the effectiveness of Teaching Personal and Social Responsibility (TPSR)
through physical activity programs in facilitating a positive learning environment and
promoting students’ responsibility. However, there is a lack of theory-driven, validated, self-
report instrument to assess students’ responsibility in physical activity settings that aligns
directly with all four levels of the TPSR model and provides extensive and nuanced view of
behaviors, attitudes, beliefs, values, and intentions of all their respective constituent
components. Therefore, this study proposed and validated a new instrument, the Extensive
Questionnaire of Responsibility in Physical Education (EQRPE). Methods: Scale-items were
developed and assessed for content validity, individual items were assembled in a
harmonious and measuring construct, and the complete scale was tested for dimensionality,
reliability, and validity. Results: Confirmatory factor analysis, internal consistency
estimates, and bivariate correlations were used to affirm reliability and convergent,
discriminant or divergent validity. Discussion/Conclusion: The model was a good fit for the
data, and the EQRPE subscales correlated positively with conceptually similar constructs of
the previously existing Personal and Social Responsibility Questionnaire (PSRQ). These
analyses strengthen the expected validation of the EQRPE.

Keywords: TPSR model, levels of responsibility, PSRQ, personal and social
responsibility, responsibility questionnaire, confirmatory factor analysis, EQRPE
Introduction

Given the apparent need for values-based programs especially for at-risk inner-city
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youth, Hellison, an advocate of humanistic physical education, developed the Teaching
Personal and Social Responsibility (TPSR) model as a theory-in-action (Hellison & Martinek,
2006) or curriculum model. Hellison navigated his scholarship pathway through his own
trial-and-error approach and introduced the notion of responsibility in practical PE settings to
help students become personally and socially responsible. He made a significant contribution
to the success of sport-based youth development programming (Petitpas et al., 2005).
Moreover, he contributed in the emergence of the social and emotional learning framework in
education ahead of the current trend in affective learning (Durlak et al., 2011).

Teaching Personal and Social Responsibility (TPSR) Model

TPSR is regarded as one of the most influential instructional models in PE pedagogy
(Metzler, 2011). It is recognized as an exemplary approach to promoting youth development
(Petitpas et al., 2005) as it meets all key criteria of youth development programs. Moreover,
the TPSR model is directly aligned with the Social and Emotional Learning (SEL)
framework, as the model’s practices greatly address SEL competencies, such as managing
emotions, setting goals, and building positive relationships (Jacobs & Wright, 2014). The
current version of the TPSR model, as articulated in the most recent edition of Teaching
Responsibility Through Physical Activity (Hellison, 2011), addresses responsibility values
that focus on personal (effort and self-direction) and social well-being (respect and
caring/helping others).

Responsible behaviors are often referred to as responsibility goals or levels because
they represent a loose teaching and learning progression from I to V. “Understanding these
levels provides insight into student characteristics and helps teachers adopt curricular
choices” (Watson & Clocksin, 2013, p.5). The five levels are described as respect (level I),
participation and effort (level 11), self-direction (level 11l), caring and leadership (level 1V)

and transfer (level V). However, the simplicity of the central concept of each level does not
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embody the continuously growing complexity of TPSR and its expansion beyond observable
behaviors. More expanded and nuanced conception of the levels is needed to include also
attitudes, beliefs, values, and intentions and to give students specific targets to struggle for,
that is, the components of the levels (Hellison, 2011). Within this broader perspective, Level
I, which originates from the model’s core value of human decency by focusing on respect for
the rights and feelings of others, has three related components: (a) Self-control, (b) the right
to peaceful and democratic conflict resolution, and (c) the right to be included regardless of
one’s proficiency, gender, race, ethnicity, or sexual preference. Level 1T highlights the
importance of meaningful participation in lesson activities and showing effort to improve
when things get difficult or challenging. It includes the components of (a) self-motivation, (b)
exploration of effort and new tasks, and (c) getting along with others. The essence of Level Il
is captured in the intrinsic motivation and goal orientation perceptions within a cooperative
class climate. Level 111 encourages self-direction through activities such as (a) working on-
task independently and being autonomous by making individual decisions/choices, (b)
making and achieving personal goals (goal setting), and (c) self-acceptance or self-image
actualizing regardless of peer pressure. Level 1V relates to (a) the development of a sense of
empathy, (b) the capacity to help others, and (¢) the manifestation of inner strength. “Mature
level IV students possess the interpersonal skills of sensitivity and responsiveness to act out
of caring and compassion for others” (Hellison, 2011, p.40). Quite evidently, Level IV
essentially delineates the dimensions of transformational leadership (Tepper & Percy, 1994)
by addressing what it takes to become a successful leader. Together, the levels related to
participation-effort and self direction correspond to the personal responsibility construct,
whereas those focused on respect and helping others-leadership are more aligned with the

social responsibility construct (Li et al., 2008).
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Levels I through IV can be enacted directly in a physical activity program, whereas
level V relates to transferring the first four levels and associated behaviors to other settings,
outside the physical activity settings. Students are asked to practice responsible behaviors
from all four levels in real life. In fact, while level V is the most advanced stage, it is not
simply the highest level of the model. It is embedded in each of the preceding levels and
simultaneously incorporates all of them beyond the context of physical education. Although
transfer is often viewed as the overarching or primary goal of the model and is deliberately
promoted through guided reflection and discussion, it is often excluded in TPSR programs
(Hellison, 2011). In developing and validating the Personal and Social Responsibility
Questionnaire (PSRQ) for assessing students’ responsibility associated only with levels I-1V,
Liet al. (2008) contend that “to examine the issue of transfer, which is a key goal of the
TPSR, researchers and practitioners would require other instrumentations and
methodologies” (pp. 177-178). Besides, Jacobs and Wright (2017) argue that focusing
exclusively on behavioral change oversimplifies the transfer process and fails to account for
youth agency, as well as the cognitive and motivational processes that are central to
transformative experiences. Therefore, due to practical issues (particular focus on physical
education settings only) and theoretical issues (insufficient focus on the cognitive and
motivational process involved in connecting program lessons to other contexts), transfer
assessment would be beyond the focus of the current study, which was designed to assess
students’ self-reported responsibility exclusively within the physical education setting.
Besides, Wright et al. (2019) have already addressed participants’ cognition and motivation
regarding the transfer of responsibility and life skills by proposing and validating the Transfer
of Responsibility Questionnaire (TORQ) to complement other quantitative instruments.

In addition to the levels or goals, Hellison (2011) addressed the core values of the

TPSR model: (a) putting kids first and being youth centered, (b) holistic self-development
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described as the successful development and integration of physical, social, emotional, and
cognitive, and (c) a way of being rather than a way of teaching especially for the program
leaders. Along with the core values, Hellison (2011) also defined five program leader
responsibilities or themes to be a constant presence; for TPSR-based programs daily themes
are essential to guide an authentic day-to-day implementation process. These themes are: (a)
gradual and progressive empowerment of participants (shifting responsibility to kids), (b)
practicing critical self-reflection, (c) embedding TPSR in the physical activities, (d)
facilitating transfer, and (e) being relational with kids by recognizing and respecting their
qualities.

Numerous program evaluations have demonstrated the practical effectiveness of
TPSR in physical education setting (e.g. Escarti et al., 2010; Escarti et al., 2012; Escarti et al.,
2018; Gordon, 2010; Ward et al., 2012) as well as in out-of-school programming (Gordon et
al., 2016; Hellison & Martinek, 2006; Pozo et al., 2018). Its effectiveness in promoting
responsibility among underserved youth is supported by empirical studies and program
evaluations (Caballero-Blanco et al., 2013; Hellison & Walsh, 2002; Hellison & Wright,
2003; Pozo et al., 2018), while some studies assume participants’ transfer of TPSR lessons to
other settings through behavior change (Martinek et al., 2001; Walsh et al., 2010; Wright et
al., 2010; Wright et al., 2019).

In recent years, instruments have been developed and validated to assess students’
personal and social responsibility in the physical education setting via direct observation
(Wright & Craig, 2011; Escarti et al., 2015) or self-report (Watson et al., 2003; Li et al.,
2008).

Based on the lack of instrumentation to study the fidelity of implementation of
responsibility-based teaching strategies, Wright & Craig (2011) developed and assessed the

content validity, and inter-rater reliability of an observation instrument, the Tool for
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Assessing Responsibility-Based Education (TARE). Escarti et al. (2015) presented a revised
version of the TARE including a new section to measure students’ behaviors, analyze the
inter-rater reliability of the instrument, and assess the relationships between results of teacher
and student observations.

Watson et al. (2003) envisioned a four-factor instrument —one associated with each
of the core responsibility levels— and developed the Contextual Self-Responsibility
Questionnaire (CSRQ) to assess youth’s perceptions of personal and social responsibility.
CSRQ was the first self-report measure to quantify respondents’ perceptions of Hellison’s
four levels of personal and social responsibility and was comprised of 15 items. However, too
much overlap between the various constructs led Watson et al. (2003) to recommend future
refinement of CSRQ as a means to identify and assess more values-based dependent variables
from all levels of Hellison’s model.

Li et al. (2008) modified the CSRQ), tested and verified the validity and reliability of a
two-factor model, the Personal and Social Responsibility Questionnaire (PSRQ), and
ascertained a positive association between the constructs of responsibility and intrinsic
motivation in physical education. Thus, the PSRQ emerged as the refined version of the
CSRQ. Besides, among the limited number of student surveys and instruments validated and
aligned with TPSR, the PSRQ has been established as a quantitative measure with supportive
psychometric evidence and stable factor structure across several cultural contexts (Escarti et
al., 2011; Martins et al., 2015; Agiasotelis et al., 2017).

Liet al. (2008) designed PSRQ to assess students’ perceptions of their responsibility
learning within physical education divided into personal responsibility and social
responsibility goals, with seven items assigned to each of these two dimensions. However, it
does not meet a fully comprehensive criterion as it does not reflect all the components of the

four levels of the TPSR model and subsequently does not consider all behaviors, attitudes,
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beliefs, values, and intentions that could be of critical importance for responsibility self-
assessment. Level | items of PSRQ only refer to respect of others and temper control while
disregard peaceful and democratic conflict resolution (an apparent manifestation of respect in
terms of self-control) and students’ right to be included and to have cooperative peers. Level
Il items only address effort while do not capture self-motivation, exploration of new tasks
and cooperation. Level 111 items only measure goal setting but not on-task independence and
courage to resist peer pressure. Finally, level IV items only comprise leadership roles of
solidarity and kindness while do not take into consideration inner “strength to step up for
TPSR leadership principles without being defensive of overbearing” (Hellison, 2011, p.41).

Hsu et al. (2014) also developed a self-report instrument for measuring students’
responsibility in physical education, the Students’ Responsibility in Physical Education Scale
(SRIPES), which comprised six factors inept to differentiate and depict each level of
responsibility separately.

In conclusion, research supports the effectiveness of TPSR programs, when
implemented with fidelity to the core values and themes of the model, in facilitating a
positive learning environment and promoting students’ responsibility. Although instruments
to assess TPSR implementation and program effects have been developed, no theory-driven,
validated, self-report instrument has been published that aligns directly with all four levels of
the model and differentiates them by establishing distinct subscales based on extensive and
nuanced view of specific behaviors, attitudes, beliefs, values, and intentions across all the
constituent components of each level. The current article describes the development and
validation of such a self-report instrument, the Extensive Questionnaire of Responsibility in
Physical Education (EQRPE). The proposed instrument is comprised of 4 scales, which
correspond to the 4 levels of responsibility of the TPSR model, and several subscales within

each scale, which correspond to the constituent components of each level (Hellison, 2011).
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Methods

To enhance the rigor of the development and validation of EQRPE, the process
comprised three phases that spanned nine steps (Boateng et al., 2018).

(1) Domain Identification and Item Generation. A substantive literature review
preceded item generation and provided the theoretical basis for defining the conceptual
dimensions of the construct of responsibility (its levels and their constituent components).
Content analysis based on the established framework of the Teaching Personal and Social
Responsibility Through Physical Activity model (Hellison, 2011) clearly delineated four
conceptually unique dimensions of the responsibility construct, that is, the four levels of
responsibility, and three subdimensions within each level, that is, the corresponding
constituent components of each level. (Level V, transfer, was beyond the scope of this study).
Having elaborated on the conceptual dimensions and subdimensions of the construct of
responsibility, a thorough literature review of existing scales, possibly fitting the conceptual
dimensions and subdimensions of responsibility (the levels and their constituent
components), followed. Since the proposed EQRPE instrument was endeavoring to reflect the
four levels of the TPSR model across all their respective constituent components, items of
relevant existing scales were assessed and selected on the basis of their conceptual or
theoretical affinity with any level or component of responsibility.

Informed by the above literature review an exhaustive list of 63 items formed the
initial pool of EQRPE items (approximately five to seven items per component). Original
items were constructed to capture behaviors, attitudes, beliefs, values, and intentions of all
four levels of the TPSR model and their constituent components (Hellison, 2011). In addition
to originals, the initial pool comprised a few reworded or modified items of the Personal and
Social Responsibility Questionnaire (PSRQ) (L. et al., 2008) for each level. Furthermore,

several items were identified and selected (mostly modified) for inclusion from conceptually
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relevant scales. Specifically at level I (respect), items from the Child Self-Control Rating
Scale (CSCRS) (Rorhbeck et al., 1991) were modified and included. At level Il (effort and
cooperation), drawing from the Motivational Orientation Scales (MOS), which were
developed by Nicholls and his colleagues (Nicholls, 1989;) (Nicholls et al., 1985) and
adapted by Duda & Nicholls (1992), we adopted and reconstructed items (from the Sport
Belief-Motivation/Effort and the Sport Satisfaction-Satisfaction/Enjoyment scales) to assess
effort and exploration of new tasks and cooperation (“getting along with others™). At level 111
(self-direction), items from the autonomy subscale of the Basic Psychological Needs in
Exercise Scale (BPNES) (Vlachopoulos & Michailidou, 2006) (based on Deci & Ryan, 2000)
were modified and included to assess perceptions of the extent to which the need for
autonomy in exercise is satisfied. In order to construct items to assess goal-setting
progression, the Self-Regulation Questionnaire (SRQ) (Brown et al., 1999) was consulted.
Social pressure subscale consisted primarily of modified items from the most widely accepted
measure of self-actualization, the Short Index of Self-Actualization (SISA) (Jones &
Crandall, 1986). Finally, at level 1V (leadership), the development of the items was based on
the transformational leadership subscale of the Multifactor Leadership Questionnaire (Bass &
Avolio, 1990).

The EQRPE was prefaced as follows: “With the following questions we attempt to
understand how students in physical education classes normally think, feel or act. We are
only interested in students’ honest opinion. There are no wrong or right answers. Please
answer the following questions honestly by checking the box that best represents you. In the
following statements you will simply express your opinion anonymously.” The stem to each
item was “Generally in my PE class...” Responses were given in a Likert-type format and

ranged from “strongly disagree” (1) to “strongly agree” (5).
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(2) Content Validity. The initial pool of items was subjected to content analysis by a
panel of experts, which included five professors with expertise in the development of
psychometric instruments in physical education and sport psychology and were independent
of those who developed the item pool.

The 63 EQRPE items were randomly ordered and presented to the panel of experts.
Each reviewer received a detailed package that included a description of the purpose of the
EQRPE, a literature review, and instructions for assessing content validity. Experts were
requested to place each item into one of the content subdomains (constituent components) of
any the four delineated content domains (levels of responsibility), rate their confidence in
placing the item in the specific subdomain, and rate each item on a 3-point scale for its
appropriateness in measuring responsibility. The overall content validity index (CVI)
(Lawshe, 1975) for the EQRPE indicated a high level of agreement among the experts, as
they mostly placed each item correctly in the appropriate content domain category. Misplaced
items were revised. Overall, the items and the entire instrument were assessed as content
valid. However, some concern was raised over a clear identification of the self-motivation
subdimension.

(3) Pre-testing Questions (Interviews with Children). Draft survey questions were
administered to a sample of 17 6th-grade students (7 boys and 10 girls) from 9 Greek
elementary schools to elicit narratives about students’ perceptions of responsibility and to
capture their lived experiences of responsibility. Respondents verbalized the mental process
entailed in providing their answers. These interviews lent support to the notion that
responsibility is a multidimensional construct that includes several perceptions and
manifestations already included in the initial pool of items. They also informed the

identification of eight poorly worded items from the initial questionnaire, which were
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rephrased in terms of grammar and word choice to be maximally understood. Finally, another
four items were dropped for lack of clarity and were substituted with others.

(4) Pilot Study. A pilot study was conducted to collect baseline data from a sample of
536 elementary (fifth and sixth grade) and middle school (first, second and third grade)
students; 304 males and 232 females with age range from 10 to 15 (M = 12.64, SD =1.41).
Data were collected using the initial pool of 63 items in paper and pen/pencil form.
Moreover, participants were asked to comment on items they did not understand in an open
response question that followed the survey.

The purpose of the preliminary pilot-testing was to solicit additional feedback from
participants about the content, readability, and wording of the EQRPE items, to test general
administration procedures, and tentatively affirm the questionnaire structure by factor
analyses and subsequent detection of how the items clustered together into subscales
(Kalkbrenner, 2021).

(5) Finalizing the list of items. Pilot study revealed deficiencies in the baseline pool
of items that only revision, removal, or addition of new ones could remedy. After a
consultation with the panel of experts in a follow up review, 12 items were removed or
revised due to their negative impact on scale reliability (Knapp & Mueller, 2010), low inter-
item correlations, item-total correlations, squared multiple correlations or factor loadings
(<.30) or cross-loading on multiple factors or lengthy/discursive wording (Boateng et al.,
2018; Knapp & Mueller, 2010). The initial pool of items was further expanded and enriched
with new items. Nine new items drew upon the Short Index of Self-Actualization (SISA)
(Jones & Crandall, 1986) to encompass the supplementary dimension of self-acceptance or
self-image actualizing in the self-direction domain (level I11). Another ten new items drew
upon the Interest/Enjoyment and Effort/Importance scales of IMI (Intrinsic Motivation

Inventory) to asses self-motivation and upon the Sport Goal Orientation/Task Orientation and
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Cooperation scales of the MOS (Motivational Orientation Scales) (Nicholls, 1989; Nicholls et
al., 1985; Duda & Nicholls, 1992) to assess trying new tasks/task orientation and cooperation
components of level I1. With all these revisions, 82 items were included in the final list of
EQRPE that would be tested through subsequent investigation. Eight items in the EQRPE
were negatively worded.

Regarding the instrument structure, the hypothesized three-factor structure for each of
the subdomains of respect, effort, and leadership were retained. A four-factor structure for
self-direction was hypothesized. At a second-order level the hypothesized four-factor
structure of responsibility reflecting the four levels of respect, effort, self-direction, and
leadership (Hellison, 2011) was also retained. Finally, at a third-order level the hypothesized
two-factor structure of personal and social responsibility was retained as well (Li et al.,
2008).

(6) Sample Size of Main Study and Survey Administration. An appropriately
heterogeneous sample (reflecting and capturing the entire range of the target population) was
established for the main study to collect data with minimum measurement (Clark & Watson,
1995). Sample size exceeded the ideal ratio of 10:1 respondents to items (Nunnally, 1978). In
total, 1385 participants, all of them Caucasians, were recruited from 11 elementary and 8
middle schools in central Greece. Their ages ranged from 10 to 15 years (M = 12.69, SD
=1.38) (Table 3).

Table 3
Demographic Information for the Participants in Aggregate and for the Divided Samples

(gender, grade level)

Level of study at school

Elementary School Middle School
5th 6th 1st 2nd 3rd
Gender Grade  Grade Total Grade Grade Grade Total Total
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Male 116 136 252 166 141 133 440 692
Female 132 128 260 143 126 164 433 693
Total 248 264 512 309 267 297 873 1385

Data screening. Sample data were scrutinized with SPSS 18 before proceeding with
Confirmatory Factor Analysis (CFA). Preliminary analyses included standard procedures
(Tabachnick and Fidell, 2007). Data were screened for accuracy (i.e. values out of range)
through univariate descriptive statistics. Then, negatively worded items were reverse coded.
Cases with missing values were excluded (Brown, 2006).

Procedures. Informed consent was obtained from all participants and their parents in
accordance with the university’ institutional review board. The University Institutional Ethics
Committee and the Institute of Educational Policy of the Greek Ministry of Education
approved the protocol for data collection. A brief demographic questionnaire of six questions
and the PSRQ (L. et al., 2008), as it was translated, adapted and validated for consistency and
reliability in Greek language, preceded EQRPE administration. The survey was administered
during the lessons and directions for its completion were provided by a researcher. Students
were encouraged to ask questions while the researcher was available to address them. It took
participants approximately five minutes to complete the PSRQ and 20 minutes to complete
the EQRPE.

(7) Tests of Dimensionality. In line with Brown (2006), before testing more
complicated hierarchical models, we initially assessed the factor structure of each scale
corresponding to each level of responsibility (number of items in parentheses). (1) Respect
consisted of 3 factors: self-control (5), conflict resolution (8), and right of participation (7).
(1) Effort comprising 3 factors: effort and enjoyment (9), new tasks and task orientation (7),

getting along with others (4). (111) Self-direction composed of 4 factors: autonomy (5), goal-
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setting progression (6), social pressure (6), self-actualization (9). (IV) Leadership including 3
factors: caring and compassion (6), sensitivity and responsiveness (4), and inner strength (6).

After ensuring that these first-order factor models fit the data well, then we compared
hierarchical models. A first-order only factor structure, containing all thirteen subscales, was
constructed (Figure 4). This was compared against a second-order model with four second-
order factors (respect, effort, self-direction, and leadership) and thirteen first-order factors
(Figure 5). The latter was finally compared against the ultimate third-order model of EQRPE
with two third-order factors (social responsibility and personal responsibility), four second-
order factors (respect, effort, self-direction, and leadership) and thirteen first-order factors
(Figure 6). Particularly, in the case of higher-order factor, a much more parsimonious
structure to account for the interrelationships among factors established by CFA can be
imposed (Byrne, 2016).

A maximum likelihood (ML) CFA was conducted. No cross-loadings of items and no
correlated residuals were allowed. Systematic model fit assessment procedures was
determined by meaningful satisfactory thresholds of multiple fit indices, which included the
chi-square test of exact fit, the Root Mean Square Error of Approximation (RMSEA), the
Tucker Lewis Index (TLI), the Comparative Fit Index (CFI), and the Standardized Root
Mean Square Residual (SRMR) (Byrne, 2016).

Finally, measurement invariance was estimated to determine whether the
psychometric properties of the observed indicators of the ultimate third-order model of
EQRPE were generalizable across groups of different gender and across groups of different
age (Boateng et al., 2018). To this end, two multigroup CFAs were conducted to investigate
the hypothesized model equivalence across gender and age respectively. For each multigroup
CFA, a baseline unconstrained model (configural invariance) was computed initially. Then,

this model was compared sequentially against increasingly more restrictive models with
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additional constraints. Decisions about appropriate model fit were based on chi-square test of
exact fit, RMSEA, TLI, and CFI. The change in CFI (ACFI) was used to compare models

(Cheung & Rensvold, 2002).
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Figure 4
First-order Model of Factorial Structure for the EQRPE

ol

W)

N Y

.

Y,

y

)

)/

N7\
0.4 i‘
\" g" /"

(X

‘;:ai?" "
/’4!*’"/

)

o
/)

= Caring
4 - s=sion
} %
Sensitivity 1 : LA
esponsvensEs
I',.

Note. The social pressure latent variable and its 6 associated observed variables were

eliminated from the final model

Institutional Repository - Library & Information Centre - University of Thessaly
30/06/2024 03:31:31 EEST - 18.191.111.117

86



87

Figure 5
Second-order Model of Factorial Structure for the EQRPE
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Figure 6
Third-order Model of Factorial Structure for the EQRPE
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(8) Tests of Reliability. Internal consistency reliability for each measurement
model/subscale of the scales of Respect, Effort, Self-direction, and Leadership was assessed
by using Cronbach's (1951) coefficient alpha.

(9) Tests of Validity. To test concurrent validity a correlational analysis was
conducted to examine the extent to which EQRPE scales and their constituent subscales
relate to other variables/constructs of the established PSRQ instrument that are
conceptually/theoretically similar. Specifically, it was hypothesized that EQRPE respect scale
and its constituent subscales would be positively correlated with PSRQ items representing
respect (that is, PSRQ items 1, 2, and 6 in combination), EQRPE effort-cooperation scale and
its constituent subscales would be positively correlated with PSRQ items representing effort
(that is, PSRQ items 8, 9, 11, and 13 in combination), EQRPE self-direction scale and its
constituent subscales would be positively correlated with PSRQ items representing self-
direction (that is, PSRQ items 10, 12, and 14 in combination), and EQRPE leadership scale
and its constituent subscales would be positively correlated with PSRQ items representing
caring and helping (that is, PSRQ items 3, 4, 5, and 7 in combination). In addition, it was
hypothesized that EQRPE social responsibility scale (EQRPE respect and leadership scales in
combination) would be positively correlated with PSRQ items representing social
responsibility (that is, PSRQ items 1 to 7 in combination) and that EQRPE personal
responsibility scale (EQRPE effort-cooperation and self-direction scales in combination)
would be positively correlated with PSRQ items representing personal responsibility (that is,

PSRQ items 8 to 14 in combination).
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Results

Confirmatory Factor Analysis

The model fit statistics indicated that the following three first-order models fit the
data well. (I) Respect, x> = 137.84, p<.001, df = 62, ¥?/df = 2.22, SRMR = .023, TLI = .976,
CFI =981, RMSEA = .030. (II) Effort, 2 = 438.29, p<.001, df =87, y?/df = 5.04, SRMR =
.041, TLI = .944, CFI = .954, RMSEA = .054. (III) Leadership, x? = 355.57, p<.001, df = 87,
v2ldf = 4.09, SRMR = .030, TLI =.962, CFl = .969, RMSEA = .047.

For self-direction model, the initially hypothesized four-factor measurement model
was not supported. Lack of salient and significant correlation of the social pressure factor to
any other factor of the model led to the elimination of social pressure factor and the
validation of a three-factor model. Specifically for the final three-factor measurement model
of self-direction, x> = 291.93, p<.001, df = 87, ¥*/df = 3.36, SRMR = .040, TLI = .956, CFI =
964, RMSEA = .041.

Having established the four viable measurement models, interrelationships of all first-
order latent factors were evaluated. To this end, a first-order factor structure with 12 factors
(all 12 subscales of the four previously established measurement models) (Figure 4) was
assessed. The model fit statistics indicated that Model 1 was a good fit for the data (Table 4).

Then, a higher, second-order model with four second-order factors (respect, effort,
self-direction, and leadership) and 12 first-order factors was assessed (Figure 5). The first-
order factor of getting along with others had a non salient loading on the second-order
conjectured factor of Level 11 (effort) and modification indices suggested a substantial
improvement of Model 2 fit by allowing the former factor to load on a different second-order
factor. Provided with this evidence, it seemed most appropriate to allow the factor of getting
along with others to load on the second-order factor of Level IV (Leadership) instead. Results

indicated that Model 2 was a good fit for the data. Comparing the fit indices of Model 2 with
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the fit indices of the less parsimonious Model 1, no significant differences emerged, since
ACFI did not exceed .01 (Cheung & Rensvold, 2002). The latter findings provided support
for the more parsimonious Model 2 over Model 1 (Table 4).

Finally, the ultimate third-order model of EQRPE (Figure 6) was assessed. The model
fit statistics indicated that Model 3 was a good fit for the data. Comparing the fit indices of
Model 3 with the fit indices of the less parsimonious Model 2, no significant differences
emerged, since ACFI did not exceed .01 (Cheung & Rensvold, 2002). The latter findings
provided support for Model 3 over Model 2 (Table 4). Thus, Model 3 was considered to
represent the final best-fitting and most parsimonious model to represent the data. A
diagrammatic representation of the hierarchical factorial structure of Model 3 is presented in
Figure 7.

Table 4

Results of the selected fit indices for the hierarchical models of EQRPE

Model 7 df %df SRMR TLI CFI RMSEA ACFI

Model 2: 4 second-order factors  4038.969 1577 2.56 .043  .917 .921 .034 .01
12 first-order factors

Model 3: 2 third-order factors

12 first-order factors

Note. SRMR = Standardized Root Mean Square Residual; TLI = Tucker Lewis Index; CFI =
Comparative Fit Index; RMSEA = Root Mean Square Error of Approximation; ACFI =

Difference in CFI values between models
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Figure 7
Final Model (Model 3) for the EQRPE with standardized A loadings and squared multiple

correlations
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Gender and Age Differences

Two multiple group CFAs of the ultimate third-order model of EQRPE (Figure 4)
were conducted to investigate model equivalence with respect to gender (male and female
students) and age (elementary and middle school students) respectively.

EQRPE displayed configural, metric, and scalar invariance in measurement across
groups of different gender (Table 5) and different age (Table 6), as there were no significant
differences between sequential and increasingly more constrained models. The ACFI values
(<.01) contend that the measurement model is completely invariant in that this value is less

than the .01 cutoff point proposed by Cheung & Rensvold (2002).

Table 5
Results of the selected fit indices from multigroup CFA of the ultimate third-order model of
EQRPE with respect to gender

Model 7 df 4¥df RMSEA TLI CFl ACFI
Unconstrained (configural 6076.800 3156 1.925 .026 .903 .907 -
invariance)

Measurement weights (metric o) 769 3000 1937 .026  .902 .905 .002
invariance)

Measurement intercepts (scalar o e1 508 3060 1.982 027  .897 .898 .007
invariance)

Structural weights 6478.983 3270 1.981 .027 897 898 0O
Structural covariances 6497.594 3273 1.985 .027 .897 .898 0
Structural residuals 6541.077 3289 1.989 .027 .896 .897 .001
Measurement residuals 7062.784 3347 2.110 .028 .883 .882 .015

Note. SRMR = Standardized Root Mean Square Residual; TLI = Tucker Lewis Index; CFI =
Comparative Fit Index; RMSEA = Root Mean Square Error of Approximation; ACFI =

Difference in CFI values between models

Table 6
Results of the selected fit indices from multigroup CFA of the ultimate third-order model of
EQRPE with respect to age
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Model v df y%df RMSEA TLI CFI ACFI
Unconstrained (configural 6129.041 3156 1942 026 .899 903 -
invariance)

Measurement weights (metric 6228.827 3202 1945 026 .898 .902 .001
invariance)
Measurement intercepts (scalar — g154 355 3260 1.972 .027 896 .897 .005
invariance)
Structural weights 6449.877 3270 1972 .027 896 .897 O
Structural covariances 6475.991 3273 1.979  .027 895 .896 .001
Structural residuals 6563.260 3289 1.996  .027 893 .894 .002
Measurement residuals 6694.296 3347 2.000 .027 893 .891 .003
Note. SRMR = Standardized Root Mean Square Residual; TLI = Tucker Lewis Index; CFI =
Comparative Fit Index; RMSEA = Root Mean Square Error of Approximation; ACFI =
Difference in CFI values between models
Reliability
Mostly acceptable (alphas >.70) estimates were obtained (Table 7).
Table 7
Cronbach’s Coefficient Alpha for subscales of Respect, Effort, Self-direction, and
Leadership of EQRPE
SCALE SUBSCALE Cronbach’s M SD
Alpha
Level I: Respect
Self-Control .676 16.99 2.43
Conflict Resolution .7136 20.17 3.12
Right of Participation .652 17.02 2.40
Level II: Effort
Effort-Enjoyment 741 20.92 9.73
Trying New Tasks-Task
Orientation 844 29.55 4.45
Level Ill: Self-direction
Autonomy 142 14.32 3.25
Goal Setting Progression .810 25.81 3.80
Self-Actualization .636 20.95 2.75
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Level IV: Leadership

Caring-Compassion 176 20.38 3.40
Sensitivity-Responsiveness .836 15.87 3.10
Inner Strength .790 23.76 3.84
Getting Along with Others 758 12.43 2.27

Note. M = mean; SD = standard deviation

Descriptive Statistics and Correlational Analyses

All constructs shown in Table 6 correlated significantly (p<.01) between each other
and positively, as expected. The strongest correlations were found between the theoretically
related constructs of (a) EQRPE Level | Respect (and its constituent subscales) and PSRQ
Level I Respect, (b) EQRPE Level Il Effort (and its constituent subscales) and PSRQ Level 11
Effort, (c) EQRPE Level IV Leadership (and its constituent subscales) and PSRQ Level IV
Leadership, (d) EQRPE Social Responsibility and PSRQ Social Responsibility, and (e)
EQRPE Personal Responsibility and PSRQ Personal Responsibility. In addition, EQRPE
Level I Respect and EQRPE Level 1V Leadership (and their constituent subscales) strongly
correlated with their resultant and theoretically relevant PSRQ Social Responsibility
construct while EQRPE Level Il Effort and EQRPE Level 111 Self-direction (and their
constituent subscales) strongly correlated with their resultant and the theoretically relevant
PSRQ Personal Responsibility construct. However, EQRPE Level 111 Self-direction (and its
constituent subscales) seemed to correlate highly with the conceptually distinct construct of
PSRQ Level Il Effort, in comparison to its correlation with the theoretically similar construct

of PSRQ Level Il Self-direction.

Table 8

Descriptive Statistics and Bivariate Correlations between the structures of respect, effort, self-
direction, leadership (and their constituent subscales), social responsibility, and personal
responsibility of EQRPE and the structures of respect, effort, self-direction, leadership, social

responsibility, and personal responsibility of PSRQ
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PSRQ PSRQ PSRQ PSRQ

Scale M  SD LI LIl LIl LIV P?;Q P?)EQ
Respect Effort Self-direction  Leadership
EQRPE
LI Respect 417 .50 .619 562 .383 .616 702 567
Self Control 425 .61 .649 461 .309 519 .653 463
Conflict Resolution 4.03 .62 451 AT7 331 526 .562 484
Right of
Participation 426 .60 450 450 .303 476 .528 451
EQRPE
LIl Effort 421 .58 .396 .658 472 452 .488 .674
Effort
Enjoyment 418 .62 .305 .623 468 .365 .385 .649
Trying New Tasks
Task Orientation 422 63 402 .586 405 447 487 594
EQRPE
LIl Self-direction 407 92 .383 577 AT7 413 456 622
Autonomy 3.58 .81 .238 .369 242 .257 .284 .366
Goal Setting
Progression 430 .63 372 551 513 .391 435 624
Self Actualization 4.19 .55 .289 439 .356 .328 .355 469
EQRPE
LIV Leadership 402 .61 444 .528 .361 .588 .601 534
Caring Compassion 4.07 .68 A27 454 .298 537 .558 452
Sensitivity
Responsiveness 3.97 .77 377 465 313 539 537 467
Inner Strength 3.96 .64 .367 .469 .336 ATT 491 481
Getting Along with
Others 414 .75 391 AT72 .320 523 533 475
FRPE 408 53 547 580 396 642 685 585
FRPE 413 51 416 658 508 462 504 692

Note. All correlations are significant at the 0.01 level (p<.01). M = mean; SD = standard
deviation; PSRQ = personal and social responsibility questionnaire; EQRPE = extensive
questionnaire for responsibility in physical education; L1 = level I; LI1I = level II; LI = level

I11; LIV = level IV; SR = social responsibility; PR = personal responsibility

Finally, correlations among all constructs of EQRPE (first, second, and third-order

factors) are shown in Table 7 (p<.01). All structures of respect, effort, self-direction,
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leadership, social, and personal responsibility were highly correlated with their respective
constituent structures/subscales as well as structures of social responsibility and personal
responsibility were highly correlated with their respective and conceptually related

structures/subscales.
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Table 9

Descriptive Statistics and Bivariate Correlations between the structures of respect, effort,

self-direction, leadership (and their constituent subscales), social responsibility, and

personal responsibility of EQRPE

Scale M SD LI LIl | LIV SR PR
Lla Llb Llc Lila LIIb Litla LIIb LIllc LIVa LIVb LIVc LIvd

LI 417 50 1 808 868 .786 .581 .475 569 568 .386 .524 430 .720 .681 .619 621 .594 .884 .614
Lla 425 .61 .808 1 554 476 429 368 .409 417 265 391 328 521 515 432 444 427 673 452
Llb 403 62 .868 .554 1 512 478 392 469 471 304 449 354 608 564 524 539 495 756 .507

Llc 425 .60 .786 .476 .512 1 531 417 533 519 390 .452 383 649 .607 574 548 548 751 561
LIl 421 58 581 .429 478 531 1 875 941 746 478 714 563 633 534 561 579 543 658 .926
Llla 418 .62 475 .368 .392 .417 .875 1 660 671 .434 637 509 507 424 435 481 434 531 .821
LIlb 422 .63 569 .409 .469 .533 .941 .660 1 689 439 663 518 .628 533 567 .564 .540 .651 .864
LIl 407 52 5568 .417 471 519 .746 .671 .689 1 743 851 779 647 544 557 612 546 .662 .942
LIlla 358 .81 .386 .265 .304 .390 .478 .434 439 .743 1 401 370 447 394 398 .396 .377 .455 .662
LIIlIb 430 .63 .524 .391 .449 452 714 637 .663 .851 .401 1 556 .578 .480 .490 547 510 599 .842
LIllc 419 55 430 .328 .354 .383 .563 .509 .518 .779 .370 .556 1 506 .414 430 511 396 512 .725
LIV 402 .61 .720 .521 .608 .649 .633 507 .628 .647 .447 578 .506 1 884 900 .893 .816 .961 .685
LIVa 407 .68 .681 .515 564 .607 .534 424 533 544 394 480 414 .884 1 757 669 .648 .867 577
LIVb 397 .77 619 432 524 574 561 .435 567 557 .398 .490 .430 .900 .757 1 734 651 .854 598
LIVc 396 .64 .621 .444 539 548 579 .481 564 612 .396 .547 511 .893 .669 .734 1 663 .850 .638
LIVd 414 .75 594 427 495 548 543 434 540 546 377 510 .396 .816 .648 .651 .663 1 787 583
SR 408 53 .884 673 .756 .751 658 .531 .651 .662 .455 599 512 961 .867 .854 .850 .787 1 .707
PR 413 51 614 452 507 561 926 .821 .864 942 662 .842 725 .685 577 598 .638 .583 .707 1

Note. All correlations are significant at the 0.01 level (p<.01), M = mean; SD = standard

deviation; EQRPE = Extensive Questionnaire for Responsibility in Physical Education; LI =

Level | Respect; Lla = Self Control; LIb = Conflict Resolution; Llc = Right of Participation;
LIl = Level Il Effort; Llla = Effort-Enjoyment; LIIb = Trying New Tasks-Task Orientation;

LI = Level 111 Self-direction; LIlla = Autonomy; LIIIb = Goal Setting Progression; LIlIc =
Self Actualization; LIV = Level IV Leadership; LIVa = Caring-Compassion; LIVb =
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Sensitivity-Responsiveness; LIVc = Inner Strength; LIVd = Getting Along with Others; SR =
Social Responsibility; PR = Personal Responsibility
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Discussion

The purpose of the present study was to develop and provide evidence of initial
validity and reliability for the EQRPE, an instrument for measuring the perceived
responsibility in PE settings. Taken together, the present results of CFA, internal consistency,
and bivariate correlation analyses produced adequate factorial, convergent and discriminant
validity and reliability estimates. The proposed EQRPE instrument endeavoring to measure
responsibility represents a key extension of existing research. It overcomes limitations of the
existing instruments in that it reflects all four levels of the TPSR model across all their
respective constituent components and, thus, can inform practice to the full extent of the
responsibility construct. Stemming from earlier work by Watson et al. (2003) in which they
attempted to validate a four-factor instrument of responsibility assessment (CSRQ) and L.i et
al. (2008) who validated a two-factor tool (PSRQ), the newly developed EQRPE
complements them by taking into consideration any self-evident behaviors, attitudes, beliefs,
values, and intentions that could be of critical importance for responsibility self-assessment.

Within the context of a continuously living and evolving model (Richards & Shiver,
2020), Hellison conceptualized TPSR to be enriched by others, too, for its further
development and refinement (Hellison, 1995). He developed and articulated a hierarchical
goal structure in which students’ progression encompasses attitudes expressed as increasingly
responsible behavior. Therefore, EQRPE was developed on the basis of extensive and
nuanced content analysis of the construct of responsibility; it provides empirical support for
understanding the goals and underlying values of the TPSR model. In addition, having
elaborated on the conceptual dimensions of the levels and their constituent components of
responsibility, it drew upon theoretically similar scales, and incorporated individual items
into a harmonious and measuring construct; thus, it provides theoretical support for the

model’s hierarchical structure as well.
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CFA procedures focused first on establishing, four distinct, viable and conceptually
valid measurement models aligned with the four levels of responsibility (respect, effort, self-
direction, and leadership) (Brown, 2006). However, the initially hypothesized four-factor
measurement model for self-direction was not supported, thus, leading to the elimination of
the factor of social pressure and the emergence of a three-factor model; this finding is in
agreement with the level of self-direction of the TPSR model (Hellison, 2011), which is
comprised of three constituent components/dimensions. Besides, the eliminated dimension of
social pressure was essentially reflected in the retained factor of self-actualization, making
apparent a factor content overlap. In fact, participants in this study seemed to strive against
external forces of social pressure by being themselves and identifying their needs as
something distinct from the opinions of others (Hellison, 2011).

Following on from the four distinct first-order CFA measurement models, a
comprehensive first-order CFA measurement model was established including all 12
constituent components of all four levels of responsibility. Subsequently, in order to impose a
more parsimonious model (Byrne, 2016), a second-order CFA focused on evaluating the
structural interrelationships among factors established by first-order CFA. That is to say, the
12 first-order factors were explained by four correlated theory-based second-order structures
(respect, effort, self-direction, and leadership). At this level the factor of getting along with
others was allowed to load on the second-order factor of leadership instead of the conjectured
factor of effort. It seemed evident that getting along with others items did not reflect the
dimension of cooperation to facilitate and support effort and self-motivation of others; thus,
they were perceived by the participants of this study as the social responsibility skills of
empathy and helping others (prevailing leadership roles) with the intention to provide a

positive experience for them in PE classes (Hellison, 2011). Besides, the concept of
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teamwork in general might be more relevant in a program build upon team sports (e.g.
basketball), but not individual sports (e.g. tennis) (Li et al., 2008).

Ultimately, a third-order model was established by imposing an even more
parsimonious model (Byrne, 2016). The second-order factors were explained by two
correlated third-order structures (social responsibility and personal responsibility). The
ultimate third-order model was considered to represent the final best-fitting and most
parsimonious model to represent the data. As stipulated by Li et al. (2008), social and
personal responsibility should be treated as separate constructs. Hence, it would seem more
logical and consistent with the conceptual framework of the TPSR model that the personal
responsibilities and the social responsibilities constitute distinct factors at a higher (third)
level. In addition, EQRPE measurement/factorial invariance across groups of different gender
and across groups of different age was ascertained. The ultimate third-order model of EQRPE
was proved to be congruent across male and female students and across elementary and
middle school students of the present study.

Tests of internal consistency reliability produced acceptable reliability evidence for
the EQUPE scales based on the nature of the EQUPE: (a) the EQUPE is an attitudinal
screening tool, (b) there were no high-stakes consequences for test takers, (c) the construct of
measurement was exploratory, and (d) some of the subscales were comprised of relatively
few items (shorter scales tend to produce lower reliability estimates) (Kalkbrenner &
Gormley, 2020).

Concurrent criterion validity was evidenced by using correlation analysis between
equivalent constructs of PSRQ and EQRPE. The newly developed scales of EQRPE
correlated very highly with other variables of PSRQ designed to measure the same constructs,
thus, providing evidence of convergent validity. In contrast, minimal-to-moderate

correlations were found between EQRPE scales and PSRQ variables that were supposedly
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not measuring the same construct, supporting discriminant/divergent validity (Swank &
Mullen, 2017).

The availability of a valid and reliable instrument for measuring students’
responsibility in PE settings provides the field with theoretical and empirical advantages. The
four second-order factors of EQRPE align directly with the four levels of the model and
differentiates them by establishing distinct subscales within each factor, which correspond to
the constituent components of each level (Hellison, 2011). In addition, the two third-order
factors established in EQRPE serve to distinguish the construct of personal responsibility
from the construct of social responsibility, thus, providing further support for the hierarchical
structure of the TPSR model. Hellison developed the TPSR model as a theory-in-action or
curriculum model (Hellison & Martinek, 2006), and therefore, the EQRPE may furnish
practitioners with a particularly useful tool for program evaluation and development.
Understanding the manifold manifestations of responsibility and learning more about what
personal and social responsibility portrays in practice, may inform and gradually transform
teaching practices by precisely calibrating responsibility assessment and TPSR program
development. The newly developed EQRPE can be used to evaluate the full measure of
personal and social responsibility in reference to particular components of the levels of
responsibility provided that fidelity of program implementation has been previously
established. In addition, EQRPE can be used to assess baseline responsibility regardless of
any program implementation.

While this study makes an important contribution to the literature, there are several
limitations. First, the EQRPE was designed for the Greek context and administered in Greek
language; the students were recruited from elementary and middle schools in central Greece.
It is unknown to what extent the questionnaire is appropriate for students across geographical

and cultural boundaries. Further work would be necessary to extend validation and
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generalizability of EQRPE in other regions and countries. Second, longitudinal measurement
invariance is also an important aspect of scale development and should be examined, because
it determines whether temporal change in a construct is due to true change or to changes in
the structure or measurement of the construct over time (Brown & Moore, 2012). Third, the
length of the questionnaire may raise serious objections for students” motivation (Appendix
[11). We plan to examine whether a short version of the EQRPE produce quite similar
findings to the full hierarchical measure. Fourth, although the first four TPSR levels are
represented to a considerable extent, the transfer of responsibility outside the physical activity
setting is not addressed by this instrument. Wright et al. (2019) have argued that exclusive
focus on behavioral change without addressing participants’ cognition and motivation would
oversimplify the transfer process. To this end, they developed the Transfer of Responsibility
Questionnaire, a specific instrument for measuring transfer of responsibility learning, which
could be used in conjunction with EQRPE. It should also be noted that the EQRPE does not
address TPSR implementation, but it could be used in parallel with TARE (Escarti et al.,
2015), too.

In conclusion, the validation of a psychometric instrument conceptually consistent
with the TPSR model to measure self-reported responsibility in PE represents an important
contribution in the development of responsibility-based programs with significant

implications for both researchers and practitioners.
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Chapter 5
General Conclusion

Teaching personal and social responsibility has grown and appears to continue to
grow rapidly into the future. Hellison envisioned a PE context effective for facilitating values
education and for teachers’ and coaches’ professional development. He convincingly argued
that although teaching personal and social responsibility (TPSR) will not solve the social
problems we face today, helping young people take more responsibility for their personal and
social development meant to promote character development through PE and help them
navigate in our challenging times. He also acknowledged PE teachers’ and coaches’ growing
worry about discipline and motivation problems in their professional context and their
strenuous efforts to handle these problems.

One of Hellison’s professional priorities and contributions in the physical education
context across his career was his commitment to a blend of practice and theory in which
practice informs theory just as much as the other way around. In fact, the development of the
model during its formative stages has been an application of practical inquiry. Moreover, the
TPSR model has disseminated across several countries and it has been introduced into new
contexts and with different populations and diverse cultures. Within this context, in study 1,
the practical inquiry framework and its application by a full time PE teacher in a Greek public
elementary school was described. This practical inquiry project through in-school PE
provided the PE teacher with the opportunity to exploit the structures and strategies of TPSR
to change his teaching practice in ways that better reflected his teaching philosophy and what

he wanted to impart in his students. These changes in his practice appeared to have
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established a positive learning environment by handling the problems of discipline and
motivation and to have helped his students to develop personal and social responsibility.

To support the translation of policy into practice, it is important to operationalize
concepts such as personal and social responsibility in ways that teachers and students can
engage with them. However, there is little research involving student perspectives on this
aspect of the curriculum. Given the growing emphasis on personal and social responsibility in
PE, it is important that students’ voice and perspective inform the development and
enactment of this aspect of the curriculum. Therefore, study 2 seeked to understand how
elementary school students perceive and define personal and social responsibility in their PE
curriculum in the Greek context by employing theTPSR model as a conceptual framework to
analyze their perceptions and definitions of responsibility. Thus, baseline data were collected,
which provided valuable insights into the perceptions of elementary school students
unexposed to TPSR. Additionally, their limited awareness of more advanced manifestations
of responsibility in PE renders responsibility model-based intervention indispensable for
them. Baseline data may also inform practice by marking the limits of traditional PE
teaching.

Finally, in studey 3, an instrument, the EQRPE, endeavoring to measure responsibility
and representing a key extension of existing research is proposed and validated. It overcomes
limitations of the existing instruments in that it reflects all four levels of the TPSR model
across all their respective constituent components and, thus, can inform practice to the full
extent of the responsibility construct. It provides empirical support for understanding the
goals and underlying values of the TPSR model and theoretical support for the model’s
hierarchical structure as well. Therefore, the EQRPE may furnish practitioners with a
particularly useful tool for program evaluation and development. Understanding the manifold

manifestations of responsibility and learning more about what personal and social
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responsibility portrays in practice, may inform and gradually transform teaching practices by
precisely calibrating responsibility assessment and TPSR program development. The newly
developed EQRPE can be used to evaluate the full measure of personal and social
responsibility in reference to particular components of the levels of responsibility provided
that fidelity of program implementation has been previously established. In addition, EQRPE
can be used to assess baseline responsibility regardless of any program implementation.
Taken the three studies together, it seems evident that exploiting the structures and
strategies of TPSR through in-school PE practical inquiry project, understanding how
students perceive and define personal and social responsibility in their PE curriculum, and
validating a psychometric instrument conceptually consistent with the TPSR model to
measure self-reported responsibility in PE represent an important contribution in the
development of responsibility-based programs with significant implications for both

researchers and practitioners.
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MANENIZTHMIO OEZZAANIAZ m
TMHMA EMIZETHMHE ®YIIKHE AFrQrHI KAl AGAHTIEMOY 3

EnioToAn svnUEPWONC KAl CUVAIVECTC YOVE®WV KAl KNOEHOVWV
10 CUULETOXI UaBnTwv /-Tpiov ornv_£psuva

Ayammroilovsig
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1aBNTWY 0TO OXOAELO KAl TWV MOpayovIwv Tou tThv aufdavouv i TN HeElwvouv. H épsuva HmopEl VC
BonBnoeL toug exkmatdeuTikolg va BEATLWOOUVY | VA TPOTIOTOLAGOUV Ta EKTALSEUTIKA TOUC TEPOYP AUHOTC
WOTE VO QVTOOTOKPLVOVTOL KOAUTEPO OTLE OQVAYKEC Twv maldlwv, UE OTOXO TN MEYLOTOTOLNGN TN
FTPOCWTILKAG KOL KOLWVWVLKAG UTtEUBUVATNTAG TOUG.

ITNV EPEUVA CUHHETEXOUV OL HaBNTEG CUUTANPWVOVTAS EVA VWVULO EPWINUOTOAOYLO HETT OTN\
taén umo tn SlakplTikn KaBoSAYNON TWV EPEUVNTWV.

H enefepyaoia Twv omovTAOEWY TWV paBntwy ylveTal pHovo omd TNV EPEUVATLKA opada kal T
TTOTEAECUOTA ELVAL EPTLOTEUTIKA KQL TP OUTLAlOVTaL G OTOTLOTIKA Hopd . EAI{OUME OTL KOTAVOELTE Tr:
gupBoAn TN HEAETNG QUTAC oTNV avarttuén Tng ureuBuvoTnTag TWV HaBnTwy Kal OTL SV EXETE QVTLPPNGCT:
vQ CUMMETAoXEL To malbl oag o autnv. H gpsuvntikl opada eival otn SiabBeon oag yia onolabnmoTs
spwInon N SLEUkpivion OXETIKA HE Ooa avadEpBnkav.

EuxaploTtoUpe yia tn cupBoln oag oTnV TP ayHaTonoinen autrg Tng mpoonabeLac.

10 TOV KN SEpOVA: ALGPOCH TO TTAPOTTAVL KEULEVO KOLOU LOWWL VIOt TN CUKKETOXN
Tou ool pou ¢ avtitnv épeuva NAIO oxi3J

N tov/tnv padntiy /pabnmpeeivpduwve vocuppReTaoywotnveépeuvae  NAIO  oOxI1 O

i . - ! OVOpPaTEN®VUPO Kal unoypagn
O EmioTnpovikog YneuBuvocg Tng Eépeuvacg : yovia-kndepdva

' NikéAaog mmm@ :
EmKoupoc KaBnyntng MavenioTnpiou @sooahiag
T E <D A A Tplxo)\wv :

Tiameploodtepec mAnpopopizc:
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LEVEL I: RESPECT

LEVEL 1a | Self-control
1 L1Asecl | I control my temper
2 L1Asec3 | | am kind to my classmates
3 L1Asecd | I try not to offend my classmates
4 L1Asec5 | I treat my classmates the way | would like to be treated
LEVEL 1b | Conflict resolution
5 L1Bcre2 | I help my classmates resolve conflicts through talking
5 L 1Bcre3 When | am in qlispu_te with_my classmates, I try to listen to them and
understand their point of view
; L 1Bcred \lol\(;kilr(]etnolffil/riré3 \;\rll dispute with my classmates, | ask that they explain their
8 L 1Bcre6 When I am in dispute with my classmates, 1 am usually willing to find
a solution
9 L1Bcre7 | When I am in dispute with my classmates, I try to find common ground
LEVEL 1c | Right of participation
10 | L1Cropl | I cooperate with all of my classmates
11| LiCrop2 ::Izgi:ﬁatizlsls, mats and generally all of the P.E. equipment with my
12 | L1Crop5 | We, the students, actually work as a team
13| LiCropé E(X(ie\r/)i{[(i)gse in my class deserves a chance to participate in games and
LEVEL Il: EFFORT
LEVEL 2a | Effort — Enjoyment
14 | L2Aefel | I give agood effort
15| L2Aefe2 | Itis important to me that I do well
16 | L2Aefe3 | Itryvery hard when | exercise/workout
17| L2Aefe5 |1 do nottry hard
18 | L2Aefe9 | While I exercise/workout, I think about how much fun I am having
LEVEL 2b | Trying new tasks — Task Orientation
19| L2Bttol | I like learning new exercises/drills
20 L2Btto2 | want to try and learn new sports or games
21| L2Btto3 :e>|<|ekri ilseeagrygr? r?]t())?gt a new exercise and this makes me want to
22 | L2Btto4 | I like learning something that is fun to do
23 | L2Btto5 | I like learning about a new exercise/drill by trying hard
24 | L2Btto6 | I like it when something | am learning makes me want to practice more
25| L2Btto7 | Ilike it when | can execute an exercise/drill really the correct way
LEVEL I1l: SELF-DIRECTION
LEVEL 3a | Autonomy
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26 | L3Aautl | I feel the lesson is carried out the way I like it
27 | L3Aaut2 | I feel the way the lesson is carried out completely expresses myself
28| L3Aaut3 :)ifcelfé éh&t/ truxz ;)é(:;gir']s:ﬁ/;rills we do in the lesson could have been
29 | L3Aaut4 | The students have a considerable freedom of choice
LEVEL 3b | Goal-setting progression
30 | L3Bgosl | I often set goals for myself
31| L3Bgos2 (I: grffjei?i gﬁti r?QCJaIs regarding the improvement of my physical
32| L3Bgos3 | When I set a goal, | make an effort to achieve it
33| L3Bgos4 | Isetagoaltoimprove in exercises/drills I am not very good at
34 | L3Bgosbs | I often set goals regarding my behavior
35| L3Bgos6 | I often set goals regarding the improvement of my skills in sports
LEVEL 3a | Self-actualization
36 | L3Asac3 | I easily adjust myself to different conditions and different people
37 | L3Asac4 | Ifeelthat | am doing my best
38 | L3Asac6 | I know what I need to learn and improve
39 | L3Asac7 | Iam fully aware of what | want to achieve
40 | L3Asac8 | I am fully aware of what I can and cannot do
LEVEL IV: LEADERSHIP
LEVEL 4a | Caring-Compassion
41 | L4Acacl | I care about all of my classmates
42 | L4Acac2 | Itry not to make my classmates feel uncomfortable
43 | L4Acacd | I understand the feelings of every student in my class
44 | L4Acacs | | feel how badly might feel my classmates who do not do well
45 | L4Acac6 | I amwilling to help my classmates
LEVEL 4b | Sensitivity-Responsiveness
46 | L4Bserl | 1tryto find ways to help each person individually with what they need
47 | L4Bser2 | I help all of my classmates who may have difficulties
48| L4Bser3 \Ilvrrllzlp;hziel;/(;emy classmates to learn new things or improve, no matter
49 | L4Bserd | | feel satisfied when I help my classmates
LEVEL 4c Inner strength
50 L4Cist] ; ﬁg;(;t:rr]zge my classmates to participate in all of the exercises/drills
51 L4Cist2 My classmates trust me to help them
52 L4Cist3 | inspire my classmates to try harder
53 L4Cista :igzttgrevr\llcrzgﬁéage my classmates to think about what they are doing
54 L4Cistb | encourage my classmates to find solutions to problems
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55 LACist6 | trust my classmates to help each other
LEVEL 2c | Getting along with others
56 | L2Cgawl | I support my classmates who make an effort
57 | L2Cgaw2 | I encourage my classmates to participate in exercises/drills and games
58 | L2Cgaw4 | I encourage my classmates to try new exercises/drills or games
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ABSTRACT ARTICLE HISTORY

The purpose of this study was to investigate students' perceptions of  Received T September 2020
responsibility in the context of physical education. 17 6th-grade  Accepted 15 October 2020
students (7 boys and 10 girls) from 9 Greek elementary schook were

interviewed. Theory and data driven thematic analysis was conducted. TPSR modet: levels of

The Teaching Personal and Social Responsibility (TPSR) model provided responsibility; elementary
a conceptual framework to guide data analysis. Most of the students’ school; pem},a| and sodal
values, motives, attitudes, intentions, and experiences reflected the responsibility; definitions of
foundational responsibility goals included in the TPSR model, however, responsibility

students’ awareness of more advanced manifestations of responsibility

in physical education was weaker. Findings shed light on Greek

students’ perceptions of responsibility in physical education (PE) classes

and other settings. The TPSR model provided a relevant framework for

describing and interpreting students’ perceptions of responsibility.

However, there was a marked discrepancy between students’ perceived

values of responsibility and their reported experiences. Implications for

promoting responsibility in physical education are discussed.

KEYWORDS

Introduction

Globally, there is growing commitment to the notion that affective learning outcomes are central to
quality physical education (PE). This is reflected in international guidelines (e.g. UNESCO, 2017) and
in the educational policies and curricula of many nations (Wright, Gordon, and Gray in press). Such
policy mandates are supported by international consensus among researchers that physical activity
programmes can indeed support a wide range of affective outcomes for children and youth
(Bangsbo et al. 2016). However, these affective learning outcomes are often ill-defined in policy
and practice (Jacobs and Wright 2014; Wright and Walsh 2015). The concept of responsibility, for
example, is often mentioned in policy guidelines and curriculum documents, but with little predsion.
While scholars can debate the nature and role of responsibility in sport and PE through differing
psychological, educational, and philosophical lenses (Hellison and Martinek 2006; Doganis,
Goudas, and Wright 2019), such discussions are often far removed from and offer little guidance
for teaching and learning in school settings (Parker and Hellison 2001).

To support the translation of policy into practice, it is important to operationalise concepts such
as personal and sodal responsibility in ways that teachers and students can engage with them
(Parker and Hellison 2001). Research has explored PE teachers' interpretation and promotion of
responsibility as called for in the curricula of Scotland (Gray et al. 2019), New Zealand (Gordon
2010; Gordon, Thevenard, and Hodis 2011) and the United States (Wright and Irwin 2018).
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