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ABSTRACT 
 

Although the successful adoption and positive outcomes of the Sport Education model 

have been documented in various cultural contexts beyond English-speaking countries, no 

research to date has explored its impact on Saudi Arabian physical education (PE) teachers and 

students. This gap in the literature led to the development of this research. The dissertation 

comprises three studies: one focusing on teachers and the other two on students. 

The first study qualitatively examined six Saudi in-service male PE teachers’ experiences 

and practices when learning to incorporate the Sport Education model. Data were collected from 

critical incident reports and analyzed using both inductive and deductive approaches. Results 

indicated a range of successes, constraints, and possibilities associated with implementing Sport 

Education in Saudi Arabian schools. Most notably, the teachers indicated that the model had an 

advantageous effect on students despite it being their first time participating in a Sport Education 

season. 

The second study quantitatively examined the influence of Sport Education on students’ 

intrinsic motivation and achievement of the Saudi national objectives for PE. Sixty-three Saudi 

male middle school students from four classes (ages 11-15 years) participated in a quasi-

experimental design. Data were collected through three pre- and post-surveys. The results 

revealed significant differences between the Sport Education and Traditional Teaching 

conditions in changes to perceived autonomy, effort, and achievement of the Saudi national 

objectives for PE. No significant differences were found for perceived competence, relatedness, 

or enjoyment between the conditions. Overall, the significant improvement in motivation 

observed among the Sport Education students in the present study is consistent with findings 

from prior research. The study highlights the alignment between the Sport Education features 
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and Saudi Vision 2030 goals, supporting its potential to promote Islamic sports-based values in 

PE. These findings suggest that Sport Education is more effective than Traditional Teaching in 

enhancing intrinsic motivation and achieving the Saudi national objectives for PE.  

The third study was conducted quantitively and aimed to compare middle school 

students’ attitudes toward meaningful-motivational experiences in two different PE contexts: 

traditional PE and Sport Education. Sixty-six Saudi male middle school students from four 

classes (ages 11-15 years) participated in a quasi-experimental design. Data were collected 

through a 16-item questionnaire. The study findings revealed that the Sport Education group 

demonstrated statistically significant improvements in learning relevant skills and having voice 

and choice compared to the Traditional Teaching group. No significant difference was found in 

interactions with peers between the two conditions. This study makes a significant contribution 

to the Meaningful Physical Education (Meaningful PE) literature by introducing the first valid 

and reliable Meaningful PE-based questionnaire. Its findings further support the positive impact 

of Sport Education on intrinsic motivation, reinforcing the value of Self-Determination Theory 

(SDT; Deci & Ryan, 1985)-based frameworks in enhancing student engagement and meaningful 

learning in PE.  
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CHAPTER 1  

INTRODUCTION 

In 2016, the Saudi Arabian government launched a national strategy called ‘Vision 2030’. 

This document outlines a forward-looking approach to establishing the nation’s future by 

reducing its heavy reliance on oil revenue. Vision 2030 is built on three pillars: a vibrant society, 

a thriving economy, and an ambitious country. To support this vision, the Council of Economic 

and Development Affairs has crafted 11 short-term assistance programs, complete with 

implementation plans to enhance the likelihood of achieving the vision’s goals and measuring 

outcomes. One of these programs is the Quality of Life (QOL) Program 2020 (KSA-Government 

2018). This initiative aims to improve the livability and lifestyles of citizens and identifies 

several target areas, including health, sports, recreation, leisure, and education. The emphasis on 

promoting physical activity at the population level is evident in one of the program’s primary 

objectives: ‘to increase public participation in sports and athletic activities.’ This focus on 

physical activity is a central part of the ‘Living Healthy, Being Healthy’ section of Vision 2030, 

which falls under the overarching goal of creating a ‘Vibrant Society...with Fulfilling Lives’ 

(Albujulaya et al., 2024). 

At the school level, two initiatives outlined in the QOL document have significant 

implications for physical education. First, Initiative 6.3.1, ‘Enhance Girls’ Sports Participation at 

the School Level,’ aims to make physical education classes available to female students in Saudi 

Arabian schools. This includes providing girls’ schools with well-maintained gyms and 

significantly increasing the number of qualified female physical education teachers. Second, 

Initiative 6.3.20 ‘My Sport is My Future’ was designed to encourage sports competitions among 

school students. Nonetheless, the target was focused on increasing participation in extra 
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curriculum activities, rather than directly into physical education. Further, as Rakha et al. (2022) 

discovered, many families lack interest in promoting children’s regular daily physical activity 

and appear to be reluctant to involve children in sports clubs. This puts extra pressure on physical 

educators to provide positive learning experiences that might encourage participation in 

movement activities beyond school. Another important focus within the Vibrant Society pillar of 

Vision 2030 is providing education that fosters children’s fundamental character. This is 

particularly relevant for physical education, as it emphasizes the development of core values 

such as initiative, persistence, leadership, social skills, cultural knowledge, and self-awareness.  

Additionally, in Islam, there are specific guidelines and regulations to consider when 

participating in sports, which include values of brotherhood and cooperation, honesty and trust, 

as well as humility and kindness (Golchin et al., 2021). These values align well with the 

principles of the Sport Education model (Siedentop, 1994). For instance, being part of the same 

team throughout a season helps cultivate these values, while responsibilities like refereeing and 

keeping score foster honesty and trust. Moreover, experiences related to winning and losing can 

demonstrate either positive or negative values. 

Sport Education is a curriculum and instructional model developed by Siedentop (1994) 

for use in physical education classes. Unlike traditional physical education, Sport Education aims 

to refocus the curriculum on building students’ character traits, values, and skills (Spittle & 

Byrne, 2009). Sport Education is a student-centered approach, intended to equip students with 

more authentic and rich sport experiences, and help them become competent, literate, and 

enthusiastic players (Siedentop, 1994). Siedentop (1998) defines a competent sportsperson as 

equipped with abilities and strategies that match the complexity of the game, enabling them to 

engage as informed game players. A sports literate individual knows and appreciates sports rules, 
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rituals, and traditions, can discern good from poor sport practices, and is developing the 

motivation to act on that knowledge to enhance sport. A sports enthusiast plays as part of a 

physically active lifestyle and preserves, protects, and improves sport culture to make it more 

accessible. Furthermore, Sport Education seeks to provide students in physical education with 

motivating and enjoyable athletic experiences by simulating key features of real-world sports 

(Siedentop, 1994). These six key futures are: seasons, affiliation, formal competition, record 

keeping, festivity, and culminating event (Siedentop et al., 2020).  

Research on Sport Education has shown consistent and practical advantages for teachers 

and students. Hastie (1998) has indicates that teachers utilizing Sport Education are more likely 

to acquire increased freedom from direct instruction and substantial opportunities to focus on 

student behaviors. Perlman (2012) has also concludes that Sport Education appears to empower 

teachers to foster a more autonomy-supportive environment, encouraging students to take charge 

of their learning within the class.  

According to a study by Alexander and Luckman (2001) including 377 Australian 

teachers, 83% of the respondents believed that the Sport Education model improves student 

engagement in physical education compared to their prior teaching methods for sports. Layne 

and Hastie (2014) indicate that students engaged in Sport Education are expected to demonstrate 

optimistic improvement, regardless of their previous experience with the model. Ward et al. 

(2017) indicate that Sport Education positively influences students’ fitness levels, knowledge, 

and in-class physical activity. Students participating in Sport Education show significant 

improvement in game performance and content knowledge (Farias et al., 2018; Li et al., 2022; 

Mesquita et al., 2012).  
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The role of motivation in enhancing academic achievement (Chen, 2001) and 

encouraging positive behaviors in PE and sports settings (Mitchell, 1996) is well-documented. 

Nevertheless, the challenge of diminished student motivation remains a pressing concern for 

physical education teachers worldwide, particularly for those adhering to traditional teaching 

methods. According to Spittle and Byrne (2009), different pedagogical approaches can have 

distinct effects on student motivation. In this regard, Sport Education has emerged as a notably 

effective model, with research demonstrating its significant positive influence on students’ 

intrinsic motivation compared to traditional teaching methods (Albaloul et al., 2024; Cuevas et 

al., 2016; Spittle & Byrne, 2009). Sport Education also facilitates more internalized forms of 

student motivation in required physical education programs (Wallhead et al., 2014). Burgueño et 

al. (2018) demonstrate that Sport Education enhances students’ autonomy, competence, and of 

relatedness needs.  

A core aspect of Sport Education is the concept of meaningfulness, which has garnered 

significant attention within the field of physical education over the past decade (Alshuraymi & 

Hastie, 2024). In an influential study, Beni et al. (2017) conducted a review of over 50 articles 

exploring what young people perceive as meaningful in physical education. Building on the 

foundational work of Kretchmar (2007, 2008), their findings identified key elements that 

contribute to meaningful experiences in physical education. These include (i) social interaction, 

providing opportunities for students to engage and collaborate with peers, teachers, and the wider 

community; (ii) challenge, ensuring tasks align with students’ skill levels to foster a sense of 

achievement and confidence; (iii) fun, emphasizing engaging activities that nurture positive 

attitudes toward physical activity; (iv) motor competence, and (v) personally relevant learning, 

where tasks are designed to promote autonomy and self-directed learning. These principles have 
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been validated through practical application in school settings (Beni et al., 2019a; Beni et al., 

2019b; Beni et al., 2023) and teacher education programs (Fletcher et al., 2020; Ní Chróinín et 

al., 2019), with growing empirical support highlighting their significance. 

The Meaningful Physical Education (Meaningful PE) approach provides strategies for 

enhancing the quality of students’ physical education experiences. Fletcher et al. (2021) highlight 

that focusing on meaningful experiences fosters deeper learning and encourages long-term 

engagement in physical activity. Kretchmar (2008) adds that emphasizing meaningfulness in 

physical education can enhance students’ overall quality of life. Furthermore, Meaningful PE 

emphasizes the importance of reflective and democratic teaching strategies. It is relevant across a 

range of physical education areas, such as gymnastics, aquatics, and games, while aligning with 

curriculum goals and policy requirements in different settings. Rather than positioning itself in 

competition with other instructional models, Meaningful PE acts as an overarching framework 

that not only guides but also enhances the thoughtful selection and effective implementation of 

diverse teaching approaches, allowing educators to create more meaningful and impactful 

learning environments for students (Fletcher et al., 2021). 
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STATEMENT OF THE PROBLEM 

While there have been calls for research that describes how physical education teachers 

persist in integrating student-centered pedagogical models such as Sport Education, there are no 

reports of model-based practice in the literature originating from Saudi Arabia. Indeed, among 

Gulf Cooperation Council (GCC) countries, only Kuwait has evidence of studies of the efficacy 

of Sport Education as an innovative practice (Albaloul et al., 2024; Alrashidi, 2019; Althuwaini, 

2018). The outcomes of these studies align with those from various countries. Teachers showed 

enthusiasm for increased student engagement in physical education, and students reported a 

boost in their enjoyment and eagerness to participate in class, to the extent that they ‘became in 

their view ‘Mohtarefeen’ (the Arabic word for ‘professional’) during the season’ (Althuwaini, 

2018, p. 224) in terms of their learning and knowledge development.  

In a study involving Kuwaiti middle school boys, Albaloul et al. (2024) compared the 

impact of Sport Education with traditional teacher-directed lessons using a quasi-experimental 

pre-test and post-test study design. They found that the students’ motivation levels, including 

perceived interest/enjoyment, perceived competence, effort/importance, and pressure/tension, 

significantly improved in only the group that was taught using Sport Education.    

Similarly, Alrashidi (2019) integrated non-contact Karate and first aid in a Sport 

Education season involving high school girls. The key finding from this study was the positive 

impact on the girls’ sense of significance and satisfaction during the conduct of their roles, as 

well as the autonomy and responsibilities they were given in their teams. Additionally, Alrashidi 

(2019) reported an increase in the girls’ competence in the content, with almost all students 

changing their attitudes about physical education from negative to positive.  
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PURPOSE OF THE STUDY 

The successful adoption and positive outcomes of the Sport Education model have been 

documented in various cultural contexts beyond English-speaking countries. Notable examples 

include studies by Hastie and Sinelnikov (2006) among Russian students, Gutiérrez et al. (2013) 

and Burgueño et al. (2018) with Spanish students, and Albaloul et al. (2024), Alrashidi (2019), 

and Althuwaini (2018) focusing on Arabic (Kuwaiti) students.  

However, it should be noted that previous studies on Sport Education in Arab states 

(studies described above) have been limited to unpublished dissertations or single teachers in 

single schools. Given the rationale that the introduction of Sport Education into Saudi physical 

education, the aim of the study was:  

(1) to examine in-service Saudi teachers’ experiences and practices when learning to 

incorporate the Sport Education curriculum model; 

(2) to examine the influence of the Sport Education curriculum model on Saudi middle 

school students’ intrinsic motivation and their achievement of the Saudi national 

objectives for physical education; and  

(3) to examine the impact of the Sport Education curriculum model on Saudi middle 

school students’ attitudes toward meaningful-motivational experiences in physical 

education. 

 

 

 

 

 



 8 

RESEARCH QUESTIONS AND HYPOTHESES 

a. What are Saudi teachers’ perceptions of the successes, constraints, and possibilities 

associated with implementing the Sport Education model for the first time? 

b. What is the influence of Sport Education on the intrinsic motivation of Saudi middle 

school students in physical education? 

We have hypothesized that students exposed to the Sport Education seasons 

would report higher levels of motivation in physical education during the post-test 

assessments compared to students who participated in traditional physical 

education classes. 

c. What is the influence of Sport Education on Saudi middle school students’ perceptions of 

their achievement of the Saudi national objectives for physical education? 

We have hypothesized that students exposed to the Sport Education seasons 

would report higher scores of perceived achievement of the Saudi national 

objectives for physical education during the post-test assessments compared to 

students who participated in traditional physical education classes. 

d. What is the impact of Sport Education on Saudi middle school students’ attitudes toward 

meaningful-motivational experiences in physical education? 

We have hypothesized that students exposed to the Sport Education seasons 

would report higher scores of attitudes toward meaningful-motivational 

experiences in physical education during the post-test assessments compared to 

students who participated in traditional physical education classes. 

 

Note.  

Study One: Question (a), Study Two: Questions (b and c), and Study Three: Question (d). 
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SIGNIFICANCE OF THE STUDY 

The study is significant since it is the first attempt to examine the application of the Sport 

Education model in Saudi Arabia. This aligns well with the Saudi Vision 2030 goal of increasing 

public participation in physical activity and sports. The study investigates the experiences of 

Saudi middle school teachers and students, therefore addressing a significant gap in the current 

literature on physical education practices in the region. The results may influence educational 

policies and practices, especially in improving the quality of physical education programs and 

fostering engaging, motivated experiences for students. This study lays the groundwork for 

future investigations into the implementation of innovative physical education models in Saudi 

Arabian schools, offering crucial insights for educators, administrators, and researchers seeking 

to foster active and engaging learning environments in physical education contexts. 

ASSUMPTIONS 

1. It was assumed that all participating teachers would be able to comprehend the questions 

given to them and respond truthfully. 

2. It was assumed that all participating seventh- and eighth-grade students would be able to 

understand the questions/items in the instruments and provide honest responses. 

DELIMITATIONS 

1. All participants in the study were only from Saudi Arabia, limiting the generalizability of 

the results to teachers and students in other countries.  

2. The study primarily targets middle school teachers and students, indicating that the 

findings are not relevant to primary or high school populations.  

3. Ultimately, as the research only included male teachers and students, its conclusions 

cannot be generalized to female teachers and students. 
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CHAPTER 2 

REVIEW OF LITERATURE 

Kingdom of Saudi Arabia  

The Kingdom of Saudi Arabia (KSA) is a Middle Eastern country located between the 

Arabian Gulf and the Red Sea. The northern boundaries are contiguous with Iraq, Kuwait, and 

Jordan, and the southern borders adjoin Oman, Yemen, and the United Arab Emirates (UAE). 

The eastern boundary is also shared with Qatar (Ministry of Economy and Planning, 2010). 

Riyadh, the capital of Saudi Arabia, is located in the central region of the country, known as Najd 

(Alabdulaziz, 2019). KSA has five regions and thirteen zones. Al-Wosttah refers to the Central 

Province, ‘Algharbiah’ denotes the Western Province, and nearby the Red Sea are the holy cities 

of Makkah (Mecca) and Madinah (Medina), together with the port city of Jeddah and Taif, 

recognized as the summer capital. The Eastern Province is Al-Sharghiyah, the Southern Province 

is Al-Janoob, and the Northern Province is Al-Shamal (Al-Zahrani, 2010). KSA is noteworthy 

because it is an important Islamic location and has two holy mosques, one in Makkah, where all 

Muslims worldwide prayer five times a day. Also, Muslims who can afford it should undertake 

the yearly pilgrimage to Makkah for Omra and Haj prayers at least once in their lives 

(Alabdulaziz, 2019). 

The Educational System in Saudi Arabia  

In 1952, the Ministry of Education (MoE) in Saudi Arabia was established to provide free 

and equitable education for all students, including those with disabilities (Al-Dossary, 2008). The 

MoE organizes and manages schools, designs curricula, offers in-service teacher training, and 

provides adult literacy education (Alabdulaziz, 2019). According to Al-Dossary (2008), the MoE 

is also responsible for overseeing special education programs for students with disabilities. 
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Education is mandatory for students aged 6 to 15 years in Saudi Arabia, with majority attending 

public schools. Numerous public schools, including elementary, middle, and high schools, have 

been established in recent years, particularly in large urban areas. The educational continuum 

from elementary to high school spans 12 years, with 6 years of elementary education (grades 1 to 

6), 3 years of middle school (grades 7 to 9), and 3 years of high school (grades 10 to 12) 

(Alabdulaziz, 2019). In Saudi Arabia, regardless of school types (e.g., public, private, or 

Qur’anic), the educational curricula comprise various subjects, such as mathematics, science, 

literature, history, physical education, Arabic, Islam studies, etc. (Alharbi, 2014).  In 2021, when 

schools resumed in-person classes after the COVID-19 epidemic disrupted their operations, the 

three-semester system was first used in Saudi Arabia (Education Middle East, n.d.-a). The 2024-

2025 academic year in Saudi Arabia was structured into three semesters, including Islamic 

holidays, national events, and seasonal breaks (Education Middle East, n.d.-b). 

Saudi Vision 2030  

The Saudi crown prince Mohammed bin Salman Al Saud introduced an ambitious vision 

called Saudi Vision 2030, which is the current government’s top priority. The vision, launched in 

April 2016, seeks to foster economic and personal development while improving the well-being 

of Saudi citizens (Mohiuddin et al., 2023). Three key pillars: a vibrant society, a thriving 

economy, and an ambitious country, form the basis of the Vision 2030. The main goal of this 

vision is to change the country’s economic model so that it is no longer reliant on oil revenue. 

Currently, the economy is very dependent on oil. Health, industry, education, leisure, tourism, 

mining, and infrastructure are among areas that the vision aspires to promote (KSA-Government, 

2016). These pillars inspire stakeholders and public and private sector decision-makers to 
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combine the diverse country’s innate assets to accomplish Vision themes and assist citizens reach 

their ultimate goals (Mohiuddin et al., 2023). 

Physical Education Curriculum in Saudi Arabia 

Saudi Arabia has a rich history of horse and camel racing, falconry, hunting, and 

contemporary sports like soccer (Samargandi, 2018). The Prophet Muhammad (peace be upon 

him) said, “The strong believer is more beloved to Allah than the weak believer, but there is 

goodness in both of them,” indicating that Islam promotes physical fitness and health (Alharbi, 

2014). Saudi Arabia has also achieved notable progress in sports and physical education, 

especially with the introduction of the developmental vision (Saudi Vision 2030) in 2016 and 

beyond. According to Al-Hazzaa and AlMarzooqi (2018, p. 5), “The Vision 2030 included an 

ambitious healthy lifestyle promotion programs targeting Saudi population. Indeed, level 2.2.1 

objectives of the Vision 2030 indicated that ‘increasing public participation in PA and sports’ as 

an important endeavor to be achieved.” Another key aspect of this vision is encouraging all 

genders to engage in sports. Saudi Arabian schools have long offered physical education (PE) 

classes to girls, and they may now lawfully pursue PE degrees at the university level, join sports 

training programs, work for sports organizations, etc.  

According to Van den Akker (2004), the Latin word ‘curriculum’ refers to a course or 

track. Lund and Tannehill (2014, p. 6) explain that the curriculum encompasses “All knowledge, 

skills, and learning experiences that are provided to students within the school program.” The 

curriculum, according to Prideaux (2003), consists of three sections: what is planned for 

students, what is delivered to students, and what students experience. Recently, the Education 

and Training Evaluation Commission (2020) established twenty-one criteria for Saudi health and 

PE teachers (see Table 1). Respected experts subsequently utilized these criteria to guide the 
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development and implementation of a standardized curriculum for school PE programs. This 

standardized curriculum is sport-centered and structured to align with specific grade levels, 

emphasizing a progressive development of skills. For example, the soccer skills assigned to 

seventh-grade students include throw-in, toe stop, dribbling, and stationary kick (Ministry of 

Education, 2023a), while the skills assigned to eighth-grade students include jumping header, 

long pass, and thigh trap (Ministry of Education, 2023b). The middle school physical education 

curriculum, for example, incorporates team sports such as basketball, handball, volleyball, 

badminton, and soccer. This curriculum is organized into concise units, each consisting of four 

lessons (Ministry of Education, 2023a, 2023b). Table 2 presents the assigned units, number in 

weeks, semesters, and lessons derived from the Saudi Arabian physical education standardized 

curriculum for seventh and eighth grades. The physical education objectives for seventh- and 

eighth-grade students outlined in the Saudi Arabian standardized curriculum are similar. The 

objectives for seventh grade include the following (Ministry of Education, 2023a, p. 14): 

1. Develop and measure the health-related components of physical fitness.  

2. Develop the elements of physical fitness related to performance (muscular 

ability/speed/agility) and measure each of them. 

3. Demonstrate some level of proficiency when performing sports skills in the games 

assigned to this grade. 

4. Identify some of the mechanical, health, and physiological concepts prescribed to this 

grade. 

5. Identify some of the technical and legal aspects associated with playing the sports 

assigned to this grade. 

6. Promote behavior that leads to the development of an appreciation for responsibility and 

positive courage associated with physical activity. 

7. Promote behavior that leads to appreciation for apologizing for mistakes, positive dealing 

with winning and losing, and commendable competition during physical activity. 

8. Appreciate prominent Saudi athletes in the sports assigned to this grade. 
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Table 1. Standards for Health and Physical Education Teachers in Saudi Arabia.  
Standard: 6.21.1: To know the basic concepts of anatomy and their use in health and physical 
education programs. 
Standard: 6.21.2: To know the basic concepts of physiology and employ them in health and physical 
education programs. 
Standard: 6.21.3: To know the basic concepts of kinesiology and biomechanics and their use in health 
and physical education programs. 
Standard: 6.21.4: To clarify the basic concepts of kinesthetic learning and their use in health and 
physical education programs. 
Standard: 6.21.5: To know the basic concepts of physical fitness and their use in health and physical 
education programs. 
Standard: 6.21.6: To know the basic concepts of nutrition and their use in health and physical 
education programs. 
Standard: 6.21.7: To know the most important sports injuries, first aid, and their use in health and 
physical education programs. 
Standard: 6.21.8: To clarify the motor concepts and basic motor skills and their use in health and 
physical education programs. 
Standard: 6.21.9: To know how to manage and organize health and physical education programs and 
their various applications. 
Standard: 6.21.10: To know the characteristics of physical growth and motor development across the 
different stages of life and the needs of each stage, taking into account the appropriate programs for 
each stage when designing the educational experience in the lesson of health and physical education. 
Standard: 6.21.11: To know the basic concepts of sports psychology and its use in health and physical 
education programs. 
Standard: 6.21.12: To clarify the basic concepts of special physical education and take this into 
account in health and physical education programs. 
Standard: 6.21.13: To fully understand and know sports' theoretical and practical foundations and 
their application in health and physical education programs. 
Standard: 6.21.14: To know the relationship between health and physical education fields and their 
applications in community service. 
Standard: 6.21.15: To know the health and physical education teaching methods, and associated 
learning strategies. 
Standard: 6.21.16: To familiarize health and physical education curricula, their developments, and the 
factors contributing to teaching students the subject content.  

Standard: 6.21.17: To choose a variety of strategies to help the student achieve the learning goals. 

Standard: 6.21.18: To know contemporary research related to effective teaching, research associated 
with misconceptions, and students' learning obstacles. 
Standard: 6.21.19:  To clarify concepts and issues related to a healthy lifestyle to improve life quality 
and its use in health and physical education programs. 
Standard: 6.21.20: To know safety and security factors when implementing health and physical 
education program activities. 
Standard: 6.21.21: To know sports’ strategies and plans and their use in health and physical education 
programs. 

Note. These standards were derived from the Education and Training Evaluation Commission 
handout (2020, pp. 8-14) and translated from Arabic to English by the first author (Ali N. 
Alshuraymi). 
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Table 2. Saudi Arabian Seventh and Eighth Grade Physical Education Curriculum Units. 

Leaning 
Unit  Unit Tile   No. of Weeks 

Academic Semesters 
No. of Lessons 

First Second Third 

First Health and Fitness 2 ✓ ✓ ✓ 4  
(Each Semester)  

Second  Soccer 2 ✓   4 

Third Volleyball 2  ✓  4 

Fourth Basketball 2   ✓ 4 

Fifth Handball 2   ✓ 4 

Sixth Tennis 2 ✓   4 

Seventh Table Tennis 2  ✓  4 

Eighth Badminton 2   ✓ 4 

Nineth Athletics 2  ✓  4 

Tenth Artistic Gymnastics 2 ✓   4 

Note. These curriculum units were derived from the Saudi Arabian physical education 
standardized curriculum for seventh and eighth grades (Ministry of Education, 2023a, 2023b, p. 
18) and translated from Arabic to English by the first author (Ali N. Alshuraymi). 
 

In Saudi Arabia, the Ministry of Education (MoE) makes significant efforts to enhance 

the skills of physical education teachers and supervisors. Regular training programs are 

organized and are considered essential for career advancements, such as promotions. These 

training programs aim to foster a culture of sports within the community, encourage physical 

activity, and identify and nurture athletic talents. Additionally, they focus on improving the 

professional expertise of educational supervisors and teachers in various sports disciplines. 

Examples of covered courses are the principles of table tennis, managing sports events, water 
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safety and rescue techniques, and promoting school sports activities among physical education 

teachers (Ministry of Education, 2023c).  

Traditional Physical Education  

Metzler (1999) notes that traditional physical education programs often focus on subject 

content. In this approach, the teacher assumes responsibility for determining the topic of study, 

its goals, its structure, and the roles and duties of the students. The students have to perform 

everything the teacher says (Metzler, 2017). This approach’s overwhelming emphasis on skill 

development has resulted in students reporting low levels of enthusiasm and learning in physical 

education (Metzler, 2017). Casey and Kirk (2020) argue that traditional physical education 

methods face significant drawbacks. First, they lack inclusiveness, thereby barring a substantial 

number of students from accessing their potential educational advantages. Second, this approach 

is distinguished by short educational units, often consisting of just four to six sessions before 

moving on to the next activity or unit. Launder and Piltz (2013) reiterate the importance of 

giving students authentic practice opportunities. This real practice is crucial for motivating 

students in physical education, which traditional methods typically neglect.  

Sport Education Model  

Sport Education is a curriculum and instructional model developed by Siedentop (1994) 

for use in physical education classes. Unlike traditional physical education, Sport Education aims 

to refocus the curriculum on building students’ character traits, values, and skills (Spittle & 

Byrne, 2009). Sport Education is a student-centered approach, intended to equip students with 

more authentic and rich sport experiences, and help them become competent, literate, and 

enthusiastic players (Siedentop, 1994). Siedentop (1998) defines a competent sportsperson as 

equipped with abilities and strategies that match the complexity of the game, enabling them to 
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engage as informed game players. A sports literate individual knows and appreciates sports rules, 

rituals, and traditions, can discern good from poor sport practices, and is developing the 

motivation to act on that knowledge to enhance sport. A sports enthusiast plays as part of a 

physically active lifestyle and preserves, protects, and improves sport culture to make it more 

accessible. Furthermore, Sport Education seeks to provide students in physical education with 

motivating and enjoyable athletic experiences by simulating key features of real-world sports 

(Siedentop, 1994). These six key futures are: seasons, affiliation, formal competition, record 

keeping, festivity, and culminating event (Siedentop et al., 2020). Research on Sport Education 

has shown consistent and practical advantages for teachers and students.  

For teachers, Hastie (1998) indicates that teachers utilizing Sport Education are more 

likely to gain increased freedom from direct instruction and substantial opportunities to focus on 

student behaviors. Perlman (2012) also concludes that Sport Education empowers teachers to 

foster a more autonomy-supportive environment, encouraging students to take charge of their 

learning within the class. 

For students, according to a study by Alexander and Luckman (2001) involving 377 

Australian teachers, 83% of respondents believed that the Sport Education model improves 

student engagement in physical education compared to their previous methods of teaching sports. 

Layne and Hastie (2014) indicate that students engaged in Sport Education are expected to show 

positive improvement, regardless of their prior experience with the model. 

Ward et al. (2017) have shown that Sport Education positively influences students’ fitness 

levels, knowledge, and in-class physical activity. Students participating in Sport Education shows 

significant improvement in game performance and content knowledge (Farias et al., 2018; Li et 

al., 2022; Mesquita et al., 2012). Albaloul et al. (2024) have concluded that Sport Education is an 
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effective model for increasing students’ motivation in physical education. Research by Manninen 

and Campbell (2022) shows that, in contrast to more traditional methods, Sport Education fosters 

an environment that is conducive to self-motivation and altruism.  

Self-Determination Theory   

Self-Determination Theory (SDT) (Deci & Ryan, 1985; Ryan & Deci, 2000, 2017) 

explains how motivation shapes behavior and well-being. SDT suggests that three basic needs, 

autonomy, competence, and relatedness, are essential for optimal motivation and functioning 

(Garn et al., 2012; Standage et al., 2005). Autonomy is the need for choice, competence is the 

need for effectiveness, and relatedness is the need for social connection (Ryan & Deci, 2017).  

According to SDT, the motivation continuum ranges from amotivation to intrinsic 

motivation (see Figure 1). Amotivation refers to a lack of intention and motivation to engage in 

any activity (Deci & Ryan, 2008). Extrinsic motivation varies in autonomy, from external 

regulation (driven by external rewards or punishments) and introjected regulation (motivated by 

guilt or self-worth), to more autonomous forms like identified regulation (when the activity 

aligns with personal values) and integrated regulation (when it becomes part of one’s self-

concept). These motivations are often grouped into autonomous (intrinsic, identified, integrated) 

and controlled (external, introjected) categories (Cheon et al., 2012; Haerens et al., 2015; 

Ntoumanis, 2001; Standage et al., 2005). Intrinsic motivation represents the highest level of 

autonomous motivation (Ntoumanis, 2001; Standage et al., 2005; Vasconcellos et al., 2020) and 

has been a central focus in educational motivation research (Ryan et al., 1985). As defined by 

Deci and Ryan (1985), intrinsic motivation refers to behaviors undertaken for their inherent 

enjoyment and satisfaction, driven by the act itself rather than external rewards.  
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Figure 1. The Self-Determination Continuum. Reprinted from Vasconcellos et al. (2020, p. 1445).  
 

Impact of Sport Education on Students’ Motivation, Enjoyment, and Effort  

The deficiency of student motivation is a considerable challenge for several physical 

education teachers globally, particularly among those engaged in traditional teaching methods. 

However, different pedagogical approaches used by physical education teachers may have 

varying effects on student motivation (Spittle & Byrne, 2009). Research has shown that students’ 

motivation play a significant role in influencing their learning outcomes (Chen, 2001), as well as 

positive behavior in physical education and sports (Mitchell, 1996).  

Students with intrinsic motivation are more inclined to have favorable physical education 

experiences (Vasconcellos et al., 2020). According to Deci and Ryan (1985), an individual is 

considered intrinsically motivated if they engage in an activity primarily for the enjoyment it 

provides, rather than for any anticipated rewards. Studies in sports (Pelletier et al., 1995) and 

physical education (Ntoumanis, 2001) indicate that intrinsic motivation correlates positively with 
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reduced boredom, increased self-effort, and heightened intention for future engagement in 

physical activity among students. Vallerand (2001) argues that providing a learning environment 

that fulfills all three psychosocial needs is a crucial precursor to increasing student motivation.  

Hastie and Sinelnikov (2006), along with Wallhead and Ntoumanis (2004), recommend 

the examination of Sport Education within the framework of SDT (Deci & Ryan, 1985). SDT is a 

fundamental framework that has been widely used to examine the processes of motivation in 

physical education. The strength of this theory lies in its ability to explain the social-contextual 

factors in physical education that influence student motivation and the resulting outcomes 

(Ntoumanis et al., 2009). Research on Sport Education has shown favorable and substantial 

effects on students’ intrinsic motivation when compared to traditional teaching methods (Cuevas 

et al., 2016; Spittle & Byrne, 2009). Sport Education also facilitates more internalized forms of 

student motivation in required physical education programs (Wallhead et al., 2014). Burgueño et 

al. (2018) demonstrate that Sport Education enhances students’ autonomy, competence, and of 

relatedness needs.  

The Sport Education model effectively enhances adolescent students’ basic psychological 

needs and intrinsic motivation. However, its impact varies across different age groups. A 

systematic review and meta-analysis by Dai et al. (2024) found that Sport Education positively 

affects these factors, but the degree of effect differs depending on the students’ developmental 

stage. Additionally, a study by Perlman (2010) observed that Sport Education improved affect 

and needs satisfaction in amotivated students, indicating its potential to address motivational 

challenges. These findings suggest that while Sport Education is generally beneficial, its 

implementation may need to be tailored to the specific age and developmental stage of students 

to maximize its effectiveness. 
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Similarly, Manninen and Campbell (2022) conducted a systematic review and meta-

analysis to evaluate the impact of the Sport Education on basic need satisfaction, intrinsic 

motivation, and prosocial attitudes in physical education. Their analysis revealed that Sport 

Education is more effective in supporting basic needs and promoting intrinsic motivation and 

prosocial attitudes compared to traditional instructional methods such as skill-drill and direct 

teaching. Perlman and Goc Karp (2010) examined how Sport Education influences student 

motivation in high school physical education, focusing on self-determination theory. The study 

involved 24 students (17 males, 7 females) participating in two consecutive seasons of invasion 

games using Sport Education. Key findings included: 

• Social support: Emphasis on inclusion and fair play/sportspersonship. 

• Team success: Focus on winning as a team. 

• Influence on self-determination: Sport Education elements like team affiliation and an 

affective gameplay rubric supported students’ psychological needs and self-

determination. 

These findings suggest that the structure of Sport Education fosters relatedness, 

competence, and autonomy, thereby enhancing self-determined motivation in physical education. 

Wallhead et al. (2013) examined how a year of Sport Education influenced high-school 

students’ social goals and their relationships with enjoyment, relatedness, and leisure-time 

physical activity. The study found that prolonged exposure to Sport Education fostered social 

bonds by creating an environment that encouraged peer approval for participation. These social 

connections significantly predicted students’ perceived relatedness and enjoyment within the 

Sport Education experience. Importantly, the social bonds and status developed during Sport 

Education influenced students’ decisions to engage in extracurricular exercise activities. 
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In line with what Siedentop (1994) predicted, research reveals that students had a 

favorable reaction to Sport Education, with high participation levels reflecting enthusiasm. In 

elementary schools, research by Strikwerda-Brown and Taggart (2001) and middle school by 

Hastie (2000) and high school by Wallhead and Ntoumanis (2004) consistently indicates that 

students put in more effort when they are part of a team. Wallhead and Ntoumanis (2004) 

investigated the impact of a Sport Education program on high school students’ motivation in 

physical education. The study involved two groups: the Sport Education group (n = 25), which 

participated in eight 60-minute lessons, and a comparison group (n = 26) that followed a 

traditional approach. The findings revealed that only the Sport Education group experienced 

significant improvements in enjoyment and perceived effort. 

MacPhail et al. (2008) examined Year 5 students’ perceptions of fun and enjoyment 

during a 16-week Sport Education unit in the UK. The study found that students considered 

Sport Education more enjoyable than their previous physical education lessons. 

The successful implementation and beneficial outcomes of Sport Education extend 

beyond English-speaking countries. Hastie and Sinelnikov (2006) investigated the impact of 

Sport Education on 37 sixth-grade Russian students (17 males, 7 females) during an 18-lesson 

basketball season. The study found that students were actively engaged in motor tasks, including 

officiating and coaching roles. Interviews revealed that students found the season particularly 

interesting, enjoyed having student coaches, and developed significant team affiliation. 

Questionnaire data confirmed that students believed they had made significant gains in their skill 

and understanding of basketball. 

Gutiérrez et al. (2013) examined the perceptions of 270 Spanish students across various 

educational levels who participated in Sport Education seasons. Utilizing the ‘Physical Education 
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Season Survey’ and small group interviews, the study found that students viewed their 

experiences positively and preferred Sport Education over traditional physical education formats. 

They reported that participation in Sport Education was more enjoyable, led to greater effort, and 

enhanced learning outcomes. Recently, Albaloul et al. (2024) studied the impact of Sport 

Education on student motivation in Kuwait and the US, involving 33 US and 37 Kuwaiti students 

(ages 10-12). Results showed significant improvements in motivation for Kuwaiti students with 

Sport Education, with no notable differences between the two countries. Interviews supported 

these findings, indicating Sport Education’s effectiveness in enhancing motivation across diverse 

cultural settings. 

Meaningful Physical Education 

The Meaningful Physical Education (Meaningful PE) approach provides strategies for 

enhancing the quality of students’ physical education experiences. Fletcher et al. (2021) 

emphasize that focusing on meaningful experiences fosters deeper learning and encourages long-

term engagement in physical activity. Kretchmar (2008) argues that emphasizing meaningfulness 

in physical education can enhance students’ overall quality of life. This approach aligns with 

contemporary educational needs by encouraging teachers to identify and foster experiences that 

are enjoyable, challenging, personally relevant, and promote intrinsic motivation—factors linked 

to sustained participation (Quennerstedt, 2019; Teixeira et al., 2012).  

Meaningfulness is a subjective construct involving personal value judgments and 

interpretations of circumstances (Baumeister et al., 2013). Metheny (1968) describes it as an 

experience that deeply engages and resonates with the individual. Jarvis (1987) adds that 

meaningfulness arises when one synthesizes and reconciles an experience with their past, 

present, and future. The Meaningful PE approach is based on a literature review of studies on 



 29 

meaningful experiences in physical education and youth sport since 1987 (Fletcher et al., 2021). 

It draws from Kretchmar’s (2006) idea that these experiences often include social interaction, 

challenge, fun, motor competence, and delight (Fletcher et al., 2021). Beni et al. (2019a) note 

that a recent review of empirical literature (Beni et al., 2017) offers insights on how teachers can 

plan experiences that foster meaningfulness for students. The review of 50 peer-reviewed articles 

since 1987 highlighted key features of meaningful experiences in physical education and youth 

sport (see Table 3). 

Table 3. Features of Meaningfulness and Their Descriptions (Beni et al., 2019a, p. 600). 

Features of Meaningfulness Descriptions 

Social interaction 
Students share positive interactions with others, including both 
peers and the teacher, and have opportunities to work/play in 
groups. 

Challenge 
Students are enabled to participate in activities that are neither 
too easy nor too difficult by modifying games/activities and 
allowing students to make choices. 

Fun Students find lessons to hold immediate enjoyment. 

Motor competence 
Students learn and develop physical skills necessary to engage 
in activities and perceive themselves to be or become 
competent. 

Personally relevant learning 
Students understand what they are learning, why it matters, 
and how it relates to their lives beyond the physical education 
classroom. 

Delight 

A concept that is difficult to plan for but can be observed 
through students being caught up in the moment or 
experiencing a sense of accomplishment, facilitated through 
goal-setting and hard work.  

 

Meaningful PE emphasizes the importance of reflective and democratic teaching 

strategies. It is relevant across a range of physical education areas, such as gymnastics, aquatics, 

and games, while aligning with curriculum goals and policy requirements in different settings. 

Rather than positioning itself in competition with other instructional models, Meaningful PE acts 
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as an overarching framework that not only guides but also enhances the thoughtful selection and 

effective implementation of diverse teaching approaches, allowing educators to create more 

meaningful and impactful learning environments for students (Fletcher et al., 2021). 

Review of Meaningful Physical Education Studies 

This section provides a review of papers that have used the Meaningful Physical 

Education (Meaningful PE) concept and describes the main features of these research articles in 

order to identify areas of research that need developing along this topic. In addition, studies 

involving students, teachers (in-service and pre-service teachers), or both were included in the 

review. Table 4 includes 20 data-based empirical studies that were reviewed, and provides details 

of the study location (country), authors, purpose/focus, participants/setting, data collection 

methods, type of analysis, and results. Also included in the table is the journal that published the 

paper.  

Results and discussion 

 According to my analysis of the 20 Meaningful PE studies up to June 2024 (see Table 4), 

I have found that the Meaningful PE concept has been implemented or introduced to nine 

countries. As shown in Figure 2, these countries were: Ireland (n = 7 studies), Canada (n = 6 

studies), USA (n = 6 studies), Saudi Arabia (n = 2 studies), Australia (n = 2), UK (n = 1), 

Cambodia (n = 1), China (n = 1), Vietnam (n = 1), and one study did not specify its location. Out 

of the reviewed studies, 15% (3 studies) focused only on students, 55%  (11 studies) focused on 

teachers or teacher educators, and 30% (6 studies) included both students and teachers. With the 

exception of our recent study (Alshuraymi & Hastie, 2024), all the reviewed research employed 

qualitative methodologies. The predominant qualitative data collection techniques in these 

studies included individual and focus group interviews, observations, and written reflections. The 
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majority of the studies utilized thematic analysis as the primary method for interpreting and 

analyzing the data.  

Moreover, none of the 20 reviewed studies on Meaningful PE were grounded in 

theoretical frameworks, despite the clear connections between Meaningful PE features and the 

three basic needs: competence, autonomy, and relatedness, outlined in Self-Determination 

Theory (SDT) (Ryan & Deci, 2017). The descriptions of Meaningful PE features in Table 3 show 

how ‘motor competence’ aligns with SDT’s basic need for competence, while ‘social interaction’ 

directly corresponds to the basic need for relatedness. Regarding the autonomy basic need, 

Fletcher et al. (2021, p. 10) emphasize that “the retrospective and personal characteristics of 

meaningfulness point to the value of reflective and democratic pedagogies as central to 

Meaningful PE.” While several approaches, such as Sport Education, Teaching for Personal and 

Social Responsibility, and Cooperative Learning, have been proposed to offer learning 

opportunities that encourage positive social interaction (Fletcher et al., 2021), there is a lack of 

studies that have examined the impact of the PE instructional models outlined in Metzler’s 

(2017) text on promoting meaningful experiences for K-12 or college-level students. The 

exception is our recent study (Alshuraymi & Hastie, 2024), titled ‘An Examination of 

Meaningful Experiences During Sport Education.’ 

Conclusions and directions for future research 

 This review was conducted using an electronic search through Google Scholar and the 

Auburn University Library Database with the term ‘meaningful physical education.’ The aim 

was to review data-driven studies on Meaningful PE to identify areas needing further research. 

After analyzing 20 studies and recognizing that Meaningful PE applies across all physical 
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education areas and aligns with curriculum outcomes (Fletcher et al., 2021), it is highly 

recommended that future studies on Meaningful PE take the following into account:  

• Focus on intervention-based studies using quantitative methods; 

• Incorporate a theoretical framework, like Self-Determination Theory (SDT); 

• Use established surveys and measures based on Meaningful PE; and 

• Examine how different PE instructional models promote meaningfulness among students. 
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Table 4. Overview of Data-Based Studies That Used the Meaningful PE Concept. 

Country Authors Purpose/Focus of 
the Study Participants/Context Length of 

Study Data Sources Analysis Results Journal 

 U
SA

 

A
lshuraym

i, A
. N

., &
 H

astie, P. (2024) 

to quantitatively 
examine students’ 
perceptions of 
meaningfulness in 
two physical 
education 
contexts: 
traditional multi-
activity format, 
and sport 
education. 

60 seventh-grade 
students aged 12 to 14 
years old, from a 
middle school in the 
south-east of the 
United States.  

 

3 weeks  
 

A 20-item survey 
titled "Meaningful 
Experiences in 
Physical Education 
Survey (MEPES)" 
prior to and at the 
completion of one 
of three sport 
education seasons.  

 

Data were 
analyzed using: 

independent 
samples t-test 
comparisons 
between the two 
contexts (previous 
physical education 
experiences, and 
sport education), 
and  

Pearson 
correlation to 
examine if there 
were significant 
relationships 
between the five 
dimensions.  

 

 

Significantly higher levels of 
meaningfulness were 
identified from participation 
in sport education than in 
previous physical education 
for four of the five 
dimensions. Pearson’s 
coefficient results indicated 
significant positive 
correlations between all five 
meaningfulness dimensions. 

Physical Education and Sports: Studies and Research  
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Canada  

Beni, S., N
í Chróinín, D

., &
 Fletcher, T. (2019b)  

to examine ways 
that the features of 
meaningful 
experiences (the 
what) – including 
social interaction, 
fun, challenge, 
motor competence 
and personally 
relevant learning – 
provided guidance 
for one teacher’s 
planning and 
instructional 
decisions and the 
enactment of 
particular 
pedagogical 
strategies (the 
how) that promote 
meaningful 
physical education 
experiences in one 
primary teacher’s 
class.  

 

Stephanie was the 
primary research 
participant as she 
studied her teaching 
practice.  

Six of the eight 
regular students in 
Stephanie’s class (and 
their 
parents/guardians) 
consented to have 
anonymous work 
samples, in the form 
of exit slips, analyzed 
as data. Four 
consented to 
participate in 
individual interviews.  

 

16 lessons  
 

Data were 
collected 
qualitatively using:  

personal 
reflections, 

critical friend 
conversations, 

critical friend 
memos, 

student-generated 
exit slips, and  

one-on-one semi-
structured 
interviews.  

 

The analytic 
process was 
guided by the 
features of 
meaningful 
physical 
education, 
meaning we 
searched for 
examples where 
Stephanie faced or 
overcame 
challenges in 
planning and 
implementing 
meaningful 
physical 
education.  

 

This study offers preliminary 
insight into how a teacher 
can promote meaningfulness 
in physical education by 
offering direction on 
particular pedagogical 
strategies that begin to form 
a coherent approach for 
physical education practice.  

 Sport, Education and Society 
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Ireland 

N
í Chróinín, D

., Fletcher, T., Beni, S., G
riffin, C., &

 Coulter, M
. (2023)  

This research 
explored the 
experiences of 
children (age 9–
10) when five 
Irish generalist 
primary teachers 
positioned 
meaningfulness as 
the priority filter 
for their 
pedagogical 
decision-making 
in physical 
education (n = 
37). Pedagogies 
that support 
meaningfulness 
include those that 
are democratic 
and reflective, and 
give attention to 
individual 
experiences.  

Five primary 
generalist teachers and 
the 101 children (age 
9–10, 53 males, 48 
females) in their 
classes participated 
and provided 
informed consent.  

 

Teachers 
implemented 
ideas from 
the 
Meaningful 
PE approach 
for six to 
eight PE 
lessons (n = 
37 total).  
 

Data sources 
included the 
following;  

non-participant 
observations (n = 
10),  

pupil diary (n = 
101) and  

focus groups (n = 
21 in five focus 
groups).  

 

All data were 
digitized and 
transcribed. Data 
was analyzed 
using a thematic 
analysis (TA).  

TA was selected 
as a good fit to 
explore 
meaningfulness 
because ‘a good 
TA involves more 
than simply 
reporting what is 
in the data; it 
involves telling an 
interpretative story 
about the data in 
relation to a 
research question’ 
(Clarke and Braun 
2014, 6626).  

Children’s experiences were 
enhanced by shared 
ownership of the learning 
focus, collaboration on 
learning activities and 
teacher’s attention to 
individual experiences. 
Results provide direction on 
a coherent approach to 
prioritizing meaningfulness 
in primary physical 
education.  

 Education 3- 13 
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U
SA

 

H
ow

ley, D
., D

yson, B., Baek, S., Fow
ler, J., &

 Shen, Y
. (2021)  

to explore 
learners’ 
experiences 
enacting 
youth/student 
voice pedagogies 
(SVP) to promote 
Social and 
Emotional 
Learning (SEL) 
and meaningful 
physical education 
(MPE) in an 
alternative 
education setting.  

 

6 ninth grade 
alternative high school 
students (eight 
girls/eight boys) aged 
14-15 years old.   

 

12 weeks  

 

A range of 
traditional and 
innovative 
participatory 
qualitative 
research methods 
were utilized 
including:  

focus group 
interviews,  

students’ personal 
biographies,  

timelines,  

digital and written 
reflections,  

photovoice, and  

class artifacts. 

 

The Miles, 
Huberman, and 
Saldana 
Framework for 
Qualitative Data 
Analysis was 
implemented 
involving both 
deductive and 
inductive 
combinations of 
comparative and 
thematic analysis.  

 

 

Findings demonstrate how 
enacting SVP can lead to the 
development of students’ 
SEL and MPE experiences 
complimenting multiple 
learning domains. We call 
for further embedding of 
SVP capturing students’ 
physical activity and 
movement experiences 
inside and outside of PE in 
teacher education and 
professional development 
that helps teachers and their 
students make sense of, 
shape, influence, and enact 
more MPE and physical 
activity learning experiences.  

Frontiers in Sports and Active Living  
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Saudi A
rabia  

V
asily, A

., Fletcher, T., G
leddie, D

., &
 Chroinín, D

. N
. (2021) 

to use an actor-
oriented 
perspective to 
analyze one 
teacher’s 
implementation of 
the Meaningful 
Physical 
Education 
approach in one 
Grade 5 classroom 
in Saudi Arabia.  

 

One teacher and his 
one Grade 5 class. 

 

2 years Data were 
collected 
qualitatively using 
the following: 

blog posts,  

tweets, and  

interviews.   

 

 

Data were 
analyzed 
deductively 
whereby the 
authors searched 
for examples of 
how Andy and the 
other teachers 
enacted the 
innovation.  

 

Andy identified several 
spheres of influence on 
implementation, including 
his personal philosophy, 
students, co-teachers, and 
several 
organizational/environmental 
characteristics of King 
Abdullah University of 
Science and Technology 
(KAUST) School, as well as 
important attributes of the 
innovation that supported 
implementation. 

Journal of Teaching in Physical Education 
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A
ustralia 

O
’

Connor, J. P. (2019)  

The focus of this 
pedagogical 
process was for 
students to capture 
meanings through 
reflection derived 
from earlier 
experiences of 
movement and to 
use these 
meanings as a 
‘hook’ or 
reminder for why 
the students were 
embarking on a 
unit of work 
aimed at exploring 
and expanding 
their moving lives.  

 

One 
participant/observer, 
and  

44 students (28 
identified as male) 
from two year-seven 
classes (12 to 13 years 
of age; School A).  

 

12 weeks  

 

Data were 
collected 
qualitatively using:  

artefacts,  

semi-structured 
interviews  

written student 
narratives, and  

classroom 
observations.  

 

Analysis tool 
(Dedoose).  

 

Data suggest that setting 
aside time for reflection and 
the generation of rich 
movement narratives aligned 
to a ‘first rush of movement’, 
can shed light on what 
students find meaningful ‘in’ 
movement in ways that link 
physical education to 
experiences across varying 
social and environmental 
contexts. Through giving 
priority to bodily 
understandings of movement 
as felt, sensory experience, 
participants were able to 
express meaning across a 
wide range of movement 
contexts. The researcher 
contends that the exploration 
of student meaning in 
physical education is 
engaging, informative, and 
serves to extend possibilities 
for what curriculum is seen 
as legitimate in physical 
education by/for whom.  

 

European Physical Education Review  
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Ireland 

Beni, S., N
í Chróinín , D

., &
 Fletcher, T. (2021)  

to conduct a 
small-scale 
implementation of 
a preliminary 
version of 
Meaningful PE 
with a sample of 
five primary 
classroom 
teachers in Ireland 
to receive their 
feedback on the 
approach and their 
experiences of 
implementing it in 
their classrooms 

5 classroom teachers 
at five primary 
schools in Ireland  

 

8 weeks  Three qualitative 
data sources were 
used:  

teaching ‘diary’,  

two non- 
participant 
observations in 
each teacher’s 
classroom, and  

one-on-one semi-
structured 
interview. 

 

 

Data analysis was 
conducted 
inductively; 
however, the 
actor-oriented 
perspective has 
been applied 
afterward to help 
us structure and 
make sense of the 
What?, How?, and 
Why? of teachers’ 
implementation 
decisions.  

 

Results show teachers were 
generally supportive of 
Meaningful PE as they 
attempted to implement 
several components of the 
approach in their classrooms. 
Teachers’ implementation 
was highly related to their 
positive interpretations of the 
approach, in relation to both 
their perceptions of 
beneficial student outcomes 
and in drawing connections 
between the approach and 
prior experiences of and 
beliefs about teaching.  

 

European Physical Education Review  
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Canada and Ireland 

Fletcher, T., N
í Chróinín , D

., O
’

Sullivan, M
., &

 Beni, S. (2020)  

to examine pre-
service teachers’ 
articulation of 
their learning 
through the 
development of a 
shared 
professional 
language of 
teaching practice 
focused on 
meaningful 
physical 
education.  

 

90 pre-service 
teachers drawn from 
three courses nested in 
two 
undergraduate/pre-
service PETE 
programs (one based 
in Canada and the 
other in Ireland)  

 

4 years  Data were 
collected using 
semi-structured 
individual and 
focus group 
interviews.  

 

Analysis was led 
by Tim, De ́irdre, 
and Stephanie and 
was guided by 
Braun and 
Clarke’s (2013) 
six-step process 
for thematizing 
qualitative data.  

 

Data showed that in many 
cases participants could 
articulate some aspects of 
why to prioritize meaningful 
experiences, what features 
often lent themselves to 
meaningful experiences, and 
how they would enact 
approaches that foster 
meaningfulness for pupils. 
With that said, there was 
some variance in ways 
participants articulated the 
different aspects of 
meaningful physical 
education, particularly as we 
considered the nature of 
participants’ responses 
across the four years of the 
project.  

 

European Physical Education Review  
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Canada  

Beni, S., Fletcher, T., &
 N

í Chróinín , D
. (202 2a)  

to design a 
professional 
development (PD) 
initiative to 
introduce teachers 
to a pedagogical 
innovation—the 
Meaningful 
Physical 
Education (PE) 
approach—and to 
understand their 
experiences of the 
PD process.  

 

12 elementary (K–8) 
PE teachers in one 
school board in 
Canada across two 
school years.  

 

 

2 years  Three qualitative 
data sources were 
generated:  

semi structured 
interviews, 

nonparticipant 
observations were 
conducted in 
teachers’ 
classrooms once 
each year, and 

CoP meetings 
were audio-
recorded and 
transcribed.  

Data were 
analyzed using 
inductive and 
thematic analysis.  

This research showed that 
teachers valued a community 
of practice and modeling 
when learning to implement 
Meaningful PE. While 
teachers were mostly 
favorable to the PD design, 
there were several tensions 
between ideal and realistic 
forms of PD.  

 

Journal of Teaching in Physical Education 



 42 

Ireland and Canada 

N
í Chróinín, D

., Fletcher, T., &
 O

’
Sullivan, M

. (2018) 

This paper 
describes a 
pedagogical 
approach to PETE 
to support pre-
service teachers 
(PSTs) in learning 
how to facilitate 
meaningful 
experiences in 
physical 
education. We aim 
to contribute new 
understanding 
through sharing 
pedagogical 
principles that 
support PSTs’ 
‘Learning About 
Meaningful 
Physical 
Education’ 
(LAMPE).  

 

3 physical education 
teacher educators: 
Tim and Déirdre who 
implemented LAMPE 
pedagogies and Mary 
who acted as meta-
critical friend 
(pseudonyms used for 
the review process).  

A total of 106 PSTs 
participated in the 
research.  

 

 

4 semesters 
of two 
academic 
years  

 

Data collection 
included: 

teacher educator 
reflections and 
non-participant 
observer data from 
33 individual 
lessons,  

over 7 hours of 
transcribed teacher 
educator Skype 
conversations, 

 8 ‘turning point’ 
documents,  

15 sets of PST 
work samples, and  

transcripts of 
individual (n = 10) 
and 9 focus group 
interviews (n = 18 
participants) with 
PSTs.  

 

Data were 
analyzed 
inductively. 
Triangulation of 
multiple data 
sources and an 
expert member 
check supported 
trustworthiness of 
the LAMPE 
approach and data 
analysis.  

 

Five pedagogical principles 
that reflect how PSTs were 
shared and supported to learn 
how to facilitate meaningful 
physical education 
experiences. Pedagogies 
included planning for, 
experiencing, teaching, 
analyzing, and reflecting on 
meaningful participation. 
Implementing pedagogies 
aligned with these five 
pedagogical principles 
helped participants learn 
why meaningful 
participation should be 
prioritized as well as how to 
facilitate meaningful 
physical education 
experiences. 

 

Physical Education and Sport Pedagogy 
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Cam
bodia, Canada, China, V

ietnam
 and U

SA
 

Beni, S., N
í Chróinín, D

., Fletcher, T., Bailey, J., Cariño Fraisse, L., D
ow

n, M
., ... &

 
G

ross, K
. (2023) 

to understand how 
teachers have 
made sense of 
Meaningful PE in 
their local 
contexts.  

 

6 teachers from five 
countries participated 
as collaborators in the 
study.  

 

N/A Data collection 
methods included: 

(a) individual 
semi-structured 
interviews with 
teachers,  

(b) teacher-
generated artifacts 
(e.g. blogs and 
social media 
posts), and  

(c) analysis of 
teachers’ local 
curriculum 
documents.  

 

An inductive 
thematic analysis 
of the data was 
conducted.  

 

Teachers in this study made 
sense of Meaningful PE 
through the ways it clearly 
connected to their beliefs 
about PE teaching while also 
helping to resolve 
ambiguities and uncertainties 
in their practice. 
Implementation of 
Meaningful PE helped 
teachers bridge the gap 
between their espoused 
vision and enacted practice, 
while supporting more 
authentic interpretations and 
implementation of curricular 
goals and outcomes. 

  

 

Physical Education and Sport Pedagogy 
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Ireland 

Bow
les, R., Sw

eeney, T., &
 Coulter, M

. (2023) 

This paper 
explores how 
three teacher 
educators used 
‘collaborative 
self-study’ 
approach to 
support their 
learning while 
introducing the 
pedagogy of 
Meaningful 
Physical 
Education (MPE) 
to pre-service 
teachers (PSTs).  
 

3 teacher educators  
 

12-week 
teaching 
semester 
 

Data were 
generated from 
multiple, 
qualitative 
sources, and 
validation of the 
research is based 
on trustworthiness.  
 
on-line 
conversations,  
 
reflections,  
 
responses to  
reflections, and  
 
email 
communications.  
 
 

Using the 
framework 
proposed by Braun 
and Victoria 
(2021) a thematic 
analysis of the 
data was 
undertaken by 
each of us 
individually and 
collectively.  
 

Thematic analysis of 
reflections, critical friend 
feedback and online 
conversations were used to 
generate three themes: 
Collaborative Self-study 
helped us to learn about our 
practice; learn how to 
support student learning; and 
learn how to introduce 
pedagogical innovation. 
Collaboration reinforced 
resolve and sustained change 
through sharing experiences, 
content, resources, and 
outcomes. While the context 
for this study was PE, we 
believe the findings are 
relevant for all initial teacher 
educators seeking to develop 
their practice.  
 

European Journal of Teacher Education 
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U
SA

 

Lynch, S., &
 Sargent, J. (2020)   

to explore what 
university students 
found meaningful 
in PE.  

 

6 students studying a 
university PE class 
taught by an educator 
with a sociocultural 
perspective towards 
education and 
movement.  

 

15 weeks 

Both courses 
were 
timetabled 
to meet 
twice a week 
for 50 
minutes.  

 

Data were 
collected 
qualitatively using: 

digital video 
narratives and 

reflective essays.  

 

Data were 
analyzed using 
collaborative 
thematic analysis.  

 

Four themes were described 
in relation to students’ 
meaningful experiences. 
These were, (a) meaningful 
PE is fun and contains 
elements of delight, (b) 
meaningful PE is a 
combination of fun and 
challenge, (c) meaningful PE 
develops motor competency 
in personally relevant areas 
and (d) meaningful PE is a 
social and personally 
relevant experience. 
Findings demonstrate the 
interlinking nature of 
meaningful PE features and, 
specifically, how they are 
embodied by HE students.  

 

Physical Education and Sport Pedagogy 
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Saudi A
rabia  

Sm
ith, Z., Carter, A

., Fletcher, T., &
 N

í Chróinín , D
. (2023) 

to share how one 
teacher (Zack) 
prioritized 
meaningfulness in 
one unit of 
physical education 
with children aged 
3-4 years.  

 

One teacher (Zack) 
and the children in his 
kindergarten class (n 
= 12), aged 3-4 years.  

 

 

6 weeks  Data sources 
included: 

lesson plans (n = 
6),  

teacher reflections 
(n = 8), 

teacher narrative 
(n = 1),  

teacher artifacts 
(including Tweets 
and photographs 
(n = 95) and  

student interviews 
(n = 4).  

 

Inductive analysis 
(Thomas, 2006) 
lead to the 
identification of 
pedagogies that 
were used to 
prioritize 
meaningfulness, 
several of which 
are representative 
of Zack’s 
pedagogical 
approach.  

 

Specifically, stories provided 
a pedagogical frame for 
children to move with 
purpose. Zack scaffolded 
activities upon the stories to 
help children make choices 
and decisions about their 
participation and provided 
them with a language to 
reflect on those experiences. 
These findings exemplify 
what a pedagogy of 
meaningfulness might 
include in early childhood 
settings and provides 
important direction for future 
implementation.  

 

Journal of Early Childhood Education Research 



 47 

Canada  

Beni, S., Fletcher, T., &
 N

í Chróinín , D
. (2022 b)  

to examine factors 
that influenced 
how 12 
elementary 
teachers 
implemented the 
Meaningful 
Physical 
Education 
innovation in their 
classrooms. 

12 elementary (Grades 
1-8) PE teachers from 
the same school board 
participated in this 
research.  

 

15 months  

 

Three qualitative 
data sources were 
generated: 

semi-structured 
interviews,  

non-participant 
observations in 
teachers’ 
classrooms, and 

CoP meetings.   

 

 

 

 

An inductive, 
thematic analysis 
of all three data 
sources was 
conducted.  

 

Results showed that 
implementation was most 
strongly influenced by 
teachers’ prior experiences 
and beliefs, teachers’ 
perceptions of students’ 
responses to the 
implementation process, and 
external organizational 
pressures. The longitudinal 
nature of this research offers 
an important contribution to 
the literature on 
implementation of education 
innovations. 

Physical Education and Sport Pedagogy 
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U
SA

 

H
ow

ley, D
., D

yson, B., Baek, S., Fow
ler, J., &

 Shen, Y
. (2022)  

to explore 
understandings 
and experiences of 
Social and 
Emotional 
Learning (SEL) 
and Meaningful 
Physical 
Education (MPE) 
utilizing 
democratic and 
reflective 
pedagogies.  

 

Participants included 
the Teacher–
Researcher (TR), one 
Physical Education 
(PE) teacher, a critical 
friend, two teaching 
assistants, and 16 
ninth-grade alternative 
high school students 
aged 14-15 (eight 
girls/eight boys).  

 

10 months  

 

Data collection 
methods involved:  

a Teacher–
Researcher (TR) 
journal,  

post–lesson 
teaching 
reflections, 

interviews, and  

focus groups. 

  

Inductive and 
deductive analysis 
were applied. 

 

Results demonstrated how 
utilizing democratic and 
reflective approaches 
grounded in social 
constructivist learning theory 
innovatively promoted SEL 
and MPE. It allowed 
students to reflect, 
interrogate and discuss how 
movement experiences 
inside and outside of PE 
influenced their pursuit of a 
physically active life. 
Participants articulated 
experiencing a more 
inclusive learning experience 
that challenged the purpose 
and subject matter of 
previous PE and physical 
activity.  

 

International Journal of Environm
ental Research and Public H

ealth 
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Ireland 

N
í Chróinín, D

., Iannucci, C., Luguetti, C., &
 H

am
blin, D

. (2024) 

Four teacher 
educators in four 
different PE 
teacher education 
(PETE) programs 
collaborated to 
examine their 
decision- making 
as they explored 
ideas related to 
Meaningful PE 
and social justice 
pedagogies.  

 

4 teacher educators in 
four different PE 
teacher education 
(PETE) programs. 

 

13 months  Data were 
collected 
qualitatively and 
included:  

planning and 
teaching 
documents,  

teacher educator 
reflections, 

paired critical 
friend meetings, 
and  

collective 
meetings.   

 

Data analysis was 
guided by 
Richards and 
Hemphill’s (2018) 
practical guide to 
collaborative data 
analysis. 

The findings were presented 
in the form of four individual 
cases that illustrate the 
distinct story of each teacher 
educator’s engagement with 
Meaningful PE and social 
justice pedagogies. Teacher 
educators’ decisions were 
guided by their purposes and 
influenced by their contexts. 
Additionally, peers were an 
important source of 
pedagogical confrontations 
to influence decision-making 
practices.  

 

 

European Physical Education Review  
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U
SA

 

H
ow

ley, D
., D

yson, B., &
 Baek, S. (2024) 

to present and 
explore how one 
teacher-researcher 
(TR) evolved their 
approach to 
implementing 
pedagogy 
promoting MPE in 
an alternative 
secondary/high 
school education 
setting.  

 

One teacher-
researcher (TR). 

 

15 weeks  

 

One critical friend 
interview,  

20 post-teaching 
reflections,  

18 observations, 
and  

22 journal entries 
were conducted.  

 

A deductive and 
inductive approach 
utilizing the Miles, 
Huberman and 
Saldana 
Framework for 
Qualitative Data 
Analysis (2014) 
was implemented, 
with thematic 
analysis then 
applied.  

 

Findings demonstrate the 
TR’s explicit and intentional 
efforts to better implement 
the concept of MPE within 
their planning and pedagogy 
to develop a better 
understanding of what this 
looked like in practice and 
the role each feature played 
in teaching and learning. 
Utilizing and promoting 
democratic and reflective 
practices led the TR to 
consider and apply these 
features more frequently and 
readily to better teach 
knowledge, attitudes, and 
skills to their students 
through the conceptual lens 
of MPE. The experiences 
presented and discussed 
demonstrate the benefit of 
doing so not just for the TR’s 
evolving approach to 
teaching and learning in 
physical education, but 
indeed for the learning of 
their students, researchers, 
and other practitioners too.  

 

European Physical Education Review  
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A
ustralia, Ireland and the U

K
 

Iannucci, C., N
í Chróinín, D

., Luguetti, C., &
 H

am
blin, D

. (2024) 

This study 
explored the 
concepts of and 
relationship 
between 
Meaningful PE 
and social justice 
in our teacher 
education 
pedagogies when 
implemented in 
combination. The 
authors paid 
particular 
attention to when 
ideas of 
Meaningful PE 
and social justice 
were 
complementary, 
overlapping and 
when they were 
distinctive.  

 

4 teacher educators 
from three different 
countries. 

 

13 months  

 

Multiple sources 
of data were 
collected 
including: 

planning 
documentation,  

individual 
reflections,  

recordings of 
conversations with 
critical friends, 
and 

recordings of 
collective 
meetings.  

 

 

Data analysis 
involved thematic 
analysis methods 
to review all data 
and collective 
identification and 
refinement of 
themes through 
back-and-forth 
discussion.  

 

From the thematic analysis, 
the following themes were 
co- created: (a) Meaningful 
PE can act as social justice 
but is not social justice per 
se; and (b) the combination 
of Meaningful PE and social 
justice facilitates a dance 
between ‘the individual’ and 
‘the social’ with democratic 
and reflective practices as 
the choreography. These 
features of the relationship 
provide direction and 
encouragement to combining 
Meaningful PE and social 
justice ideas in teacher 
education pedagogies.  

 

 

Physical Education and Sport Pedagogy 
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N
/A

 

N
í Chróinín, D

., Beni, S., Fletcher, T., G
riffin, C., &

 Price, C. (2019)  

to describe the 
ways a vision 
based on 
meaningful 
experiences 
enabled two 
teachers and three 
teacher educators 
to name, describe, 
and enact their 
physical education 
teaching and 
teacher education 
practices.  

 

5 participants (2 
teachers and 3 teacher 
educators).  

6 months  Data sources, 
including written 
reflections and 
critical friend 
responses as well 
as audio 
recordings of 
conversations with 
critical friends, 
were mined to 
identify examples 
where vision was 
represented.  

Further data were 
generated in a 
focus group where 
participants shared 
and analyzed their 
experiences and 
discussed how 
meaningful 
physical education 
served as both an 
individual and 
collective vision 
for practice. A 
final written 
reflection allowed 
participants to 
articulate their 
current vision for 
meaningful 
physical 
education.  

 

A thematic 
analysis of all data 
sources supported 
the organization of 
data into three 
distinct phases of 
development of 
practices with 
emphasis on the 
role of vision in 
each phase.  

 

Over time, there was an 
evolution in our 
understanding of both what 
meaningful physical 
education consisted of and 
how we might facilitate 
meaningful experiences for 
children. In particular, our 
visions became clearer and 
better aligned with our 
practices. We illustrate how 
we developed our practice in 
ways that allowed us to take 
ownership of this vision, 
and, in the process, changed 
who we were as teachers and 
teacher educators. Finally, 
we share how the process of 
exploring and analyzing our 
individual visions allowed us 
to articulate a shared vision 
of meaningful physical 
education and explain how to 
go about implementing our 
collective vision in practice.  
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Figure 2. Locations of the Reviewed Meaningful PE Studies. 
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Abstract 

Background: While there have been calls for research that describes how physical education 

teachers persist in integrating student-centered pedagogical models such as Sport Education, 

there are no reports of model-based practice in the literature originating from Saudi Arabia. 

Further, previous research on Sport Education in Arab states has been limited to unpublished 

dissertations or single teachers in single schools. This study is important in light of the Saudi 

Vision 2030 goal to increase public participation in physical activity and sports for both men and 

women. Purpose: This study aims to examine in-service Saudi teachers’ experiences and 

practices when learning to incorporate the Sport Education model. Method: Six in-service 

physical education teachers from five middle schools in Saudi Arabia participated in the study. 

Data were qualitatively collected from critical incident reports and analyzed using both inductive 

and deductive approaches. Results: Results indicated a range of successes, constraints, and 

possibilities associated with implementing Sport Education in Saudi Arabian schools. Most 

notably, the teachers indicated that the model had an advantageous effect on students despite it 

being their first time participating in a Sport Education season. Conclusion: Sport Education has 

unique features that make it a preferred and more widely used pedagogical model in physical 

education.   

 

Keywords: Saudi Vision 2030, models-based practice, professional development, dilemmas 

framework  
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Learning to Teach Sport Education in Saudi Middle Schools: Teachers’ Perceptions of the 

Successes, Constraints, and Possibilities Associated with Implementing the Model 

 

In 2016, the Saudi Arabian government launched a national strategy called ‘Vision 2030’. 

This document outlines a forward-looking approach to establishing the nation’s future by 

reducing its heavy reliance on oil revenue. Vision 2030 is built on three pillars: a vibrant society, 

a thriving economy, and an ambitious country. To support this vision, the Council of Economic 

and Development Affairs has crafted 11 short-term assistance programs, complete with 

implementation plans to enhance the likelihood of achieving the vision’s goals and measuring 

outcomes. One of these programs is the Quality of Life (QOL) program 2020 (KSA-

Government, 2018). This initiative aims to improve the livability and lifestyles of citizens and 

identifies several target areas, including health, sports, recreation, leisure, and education. The 

emphasis on promoting physical activity at the population level is evident in one of the 

program’s primary objectives: ‘to increase public participation in sports and athletic activities.’ 

This focus on physical activity is a central part of the ‘Living Healthy, Being Healthy’ section of 

Vision 2030, which falls under the overarching goal of creating a ‘Vibrant Society...with 

Fulfilling Lives’ (Albujulaya et al., 2024). 

At the school level, two initiatives outlined in the QOL document have significant 

implications for physical education. First, Initiative 6.3.1, ‘Enhance Girls’ Sports Participation at 

the School Level,’ aims to make physical education classes available to female students in Saudi 

Arabian schools. This includes providing girls’ schools with well-maintained gyms and 

significantly increasing the number of qualified female physical education teachers. Second, 

Initiative 6.3.20 ‘My Sport is My Future’ was designed to encourage sports competitions among 
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school students. Nonetheless, the target was focused on increasing participation in extra 

curriculum activities, rather than directly into physical education. Further, as Rakha et al. (2022) 

discovered, many families lack interest in promoting children’s regular daily physical activity 

and appear to be reluctant to involve children in sports clubs. This puts extra pressure on physical 

educators to provide positive learning experiences that might encourage participation in 

movement activities beyond school.  

Another important focus within the Vibrant Society pillar of Vision 2030 is providing 

education that fosters children’s fundamental character. This is particularly relevant for physical 

education, as it emphasizes the development of core values such as initiative, persistence, 

leadership, social skills, cultural knowledge, and self-awareness. Additionally, in Islam, there are 

specific guidelines and regulations to consider when participating in sports, which include values 

of brotherhood and cooperation, honesty and trust, as well as humility and kindness (Golchin et 

al., 2021). These values align well with the principles of Sport Education. For instance, being 

part of the same team throughout a season helps cultivate these values, while responsibilities like 

refereeing and keeping score foster honesty and trust. Moreover, experiences related to winning 

and losing can demonstrate either positive or negative values. 

At this point in time, there are no reports of model-based practice in the literature 

originating from Saudi Arabia. Indeed, among Gulf Cooperation Council (GCC) countries, only 

Kuwait has evidence of studies of the efficacy of Sport Education as an innovative practice 

(Albaloul et al., 2024; Alrashidi, 2019; Althuwaini, 2018). The outcomes of these studies align 

with those from various countries. Teachers showed enthusiasm for increased student 

engagement in physical education, and students reported a boost in their enjoyment and 

eagerness to participate in class, to the extent that they ‘became in their view “Mohtarefeen” (the 
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Arabic word for “professional”) during the season’ (Althuwaini, 2018, p. 224) in terms of their 

learning and knowledge development. 

Specifically, Althuwaini (2018, p. 268) reported a positive impact on the teacher who 

described a clear ‘reprofessionalism’ and feeling ‘valuable’ in his reflections. He also described 

the teacher’s delight in seeing his students become more competent within the sport setting, not 

only in motor competence, but also in knowing and embracing the responsibilities attached to 

each team role. While the survey data from students showed considerable gains in their views 

about the specific features of the season and overall changes in their enjoyment and enthusiasm 

concerning class participation, the teacher in this study was most gratified by discovering a 

physical education environment where he believed students could develop a ‘sport morality’ (p. 

265). 

In a study involving Kuwaiti middle school boys, Albaloul et al. (2024) compared the 

impact of Sport Education with traditional teacher-directed lessons using a quasi-experimental 

pre-test and post-test study design. They found that the students’ motivation levels, including 

perceived interest/enjoyment, perceived competence, effort/importance, and pressure/tension, 

significantly improved in only the group that was taught using Sport Education. Similarly, 

Alrashidi (2019) integrated non-contact Karate and first aid in a Sport Education season 

involving high school girls. The key finding from this study was the positive impact on the girls’ 

sense of significance and satisfaction during the conduct of their roles, as well as the autonomy 

and responsibilities they were given in their teams. Additionally, Alrashidi (2019) reported an 

increase in the girls’ competence in the content, with almost all students changing their attitudes 

about physical education from negative to positive.  
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It should be noted that the studies described above all single teachers, and who also had 

extensive individual mentoring in learning the model. While this strategy has proven to achieve 

high fidelity to the desired instructional elements of Sport Education, it does involve a 

considerable time demand (from the teacher and the mentor) and hence limits the number of 

teachers and school who can participate (Sinelnikov, 2009). More generally, research on the 

topic of how educators adapt to new curricula has shown that this process is often fraught with 

challenges (Casey & Bjørke, 2024; Silva et al., 2021). How successfully a teacher learns and 

applies a new curriculum approach depends on several things, including their beliefs, the 

learning culture at their school, how much they have studied about the new curriculum, and how 

much they have learned about the previous one (McCaughtry et al., 2004). According to existing 

research, early users of Sport Education face several challenges in managing a season that might 

impact the overall value of their experience (Curtner-Smith et al., 2008; Hordvik, 2019). While 

most report benefits/successes relating to personal and social development, inclusion, and 

student motivation, many also feel constrained by a lack of full understanding of the model, 

perceptions that it involves increased planning and management which is compounded by a lack 

of school facilities and support (Harvey et al., 2020). Add these to the perceived pressures of 

curriculum time, many teachers resort to using teams and competitions as an organizational 

structure, but including few, if any, of the other components of the model (Curtner-Smith et al., 

2008). 

Given the rationale that the introduction of Sport Education into Saudi physical 

education, the aim of the current study was to examine in-service Saudi teachers’ experiences 

and practices when learning to incorporate the model. In this case, the sample of teachers was 

expanded to six, and while the teachers experienced a sustained school-based, tailored, and 
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supported program, their overall commitment was considered more reasonable when considering 

their daily work in schools and in their after-school responsibilities. As a result, it presented an 

ecologically valid scenario which could delve into the various successes, constraints, and 

possibilities encountered by teachers as they were acquainted with and prepared for 

implementing a season of soccer/handball with seventh- and eighth-grade students. This is 

particularly relevant given the lack of research investigating teachers’ practice and how physical 

education is taught in Saudi Arabian schools.   

Method 

Participants and Setting  

The first author recruited male physical education teachers from public and private all-

boys middle schools in Riyadh, the capital city of Saudi Arabia, via a WhatsApp group involving 

more than 500 teachers. Based on the first author’s knowledge and expertise with the Saudi 

physical education curriculum, he anticipated that the prospective participants would be 

unfamiliar with and had not yet used the Sport Education model in their teaching practices. 

Consequently, in his correspondence with teachers, the first author succinctly conveyed details 

about the model, methods of study, and length. After the first author gained the interest and 

initial assent of possible participants, the official procedures went forward (e.g., signing the 

consent form, visiting schools, etc.). A total of six teachers agreed to participate. 

The teachers ranged in age from 27 to 48 years old (M = 34.5, SD = 7.6). Of those 

participants, three had master’s degrees, two held bachelor’s degrees, and one held a diploma. 

The teachers’ school enrolments ranged from 197 to 670 students, and their years of experience 

teaching physical education ranged from 7 to 28 years (M = 13.5, SD = 7.7). When it came to the 
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participants’ sports backgrounds and part-time jobs, three of the teachers were soccer coaches, 

one was a licensed soccer referee, and two were sports administrators.  

Middle school physical education in Saudi Arabia typically adheres to a standardized 

multi-activity curriculum. For seventh-grade students, the focus is on achieving grade 

appropriate skills in several team sports including soccer, handball, basketball, and badminton. 

Delivery of the curriculum is through a series of relatively short units (~ 4 lessons) (Ministry of 

Education, 2023a). Apart from one, all schools had ample resources, including large gymnasiums 

and outdoor playgrounds. None of the teachers were familiar with the Sport Education model 

prior to the study. 

The research protocol was approved by the Research Ethics Committee and Institutional 

Review Board (IRB) for Human Subjects Research at Auburn University, and King Saud 

University, and the General Directorate for Education in Riyadh Region. Approval by the 

General Directorate allows access to any school in the specific region based on the educational 

level (in this case middle school) and gender of students. Teachers’ informed consent for their 

participation in the study was obtained, while their identities in this study are pseudonyms.  

The Sport Education Seasons  

The seasons were designed as a collaborative effort between the teachers and the first 

author. First, the choice of the sport to be used during the season was left to the teachers’ 

discretion. Four teachers chose soccer while two opted for handball. Following this, the length of 

the season was discussed. While it is acknowledged in the literature that lessons more towards 

the 15-lesson length are preferred (Siedentop et al., 2020), the teachers agreed to extend their 

usual unit commitment from four to ten lessons. Given this was the teachers’ first attempt at the 

model, and the purpose was to examine the pragmatics of model implementation, this was 
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considered a reasonable compromise, particularly as all the elements of a traditional format of 

Sport Education (seasons, affiliation, formal competition, record keeping, festivity, and 

culminating event; Siedentop et al., 2020) were to be included. The first author then designed the 

10-lesson season plans which were distributed to the teachers together with the necessary 

materials, including a player list sheet, a system for scoring games, a formal competition 

schedule, and details of awarding fair play and officiating points. 

The teachers first divided their students into teams. Then, over the span of five weeks (2 

lessons a week; 45 minutes), these teams proceeded to learn and practice skills together, play 

each other in an ongoing series of practice games before moving on to the formal competition. 

Teams also assigned members to managerial roles, such as equipment manager, warm-up trainer, 

team captain, and coach. All students participated in officiating and keeping score throughout 

both practice and competition games. A complete outline of the soccer season plan is shown in 

Table 5.  

Table 5  

Soccer Season Plan 

Lesson Content 

1 

o Explain the season plan to students (same teams, learn the game, team practices, 
learn to officiate, then a competition phase)  

o Stress that the championship is NOT determined by win-loss only  
o Explain rules of soccer  
o Form ad hoc teams (not your final teams) and play games as you watch and teach 

soccer rules 

2 

o Team assignment .. introduce team roles (captain, equipment manager, fitness leader, 
scorekeeper) .. assign team areas  

o Team names and members  
o Team skill practice (throw-in, toe stop)  
o Finish lesson with short games between squads (no officiating)  

3 
o Roles included in lesson protocol (warm-up and equipment)  
o Explain officiating responsibilities (referee, scorekeeper, statistician)  
o Practice game with practice officiating (rotate teams through)  
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4 

o Entry roles – Team warm-up, etc.  
o Team skill practice (dribbling, stationary kick)  
o Pre-season games (you decide how long, but don’t make it extensive)  
o Try to have everyone play x 2 and officiate x 1 during the day  

5 o Repeat day 4  

6 
o Team warm-up  
o Formal competition  

7 
o Team warm-up  
o Formal competition 

8 
o Team warm-up  
o Formal competition 

9 
o Team warm-up  
o Playoffs  

10 o Championship game  
o Presentation of awards  

 

Model Fidelity  

Given that the participating teachers had marginal experience and knowledge of Sport 

Education before this study, model fidelity was promoted in five ways. Initially, the first author 

created a WhatsApp group specifically for the purpose of answering teachers’ inquiries and 

providing them with extra assistance throughout the study. These teachers were then invited to 

join the group. Second, prior to the study, teachers received a one-day in-person training session 

at their respective schools. During the training time, the first author (a native Arabic speaker) 

met with teachers, provided them with an overview of the model, and distributed the season 

materials previously mentioned. Third, the first author shared the video link with teachers in the 

WhatsApp group after recording a PowerPoint presentation outlining the history, characteristics, 

and instances of Sport Education. Fourth, there were ongoing informal discussions and 

encounters with the participating teachers throughout the project, either via a WhatsApp group, 

created by the first author or at their respective schools. Indeed, the first author visited the 

schools during the seasons, and recorded the extent to which the implantation of the lessons 
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matched the planned activities and model characteristics using the instructional checklist 

developed by Hastie et al. (2013). Key elements included that (a) groups of students go to a 

designated home area and begin warming up with that group, (b) students practice together with 

their group/team under the direction of a peer leader; (c) students remain a part of easily 

identifiable groups throughout the lesson and throughout different tasks, (d) performance records 

are kept by students, (e) students perform specialized tasks within their group/team, and (f) 

student performance scores count toward a formal and public scoring system. At the end of these 

lessons, the first author provided his written comments and feedback to the teachers.  

Data Collection  

Data were qualitatively collected from critical incident reports (CIRs). All records were 

collected and analyzed in Arabic and later translated to English for the purposes of reporting.  

Critical incident reports  

The critical incident technique (Flanagan, 1954) was used to investigate those features of 

the model that the teachers viewed as significant or important during the unit. Earlier studies in 

physical education (Parker, 1995; O’Bryant et al., 2000; Shiver et al., 2024) have evaluated pre-

service and practicing teachers using this technique. Following each lesson, the teachers 

completed a critical incident reflective sheet. Instructions for completing the sheet were similar 

to those provided by Shiver et al. (2024). The prompt stated, ‘Describe a meaningful experience 

from today’s lesson. This could be a positive experience or a challenge that you encountered. 

Give a reason why you saw it as meaningful or important.’  

Data Analysis  

Initially, critical incident analysis involved sorting data into thoughts and perceptions 

(Hastie & Curtner-Smith, 2006). Based on the work of Bell et al. (1985), a thought or perception 
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was defined as a statement that was conceptually consistent with a single topic or idea. Next, 

using the analytic induction technique (Goetz & LeCompte, 1984), thoughts and perceptions 

were coded and placed in a series of emerging categories and subcategories.  

The final set of critical incidents was coded into the different frames of reference within 

Windschitl’s (2002) dilemmas framework (see Appendix 1). This framework provides a heuristic 

to investigate beliefs, routines, and the forces that shape pedagogical practice (Windschitl, 2002). 

As defined by Harvey et al (2020), the four frames of reference within this framework are: (a) 

Conceptual dilemmas, which encompass attempts to understand the theoretical underpinnings of 

Sport Education; (b) Pedagogical dilemmas, which are based on the added complexity of the 

curriculum design and enactment demands of the model; (c) Cultural dilemmas associated with 

reorientation of teacher and student roles and expectations; and (d) Political dilemmas connected 

with resistance from institutional and community of practice norms, and routines of privilege. 

Trustworthiness  

The trustworthiness of the data was enhanced through an audit trail through written 

memos and notes (translated from Arabic to English language by the first author), as well as peer 

debriefing sessions between the first and second authors in the case of developing themes. 

Searching for negative cases also added credibility to the data analysis process.  

Results 

The teachers reported a total of 86 meaningful experiences throughout their seasons, 

which are presented in Tables 6 and 7. Out of these, 62 reflected positive perceptions, while 24 

represented more frustrating or challenging aspects of the model’s implementation. The positive 

experiences were categorized into three main themes, each containing several individual or 

recurring entries. The most frequent theme was ‘students’ motivation and learning,’ which had 
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27 entries. Within this theme, ‘enthusiasm’ and ‘enjoyment’ were the predominant responses, 

making up almost half of the entries. Other contributions indicated that students positively 

accepted the model, leading to an increased desire for learning, play, and self-reliance (9 entries). 

Additionally, it was noted that students communicated about the season and practiced together 

after school. The second theme, which had 22 entries, was focused on ‘personal and social 

responsibility.’ The most reported items included ‘respect’ for teammates, fellow students, 

officials, and game outcomes (12 entries). There were also several references to ‘encouragement 

and tolerance’ (6 entries). A less frequent but noteworthy theme labelled ‘role commitment and 

success,’ comprised 11 entries. This theme highlighted students taking their roles seriously and 

demonstrating success in those roles. 

 The 24 negative perceptions were categorized into two main themes. The first theme, 

‘traditional PE [physical education] culture,’ highlighted the challenges teachers faced regarding 

student absences, being late, and not bringing their PE clothes (8 instances). Additionally, issues 

such as arguments and refusal to accept decisions were noted (7 instances). It is important to 

point out that most of these incidents occurred during the first three lessons, with none reported 

after the fifth. The second theme represented frustration with the status of physical education 

within the schools (8 instances). This included concerns about the limited number of lessons 

allocated for the subject, the short duration of the lessons, and scheduling conflicts such as 

ministry exams or timetable changes made by administrators. 

 

 

 

 



 79 

Table 6 

Frequency of Teachers’ Positive Perceptions/Thoughts from the CIRs 

Categories   Subcategories   

Week/Lesson  

Total Week 
1 

Week 
2 

Week 
3 

Week 
4 

Week 
5 

1 2 3 4 5 6 7 8 9 10 

Students’ 
Motivation 

and Learning 
 

1. Accept lesson  1 0 0 0 0 0 0 0 0 0 1 
2. Accept the model idea 0 0 0 0 0 1 0 0 0 0 1 
3. Enthusiasm  4 0 1 1 1 1 0 1 0 0 9 
4. Enjoyment  0 0 0 0 0 0 2 0 1 0 3 
5. Skills discovery  1 0 1 0 0 0 0 0 0 0 2 
6.  Positive atmosphere 0 1 0 0 0 0 0 0 0 0 1 
7. Desire for learning  1 0 0 0 0 0 0 0 0 0 1 
8. Promote roles  0 0 0 0 1 0 0 0 0 0 1 
9. Promote students 
desire (general) 0 0 0 1 1 0 0 0 0 0 2 

10. Desire for playing 1 0 0 0 0 0 0 0 0 0 1 
11. Student creativity 1 0 0 0 0 0 0 0 0 0 1 
12. Self-reliance 0 0 1 0 0 0 0 0 0 0 1 
13. Enhance students’ 
learning  0 0 0 0 0 0 0 0 0 1 1 

14. Student 
communications after 
school 

0 0 0 0 1 0 0 0 0 0 1 

15. Student practices 
after school 0 0 0 0 0 1 0 0 0 0 1 

Total 27 

Roles 
Commitment 
and Success  

1. Set up equipment 0 1 0 0 1 0 0 0 0 0 2 
2. Clean the court  0 1 0 1 0 0 0 0 0 0 2 
3. Scorekeepers 
commitment to roles 0 0 0 1 0 0 0 0 0 0 1 

4. Roles commitment 
(general) 0 0 1 0 1 0 0 0 0 0 2 

5. Comprehend roles  0 0 1 0 1 0 1 0 0 0 3 
6  Referee success 0 0 1 0 0 0 0 0 0 0 1 

Total 11 
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Table 6 

Cont. 

Categories   Subcategories   

Week/Lesson  

Total Week 
1 

Week 
2 

Week 
3 

Week 
4 

Week 
5 

1 2 3 4 5 6 7 8 9 10 

Personal and 
Social 

Responsibility 

1. Listen to team 
captain  0 1 0 0 0 0 0 0 0 0 1 

2. Encourage the 
opposite team 0 0 1 0 0 0 0 0 0 0 1 

3. Encourage each 
other  0 1 0 0 0 0 0 0 0 0 1 

4. Benefit from each 
other 0 0 0 0 0 0 0 0 1 0 1 

5. Fair play  0 0 1 0 1 0 0 0 0 0 2 
6. Shake hands 0 1 0 1 0 0 0 0 1 0 3 
7 Students respect 
each other 1 0 1 0 1 0 0 0 0 1 4 

8. Respect referees  0 0 0 1 0 0 0 0 0 0 1 
9. Accept referee 
decisions 0 0 0 0 0 0 1 0 0 0 1 

10. Accept game 
results  0 0 0 1 0 0 0 0 1 0 2 

11. Honesty  0 0 0 0 1 0 0 0 0 0 1 
12. Don’t show anger 0 0 0 0 0 0 0 0 0 1 1 
13. Student 
interaction  0 0 0 0 1 0 0 0 0 0 1 

14 Show 
responsibility in 
school  

1 0 0 0 0 0 0 0 0 0 1 

15. Classroom teacher 
notice  0 0 0 0 0 0 0 0 1 0 1 

Total 22 

School Staff 
Support and 
Enthusiasm 

1.  Classroom 
teachers and 
administrative support   

0 0 0 0 0 0 1 0 0 0 1 

2.  Classroom 
teachers support   0 0 0 0 0 0 0 1 0 0 1 

Total 2 
Total by lesson 11 6 9 7 11 3 5 2 5 3 62 Total by week 17 16 14 7 8 
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Table 7  

Frequency of Teachers’ Negative Perceptions/Thoughts from the CIRs 

Categories   Subcategories   

Week/Lesson  

Total Week 
1 

Week 
2 

Week 
3 

Week 
4 

Week 
5 

1 2 3 4 5 6 7 8 9 10 

Culture and PE 
Tradition 

1. Don’t bring PE dress 1 0 0 0 0 0 0 0 0 0 1 
2. Students absence 1 1 0 0 3 0 0 0 0 0 5 
3. Students delay  0 0 1 0 0 1 0 0 0 0 2 

Total 8 

Negative 
Attitudes 
Toward 
Referees 

1. Don’t accept referee 
decisions  1 0 1 0 0 0 0 0 0 0 2 

2. Arguing with the 
referees  1 2 1 0 0 1 0 0 0 0 5 

Total 7 

PE Curriculum 1. Lack of PE classes 0 1 0 0 0 0 0 0 0 0 1 
Total 1 

PE Lesson 
Length and 

Timing 

1. Length of PE class 0 0 0 0 1 0 0 0 0 0 1 
2. Timing of PE class 0 0 1 0 0 0 0 0 0 0 1 

Total 2 

PE Space and 
Resources 

1. Lack of equipment 
and courts  1 0 0 0 0 0 0 0 0 0 1 

2. Lack of sport courts  0 1 0 0 0 0 0 0 0 0 1 
Total 2 

Schedule 
Conflicts with 

PE 

1. Ministry exam 0 0 0 1 0 0 0 0 0 0 1 
2. Schedule change by 
administration 0 0 0 0 1 0 0 0 0 0 1 

3. Exams schedule 
conflicts with PE class 
time 

0 0 0 0 0 0 0 0 1 0 1 

Total 3 
Roles 

Commitment 
1. Don’t commit to roles 0 0 1 0 0 0 0 0 0 0 1 

Total 1 
Total by lesson 5 5 5 1 5 2 0 0 1 0 24 Total by week 10 6 7 0 1 

Note. PE = Physical education.  
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This section reports the CIRs’ results from the most prevalent key themes (e.g. benefits 

and successes associated with using Sport Education, constraints associated with using the 

model, and possibilities) within each aspect of Windschitl’s (2002) heuristic (i.e. conceptual, 

pedagogical, cultural, and political). 

Conceptual dilemmas 

As presented in Table 7, the progressive decline in teachers’ negative perceptions 

suggests that students increasingly understood the model’s key components (i.e., fair play points) 

as the season progressed. Notably, early concerns, such as students challenging referee decisions, 

had disappeared by weeks 4 and 5.  

Pedagogical dilemmas  

The number of pedagogical dilemmas reported by teachers was extremely high. One of 

the major benefits/successes participants consistently expressed in critical incident reports was 

students’ motivation and learning (n = 27). This construct included students ‘passion for 

competing’ (Khaled) and their willingness ‘to know what was required of them, accept guidance, 

and work on it without feeling bored or dissatisfied’ (Mustafa). Teachers also found the Sport 

Education model helpful in promoting a ‘positive atmosphere within the class’ (Ahmed), 

encouraging students ‘self-reliance’ (Mustafa) and ‘desire to play’ (Khaled). 

 Another key pedagogical benefit/success of using Sport Education was the opportunities 

it provided for students to develop a sense of personal and social responsibility (n = 22). 

Teachers reported that students ‘shake hands with each other after games’ and ‘appreciate and 

respect the decisions of officials’ (Mustafa). During the championship game, it was noticed that 

students ‘respect and joy with the winner’ and ‘not showing anger’ (Mazen). 
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A third key pedagogical achievement of using Sport Education was roles commitment 

and success (n = 11). Teachers highlighted times students understood and adhered to their 

assigned roles and showed successful performance in their tasks. Mazen noticed ‘reduced class 

disturbance while going to the playground, resulted from team organization and presence of a 

leader’. Another statement reported by Faris is that ‘the game was managed well by the referee’.  

In terms of constraints with the model, pedagogical dilemmas were associated with 

students’ motivation and learning (n = 1). For example, ‘Failure to adhere to the tasks assigned to 

the warm-up and cones [equipment] official. This comes from a lack of desire to warm-up and a 

lack of discipline in doing so on the part of the teams’ (Khaled).  

Cultural dilemmas 

Cultural dilemmas were often associated with various constraints. Culture and physical 

education tradition were the two major constraints reported by the teachers. For example, 

teachers were suffering from students who ‘did not bring PE [physical education] dress’ 

(Khaled), ‘students delay at the beginning of the class’ (Mustafa), and the ‘absence of leaders in 

some lessons’ (Mazen).  

The second major cultural constraint was students’ early negative attitudes toward 

referees. Teachers observed that, particularly at the start of the season, ‘students argue with the 

referee during the game’ (Ahmed) and ‘…when selecting a referee with no referring experience, 

he was pressured by the team to influence his decision’ (Faris). Regarding the current 

standardized physical education curriculum, Mazen reported that ‘the lack of physical education 

classes keeps students away from the protocols within the class in some groups.’ 
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Political dilemmas 

The support and enthusiasm from the school staff, including school principals and 

classroom teachers was noted. Naif reported that ‘the closing day [awards ceremony] comprised 

the presence of classroom teachers.’ Two teachers reported that schedule conflicts with physical 

education were a major political constraint in applying the model. For example, Ahmed wrote of 

students ‘being late in going to sports class [physical education class] due to a test from the 

Ministry and the presence of supervisors.’ 

Discussion 

The purpose of the study was to examine in-service Saudi teachers’ experiences and 

practices when learning to incorporate the Sport Education model. It drew on the work of 

Windschitl (2002) to explore those aspects of the teachers’ intellectual and lived experiences that 

have an impact on their practice. This discussion of our findings is organized around three topics: 

(a) a comparison with previous research using the Windschitl dilemmas, (b) alignment with the 

Saudi Vision 2030, and (c) future research on Sport Education in Saudi Arabia. 

Comparison with Previous Research 

The findings from the study were similar to those found in previous literature regarding the 

multiple dilemmas physical education teachers encountered as they learned and taught Sport 

Education. In fact, the relative distribution and content of the dilemmas reported by the Saudi 

teachers and those in the Harvey et al.’ study (2020) were remarkably similar. Conceptual 

dilemmas were the least frequently mentioned, political dilemmas had more frequency but not an 

overwhelming impact, while cultural and pedagogical aspects took prominence.  

The teachers in the current study indicated that the model had an advantageous effect on 

students despite it being their first time participating in a Sport Education season. This result is 
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consistent with what Layne and Hastie (2014) found in their study, which indicated that first-

time Sport Education unit participants are anticipated to have favourable outcomes. Students’ 

excitement and learning, their dedication and accomplishment, and their personal and social 

responsibility, both in and out of the gym, were the three primary areas where teachers have 

found the Sport Education season had a beneficial impact on students’ behaviours. These 

outcomes are consistent with what was found in a previous Sport Education review by Wallhead 

and O’Sullivan (2005), and they also align with more current research on students’ social skill 

development (García-López & Gutiérrez, 2015).  

The teachers’ confidence in being able to implement a Sport Education season was high, 

even though it was their first experience with the model. Teachers also acknowledged their 

contentment with the consistent support they received from classroom teachers, although it took 

time for some of them to buy in to the increased seriousness of physical education lessons. While 

these were positive aspects for these teachers, we caution a generalization of this finding given 

the challenges Althuwaini (2018) encountered in Kuwait, where some other physical education 

teachers deliberately tried to disrupt his season. What does seem to be universal however (at least 

in the examples to date) is evidence of positive support from administrators, with evidence from 

this study at that of Althuwaini and Kinchin (2018). 

Despite all these noticeable improvements among teachers, a new model implementation 

has not always been relatively simple or successful. In this regard, several studies demonstrate 

different degrees of conformity and modifications when in-service teachers incorporate Sport 

Education into physical education classes (Romar et al., 2016). In a study carried out by Curtner-

Smith et al. (2008), it was found that teachers adopted the Sport Education model in various 

ways, ranging from a complete version to a unit that only closely matched the original model.  
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Teachers in the current study did, however, point out several constraints associated with 

implementing the Sport Education model. As an example, a frequently mentioned constraint 

faced by the teachers in the early phases related to the culture of the students’ previous physical 

education (such as being late or absent) and having negative attitudes toward referees (such as 

refusing to accept decisions made by referees). From a curriculum perspective, the teachers felt 

challenged by a lack of classes they were able to allocate to the activity, and scheduling aspects 

that affected physical education (such as having to take physical education time during tests).  

Alignment with the Saudi Vision 2030   

It was mentioned in the introduction to this study that intuitively, it is possible to align 

many of the features and goals of Sport Education with the aims of the Saudi Vision 2030. The 

reports from the teachers provide initial support for how the model can act as a catalyst towards 

some of the more specific aspects of the vision. Two particular cases come to mind. The first is 

initiative 6.3.20 (My Sport is My Future program) where the government goal is to have 25% 

student participation in extra-curricular activities. In 2016, this number stood at 15%, but with a 

Ministry of Education initiative called ‘Activity Hour’ in 2017/18, an extra hour was added to 

the school day dedicated to such activities. With this there has been a slight update in 

participation, but no data are available since Covid (Albujulaya et al., 2024).  

Given how the teachers wrote about players communicating with each other about their 

teams in the seasons outside of physical education, and in some cases agreeing to practice 

together outside of school, it makes sense that Sport Education seasons as options within 

Activity Hour might be well received. Early research by Wallhead and his colleagues (2010, 

2018) on lunch/recess programme as a spin-off from Sport Education seasons in physical 

education show them to be attractive to many students. Topics for investigation could include an 
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analysis of who joins the club, their history with Sport Education prior to joining, and identifying 

those aspects that lead to retention.  

The second case related to the achievement of the ‘Vibrant Society’ pillar of Vision 2030 

goal of providing education that fosters children’s fundamental character. From the CRI reports 

it became clear that the teachers saw noticeable changes in aspects of the students personal and 

social responsibility. Specifically, from a personal perspective, they saw improvements in self-

direction and self-reliance, while on a social scale, increases in respect and tolerance towards 

others, as well as an increasing willingness to carry out responsibilities.  

Future Research on Sport Education in Saudi Arabia 

Replication 

As with all research endeavours, subsequent replications enhance the credibility of 

outcomes. Further research that provides descriptive accounts of teachers’ and students’ 

experiences with Sport Education is encouraged. This is especially important since all research 

on this model in Saudi Arabia and Kuwait has involved only single seasons. Expanding samples 

to include other GCC countries and different grade levels is warranted, particularly given the 

lack of research on models-based practice in the region. 

Girls  

In light of the emphasis on increasing opportunities for women and girls in Saudi Vision 

2030 and its support programs, research on Sport Education in girls’ schools is definitely 

warranted. Multi-study evaluations of girls’ experiences with the model have demonstrated its 

potential to engage them in physical education meaningfully, especially those who have been 

previously disinterested or disengaged (Sinelnikov & Hastie, 2009). However, all these studies 
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involved girls in coeducational physical education, whereas students in Arabic schools are 

typically separated by gender. 

Teacher training 

Given the positive outcomes of this study, supported by previous work in Kuwait, there is 

optimism that Sport Education could become a more widely adopted pedagogical model in 

physical education programs, given continued education and training for physical education 

teachers in Saudi Arabia. The Ministry of Education makes significant efforts to enhance the 

skills of physical education teachers and supervisors through regular training programs, which 

are essential for career advancements such as promotions. These programs aim to cultivate a 

culture of sports within the community, promote physical activity, and identify and nurture 

athletic talents (Ministry of Education, 2023b). Additionally, they focus on improving the 

professional expertise of educational supervisors and teachers across various sports disciplines. 

Therefore, incorporating Sport Education into the in-service professional development 

curriculum, along with research on this effort, would be a timely addition for teachers. 

Concerning physical education teacher education (PETE), research by Curtner-Smith 

(2012) outlined a sequence for teaching Sport Education to pre-service teachers that has led to 

successful adoption. The initial course involves students learning about and practicing key 

pedagogies, as well as pedagogical concepts and theories that are foundational to effective 

teaching. This is followed by learning about the Sport Education model and participating in a 

season of Sport Education taught by a faculty member specializing in sport pedagogy. Students 

then take on teaching responsibilities for the model during early field experiences and eventually 

assume full responsibility during their culminating student teaching practice. 
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The structure of teacher preparation in Saudi universities aligns well with this sequence. 

PETE programs in Saudi Arabia require physical education majors to take multiple courses 

focused on learning and teaching in physical education and to complete school experiences 

before starting their full-semester field experience (internship). As a result, it would not 

necessitate a significant deviation from the instructional plan to include Sport Education as a 

core course or one of the instructional methods within these courses and field experiences, 

thereby encouraging interns to apply the model in schools. 

Conclusion 

The teachers participating in this study shared a variety of successes and challenges 

related to implementing Sport Education in schools. The findings from this study generally 

support the previous research conducted with physical education teachers and students who 

experienced Sport Education for the first time. In addition, this study highlights the constraints in  

implementing alternative pedagogies such as the Sport Education model.   

While this research makes a significant contribution to the current literature by being the 

first to introduce and implement the Sport Education model in Saudi Arabia, it does have some 

limitations. Most notably, the choice of single-gender participants and the restriction to only one 

city (Riyadh) may have limited the generalizability of the results. Studies such as this need to be 

replicated with larger and more diverse participants, including teachers of both genders from 

different locations and educational settings. This would facilitate more Sport Education users in 

Saudi Arabia and provide deeper insights into teachers’ experiences with learning and 

implementing the Sport Education model.  

 

 

 



 90 

References 

Albaloul, O., Kulinna, P. H., & van der Mars, H. (2024). Comparing the impact of the sport 

education model on student motivation in Kuwaiti and American students. Frontiers in 

Psychology, 15, 1334066. https://doi.org/10.3389/fpsyg.2024.1334066 

Albujulaya, N., Stevinson, C., & Piggin, J. (2024). Physical activity policy in Saudi Arabia: 

Analysis of progress and challenges. International Journal of Sport Policy and 

Politics, 16(4), 609-624. 

Alrashidi, M. (2019). Examining an integrated non-contact karate and first aid curriculum 

employing the Sport Education model in one high school in Kuwait (Doctoral 

dissertation). University of Southampton. 

Althuwaini, M. F. (2018). Investigating the integration of the sport education model and the 

athletics challenges approach in the teaching of athletics in one Kuwaiti middle school 

(Doctoral dissertation). University of Southampton. 

Althuwaini, M., & Kinchin, G. (2018). “If I am thirsty, the others drink first”: A sport education 

culminating festival in Kuwait. Physical Education Matters, 13(3), 39-41. 

Bell, R., Barrett, K. R., & Allison, P. C. (1985). What preservice physical education teachers see 

in an unguided, early field experience. Journal of Teaching in Physical Education, 4(2), 

81-90. 

Casey, A., & Bjørke, L. (2024). Teachers’ experiences of enacting pedagogical models and 

models-based practice: A systematic mixed study review. Physical Education and Sport 

Pedagogy, 1–17. https://doi.org/10.1080/17408989.2024.2415325 

Curtner-Smith, M. D. (2012). Preparing preservice physical education teachers to teach sport 

education. In P. Hastie (Ed.), Sport education: International perspectives (pp. 151-165). 

Routledge. 



 91 

Curtner-Smith, M., Hastie, P., & Kinchin, G. (2008). Influence of occupational socialization on 

beginning teachers’ interpretation and delivery of sport education. Sport, Education and 

Society, 13(1), 97-117. 

Flanagan, J. C. (1954). The critical incident technique. Psychological Bulletin, 51(4), 327-358. 

García-López, L. M., & Gutiérrez, D. (2015). The effects of a sport education season on empathy 

and assertiveness. Physical Education and Sport Pedagogy, 20(1), 1-16. 

https://doi.org/10.1080/17408989.2013.780592  

Goetz, J. P., & Lecompte, M. D. (1984). Ethnography and qualitative design in educational 

research. Academic Press. 

Golchin, M., Rezayi Soofi, M., & Keshavarz, L. (2021). The role of sport in the realization of 

strategic values of Islam. Sport Management and Development, 10(2), 40-54. 

Harvey, S., Pill, S., Hastie, P., & Wallhead, T. (2020). Physical education teachers’ perceptions of 

the successes, constraints, and possibilities associated with implementing the sport 

education model. Physical Education and Sport Pedagogy, 25(5), 555-566. 

Hastie, P. A., & Curtner-Smith, M. D. (2006). Influence of a hybrid Sport Education–Teaching 

Games for Understanding unit on one teacher and his students. Physical Education and 

Sport Pedagogy, 11(1), 1-27. 

Hastie, P. A., Calderón, A., Rolim, R. J., & Guarino, A. J. (2013). The development of skill and 

knowledge during a sport education season of track and field athletics. Research 

Quarterly for Exercise and Sport, 84(3), 336-344. 

Hordvik, M., MacPhail, A., & Ronglan, L. T. (2019). Learning to teach sport education: 

Investigating a pre-service teacher’s knowledge development. Sport, Education and 

Society, 24(1), 51-65. 



 92 

Knowles, A., Wallhead, T. L., & Readdy, T. (2018). Exploring the synergy between sport 

education and in-school sport participation. Journal of Teaching in Physical Education, 

37(2), 113-122. 

KSA-Government. (2016). Vision 2030 document. Vision 2030. Retrieved January 30, 2020, 

from https://vision2030.gov.sa/sites/default/files/report/Saudi_Vision2030_EN_2017.pdf 

Layne, T. E., & Hastie, P. A. (2014). Development of game performance by novice learners 

participating in a sport education physical education unit. Journal of Physical Education 

and Sport, 14(3), 317-323. 

McCaughtry, N., Sofo, S., Rovegno, I., & Curtner-Smith, M. (2004). Learning to teach sport 

education: Misunderstandings, pedagogical difficulties, and resistance. European 

Physical Education Review, 10(2), 135-155. 

Ministry of Education. (2023a). Guide for physical education teacher: Seventh grade. Ministry 

of Education Press. Retrieved from https://shorturl.at/8Mo5M  

Ministry of Education. (2023b). Ministry of Education launches 39 training programs to 

enhance the performance of 1,435 physical education supervisors, teachers, and 325 

students. Ministry of Education. Retrieved January 12, 2025, from 

https://www.moe.gov.sa/ar/mediacenter/MOEnews/Pages/Physical-education.aspx 

O’Bryant, C. P., O’Sullivan, M., & Raudensky, J. (2000). Socialization of prospective physical 

education teachers: The story of new blood. Sport, Education and Society, 5(2), 177–193. 

Parker, J. (1995). Secondary teachers’ views of effective teaching in physical education. Journal 

of Teaching in Physical Education, 14(2), 127–139. 



 93 

Rakha, A. H., Albahadel, D. M., & Saleh, H. A. (2022). Developing an active lifestyle for 

children considering the Saudi Vision 2030: The family’s point of view. PLoS One, 17(9), 

e0275109. https://doi.org/10.1371/journal.pone.0275109  

Romar, J. E., Henriksson, J., Ketomäki, K., & Hastie, P. (2016). Teachers’ learning experiences 

with the sport education model in physical education. Scandinavian Sport Studies Forum, 

7, 1–26. 

Saudi Vision 2030. (2018). National Transformation Program (2030). Saudi Vision 2030. 

Retrieved from http://vision2030.gov.sa/en  

Shiver, V., Simonton, K. L., Simonton, A., & Alshuraymi, A. (2024). Utilizing a community of 

practice for teaching personal and social responsibility: A case study. Journal of Teaching 

in Physical Education, 44(1), 91–99. 

Siedentop, D., Hastie, P., & van der Mars, H. (2020). Complete guide to sport education (3rd 

ed.). Human Kinetics. 

Silva, R., Farias, C., & Mesquita, I. (2021). Challenges faced by preservice and novice teachers 

in implementing student-centred models: A systematic review. European Physical 

Education Review, 27(4), 798–816. 

Sinelnikov, O. A. (2009). Sport Education for teachers: Professional development when 

introducing a novel curriculum model. European Physical Education Review, 15(1), 91–

114. 

Sinelnikov, O., & Hastie, P. (2009). A review of girls’ experiences during sport education. 

Journal of Qualitative Research in Sports Studies, 3(1), 67–78. 



 94 

Wallhead, T. L., Hagger, M., & Smith, D. T. (2010). Sport Education and extracurricular sport 

participation: An examination using the trans-contextual model of motivation. Research 

Quarterly for Exercise and Sport, 81(4), 442–455. 

Wallhead, T., & O’Sullivan, M. (2005). Sport education: Physical education for the new 

millennium? Physical Education and Sport Pedagogy, 10(2), 181–210. 

Windschitl, M. (2002). Framing constructivism in practice as the negotiation of dilemmas: An 

analysis of the conceptual, pedagogical, cultural, and political challenges facing teachers. 

Review of Educational Research, 72(2), 131–175. 

 

 

 

 

 

 

 

 



 95 

Appendix 1 

Sample Codebook for Teachers’ Critical Incident Reports 

Dilemmas  Categories/Subcategories Definitions Examples 
Pedagogical 
Dilemmas 

Students’ 
Motivation/Learning  
 
1. Accept lesson  
2. Accept the model idea 
3. Enthusiasm  
4. Enjoyment  
5. Skills discovery  
6.  Positive atmosphere 
7. Desire for learning  
8. Promote roles  
9. Promote students desire 
(general) 
10. Desire for playing 
11. Student creativity 
12. Self-reliance 
13. Enhance students’ 
learning  
14. Student 
communications after 
school.  
15. Student practices after 
school. 
 
 

Teachers highlight 
times students enjoyed 
and accepted the 
model’s idea and 
enthusiastically 
participate in the 
lessons.  
 
Teachers find the SE 
model helpful to 
provide students with 
positive learning 
environment, positive 
learning outcomes, 
promote students’ self-
reliance, desire to 
learn and play on  
teams, skills discovery 
and learning as well as 
students’ confident to 
officiate games. 
 
Teachers highlight 
times students 
communicated and 
practiced skills in out-
of-school times. 

“Students accept 
handball” (Ahmed; L1)  
 
“Students show 
enthusiasm when 
dividing them into 
groups and assigning a 
leader to guide the 
students in the group” 
(Ahmed; L1) 
 
“The appearance of 
enthusiasm during 
games.” (Ahmed; L3) 
 
“Showing enthusiasm 
during class [PE 
class].” (Ahmed; L4) 
 
“Students’ enthusiasm 
for qualifying for the 
final [championship] 
game.” (Ahmed; L5) 
 
“Students’ enthusiasm 
while playing the 
championship game, 
which made the game 
take longer than usual 
due to the score being 
tied.” (Ahmed; L6) 
 
 

Pedagogical 
Dilemmas  

Personal and Social 
Responsibility  
 
1. Listen to team captain  
2. Encourage the opposite 
team 
3. Encourage each other  
4. Benefit from each other 

Teachers highlight 
times students 
reflected honestly, fair 
play, respected and 
encouraged each other, 
accepted game results, 
and handled conflict 

“… students accept 
new information from 
the group leader.” 
(Ahmed; L2) 
 
“Encouraging the 
winning team” 
(Ahmed; L3) 
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5. Fair play  
6. Shake hands 
7 Students respect each 
other 
8. Respect referees  
9. Accept referee decisions 
10. Accept game results  
11. Honesty  
12. Don’t show anger 
13. Student interaction  
14. Show responsibility in 
school  
15. Classroom teacher 
notice 
 

following SE-based 
protocols. 
 
Teachers highlight 
times students showed 
responsible behaviors 
beyond the PE class. 

 
“Fair competition” 
(Ahmed; L3) 
 
“Teams’ respect for 
referees” (Mustafa; L4) 
 
“Great student 
interaction” (Mustafa; 
L5) 
 
“Encouraging 
sportsmanship” 
(Mustafa; L5) 
 
“Appreciate and respect 
the decisions of 
officials” (Mustafa; L5) 
 
“Team C accepted the 
game result and did not 
argue throughout the 
game.” (Faris; L4) 

Pedagogical 
Dilemmas  

Roles Commitment and 
Success 
 
1. Set up equipment 
2. Clean the court  
3. Scorekeepers  
commitment to roles 
4. Roles commitment 
(general) 
5. Comprehend roles  
6.  Referee success 
7. Students’ 
Motivation/Learning 
 

Teachers highlight 
times students 
understood and 
adhered to their 
assigned roles and 
showed successful 
performance in their 
roles. 
 
Teachers highlight 
times students didn’t 
commit to their 
assigned roles and 
responsibilities.   

Equipment was 
organized by groups.” 
(Ahmed; L2) 
 
“Upon completion of 
the lesson, the students 
cleaned the space or 
playground.” (Ahmed; 
L2) 
 
“Students set up 
equipment before the 
class” (Ahmed; L5) 
 
“Students’ assigned 
roles became clear 
while carrying out the 
lesson.” (Ahmed; L5) 
 
“Comprehend the 
competition more by 
understanding the tasks 
assigned to them 
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[students] while 
implementing the 
model” (Khaled; W2) 

Cultural 
Dilemmas  

Culture and PE Tradition  
 
1. Don’t bring PE dress 
2. Students absence 
3. Students delay  
 
 
Negative Attitudes Toward 
Referees  
 
1. Don’t accept referee 
decisions  
2. Arguing with the 
referees  
 
 
 
PE Curriculum  
 
1. Lack of PE classes 
 
 
 
 
PE Lesson Length and 
Timing  
 
1.  Length of PE class  
2. Timing of PE class 
 
 
PE Space and Resources  
 
1. Lack of equipment and 
courts  
2. Lack of sport courts  
 
 
 
 
 
 
 

Teachers highlight 
times students were 
absent or late. Students 
didn’t bring their dress 
in PE, and had no 
desire to participate in 
the model.  
 
Teachers highlight 
times students didn’t 
accept the referee 
decisions, didn’t trust 
them because they 
were students as well 
as continually arguing 
and fighting with 
them.  
 
Teachers highlight 
times they were 
struggling with the 
lack of PE classes in 
the current curriculum.  
 
 
 
Teachers highlight 
issues related to PE 
class time and timing. 
 
 
 
Teachers highlight 
times they were 
struggling with the 
lack of PE space and 
recourses while 
implementing the 
model.    

Ten students did not 
bring PE dress and 
were not included in 
the educational process. 
(Ahmed; L1) 
 
Students’ absence from 
the school day.(Ahmed; 
L5) 
 
“Students were late in 
getting off, causing a 
delay in the game and 
increasing the time at 
the end of the class.” 
(Ahmed; L6) 
 
“The problem of 
absence of 
distinguished players 
was repeated, which led 
to the loss of the team 
…” (Naif; L?) 
 
“Students argue with 
the referee during the 
game.” (Ahmed; L2) 
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Note. All names are pseudonyms; PE = Physical education; and SE = Sport Education.  
 

 

 

 

 

 

 

 

 

 

 

 
 

Political 
Dilemmas  

School Staff Support and 
Enthusiasm  
 
1.  Classroom teachers and 
administrative support   
2.  Classroom teachers 
support   
3. Ministry exam  
4. Schedule change by 
administration 
5. Exams schedule 
conflicts with PE class 
time 
 
 
 
 

Teachers highlight 
times the school 
administration and 
classroom teachers 
supported the idea of 
the model and attended 
the final ceremony.   
 
Teachers highlight 
times they encountered 
issues from the school 
administration which 
had effects on the flow 
and progression while 
implementing the 
model.  
 
 
 

 
“The closing day 
[awards ceremony] 
comprised the presence 
of classroom teachers 
…” (Naif; L?) 
 
“Being late in going to 
sports class [PE class] 
due to a test from the 
Ministry and the 
presence of 
supervisors.” (Ahmed; 
L4) 
 
“The school 
administration changed 
the schedule, which 
caused students not to 
bring their PE dress” 
(Ahmed; L5) 
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Abstract 

Purpose: Although the successful adoption and positive outcomes of the Sport Education model 

have been documented in various cultural contexts beyond English-speaking countries, no 

research to date has explored its impact on Saudi Arabian students. This study examines the 

influence of the Sport Education model on Saudi Arabian male middle school students’ intrinsic 

motivation (measured through the satisfaction of basic psychological needs, as well as perceived 

enjoyment and effort in PE) and their perceived achievement of the Saudi national objectives for 

Physical Education (PE). Method: Sixty-three Saudi male middle school students from four 

classes (ages 11-15 years) participated in a quasi-experimental design, with 28 students in the 

Sport Education group and 35 in the Traditional Teaching group. Data were collected through 

three pre- and post-surveys. Results: The results revealed significant differences between the 

Sport Education and Traditional Teaching conditions in changes to perceived autonomy, effort, 

and achievement of the Saudi national objectives for PE. No significant differences were found 

for perceived competence, relatedness, or enjoyment between the conditions. 

Conclusion: Overall, the significant improvement in motivation observed among the Sport 

Education students in the present study is consistent with findings from prior research. The study 

highlights the alignment between the Sport Education features and Saudi Vision 2030 goals, 

supporting its potential to promote Islamic sports-based values in PE. These findings suggest that 

Sport Education is more effective than Traditional Teaching in enhancing intrinsic motivation 

and achieving the Saudi national objectives for PE.                                           

 

Keywords: Saudi Vision 2030, seasons, self-determination theory, Islamic values 
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The Influence of Sport Education on Saudi Arabian Middle School Students’ Motivation and 

Achievement of Saudi National Physical Education Objectives 

 

In 2016, the Saudi Crown Prince Mohammed bin Salman Al Saud ushered in an 

ambitious vision called ‘Saudi Vision 2030’, aimed at fostering economic and personal growth 

while enhancing the well-being of Saudi citizens (Mohiuddin et al., 2023). The Vision 2030 is 

founded on three pillars: a vibrant society, a thriving economy, and an ambitious country, shifting 

the country’s economic paradigm away from its dependence on oil revenue. Instead, health, 

industry, education, leisure, tourism, mining, and infrastructure are among the areas that the 

vision aspires to promote (KSA-Government, 2016). 

According to Al-Hazzaa and AlMarzooqi (2018, p. 5), “The Vision 2030 included an 

ambitious healthy lifestyle promotion programs targeting the Saudi population. Indeed, level 

2.2.1 objectives of the Vision 2030 indicated that ‘increasing public participation in PA and 

sports’ is an important endeavor to be achieved.” Another key aspect of Vision 2030 is 

encouraging all genders to engage in sports. Saudi Arabian schools have long offered physical 

education (PE) classes to girls, and they may now lawfully pursue PE degrees at the university 

level, join sports training programs, and work for sports organizations. Recently, the Education 

and Training Evaluation Commission (2020) established twenty-one criteria for Saudi health and 

PE teachers. Respected experts subsequently utilized these criteria to guide the development and 

implementation of a standardized curriculum for school PE programs. 

Despite significant advancements, most PE teachers in Saudi Arabia persist in using 

traditional instructional approaches. According to Metzler (1999, 2017), these traditional 

approaches predominantly center on the subject content, with the teacher assuming a central role 
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as the primary authority in determining the subject matter, goals, class format, and students’ roles 

and responsibilities. Within traditional approaches, students are expected to follow the teacher’s 

directives without deviation, which often restricts their autonomy and reduces their active 

engagement in the learning process. Further, the heavy focus on skill development inherent in 

traditional approaches has contributed to students expressing diminished enthusiasm and limited 

learning experiences in PE (Metzler, 2017). Launder and Piltz (2013) highlight the importance of 

offering students authentic and meaningful practice opportunities. These are considered essential 

components for enhancing motivation in PE; however, they are often neglected in traditional 

instructional approaches.  

Motivational framework 

The role of motivation in enhancing academic achievement (Chen, 2001) and 

encouraging positive behaviors in PE and sports settings (Mitchell, 1996) is well-documented. 

Motivation for the purpose of this study is based on Self-Determination Theory (SDT; Deci & 

Ryan, 1985). According to SDT, the motivation continuum ranges from amotivation to intrinsic 

motivation (see Figure 3). Amotivation refers to a lack of intention and motivation to engage in 

any activity (Deci & Ryan, 2008). Extrinsic motivation varies in autonomy, from external 

regulation (driven by external rewards or punishments) and introjected regulation (motivated by 

guilt or self-worth), to more autonomous forms like identified regulation (when the activity 

aligns with personal values) and integrated regulation (when it becomes part of one’s self-

concept). These motivations are often grouped into autonomous (intrinsic, identified, integrated) 

and controlled (external, introjected) categories (Cheon et al., 2012; Haerens et al., 2015; 

Ntoumanis, 2001; Standage et al., 2005). Intrinsic motivation represents the highest level of 

autonomous motivation (Ntoumanis, 2001; Standage et al., 2005; Vasconcellos et al., 2020) and 
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has been a central focus in educational motivation research (Ryan et al., 1985). As defined by 

Deci and Ryan (1985), intrinsic motivation refers to behaviors undertaken for their inherent 

enjoyment and satisfaction, driven by the act itself rather than external rewards.  

Three essential psychological needs are identified for intrinsic motivation: autonomy, 

competence, and relatedness (Deci & Ryan, 1985; Ryan & Deci, 2000, 2017). Autonomy is 

characterized by engaging in behaviors that are both voluntary and reflectively self-endorsed 

(Niemiec & Ryan, 2009). Competence is defined as the belief in one’s ability to achieve success 

or demonstrate effectiveness in a particular context (Deci, 1975; Harter, 1983). Relatedness 

refers to the experience of feeling a sense of belonging and care within a social environment 

(Baumeister & Leary, 1995; Bowlby, 1979; Harlow, 1958; Ryan, 1995). This concept 

encompasses feeling accepted by peers and teachers, receiving strong social support, and 

cultivating positive friendships. 

 

 

 

 

 

 

 

Figure 3 

The Self-Determination Continuum. Reprinted from Vasconcellos et al. (2020, p. 1445).  
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Correlations between intrinsic motivation, enjoyment, and effort in PE 

 SDT serves as a foundational framework for understanding motivation in PE, offering a 

robust perspective on how social-contextual factors shape students’ motivational experiences. Its 

strength lies in elucidating the ways in which PE environments influence student engagement 

and learning outcomes (Ntoumanis et al., 2009). Research suggests that when students are 

intrinsically motivated, they are more likely to develop positive perceptions of PE, leading to 

greater enjoyment and sustained participation (Vasconcellos et al., 2020). Empirical evidence 

from both sports (Pelletier et al., 1995) and PE settings (Ntoumanis, 2001) further reinforces this 

link, demonstrating that intrinsic motivation correlates with reduced boredom, increased effort, 

and a stronger intention to remain physically active. In this regard, Vallerand (2001) emphasizes 

that fostering an environment that satisfies students’ three basic psychosocial needs: autonomy, 

competence, and relatedness, is essential for enhancing motivation and promoting long-term 

engagement in physical activity. 

Sport Education model  

Sport Education is a student-centered approach designed to provide more authentic and 

meaningful sports experiences, empowering students to become competent, literate, and 

enthusiastic participants in sports (Siedentop, 1994). According to Siedentop (1998), a competent 

sportsperson is equipped with abilities and strategies that match the complexity of the game, 

enabling them to engage as informed game players. A sports literate individual knows and 

appreciates sports rules, rituals, and traditions, can discern good from poor sport practices, and is 

developing the motivation to act on that knowledge to enhance sport. A sports enthusiast plays as 

part of a physically active lifestyle and preserves, protects, and improves sport culture to make it 

more accessible. Sport Education seeks to provide students in PE with motivating and enjoyable 
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athletic experiences by simulating key features of real-world sports (Siedentop, 1994). These six 

key futures are: seasons, affiliation, formal competition, record keeping, festivity, and 

culminating event (Siedentop et al., 2020).   

Impact of Sport Education on students’ intrinsic motivation 

Hastie and Sinelnikov (2006), along with Wallhead and Ntoumanis (2004), emphasize 

the value of examining Sport Education through the lens of SDT, highlighting its role in 

enhancing motivation in PE settings. Spittle and Byrne (2009) argue that different instructional 

approaches yield varying effects on student motivation. Among these, Sport Education has 

emerged as a particularly effective model, with studies revealing its significant to foster intrinsic 

motivation compared to traditional instructional approaches (Albaloul et al., 2024; Cuevas et al., 

2016; Spittle & Byrne, 2009). Furthermore, Burgueño et al. (2018) highlight the model’s 

effectiveness in addressing the three basic psychological needs of autonomy, competence, and 

relatedness, as outlined in SDT. 

Expanding on this, Manninen and Campbell (2022) conducted a systematic review and 

meta-analysis assessing the impact of Sport Education on basic psychological need satisfaction, 

intrinsic motivation, and prosocial attitudes in PE. Their findings indicate that Sport Education is 

more effective in fulfilling students’ basic needs and promoting intrinsic motivation and social 

cohesion compared to traditional instructional approaches such as skill-drill and direct 

instruction. Similarly, Wallhead et al. (2013) explored the long-term effects of Sport Education 

on high school students’ social goals, enjoyment, and leisure-time physical activity. Their study 

revealed that extended exposure to Sport Education fostered stronger social bonds by 

encouraging peer approval for participation, which in turn significantly predicted students’ sense 

of relatedness and enjoyment. Importantly, these social connections extended beyond the class, 
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influencing students’ decisions to engage in extracurricular physical activities. Wallhead and 

Ntoumanis (2004) further investigated the motivational impact of Sport Education on high 

school students and found that only those in the Sport Education group experienced significant 

improvements in enjoyment and perceived effort, reinforcing the model’s effectiveness in 

fostering a more engaging and motivating PE experience. 

Purpose of the study  

The successful adoption and positive outcomes of the Sport Education model have been 

documented in various cultural contexts beyond English-speaking countries. Notable examples 

include studies by Hastie and Sinelnikov (2006) among Russian students, Gutiérrez et al. (2013) 

and Burgueño et al. (2018) with Spanish students, and Albaloul et al. (2024) focusing on Arabic 

(Kuwaiti) students. However, no research to date has explored the impact of Sport Education on 

Saudi students. The purpose of this study was to examine the influence of Sport Education on 

Saudi Arabian middle school students’ (a) intrinsic motivation, as measured by the satisfaction of 

basic psychological needs, as well as perceived enjoyment and effort in PE, and (b) their 

perceived achievement of the Saudi national objectives for PE. It was hypothesized that students 

who participated in Sport Education seasons would demonstrate higher levels of motivation and 

perceived achievement of the Saudi national objectives for PE during post-test assessments 

compared to students engaged in traditional PE classes. The study was guided by two questions: 

(1) What is the influence of Sport Education on Saudi middle school students’ intrinsic 

motivation in PE?, and (2) What is the influence of Sport Education on Saudi middle school 

students’ perceptions of their achievement of the Saudi national objectives for PE? 
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Method 

Design 

The study used a quasi-experimental pre-test and post-test with a non-equivalent control 

group design. The independent variable was the instructional condition (Sport Education or 

Traditional Teaching). The dependent variables were students’ intrinsic motivation (measured 

through the satisfaction of basic psychological needs, as well as perceived enjoyment and effort 

in PE) and their perceived achievement of the Saudi national objectives for PE. The sample 

groups were pre-established and chosen for convenience purposes. The Traditional Teaching 

condition served as a comparative baseline to assess the influence of the Sport Education 

condition on the dependent variables. 

The research protocol was approved by the Research Ethics Committee and Institutional 

Review Board (IRB) for Human Subjects Research at Auburn University, and King Saud 

University and the General Directorate for Education in Riyadh Region. Consent from the 

General Directorate was granted on behalf of each middle school. Upon obtaining the General 

Directorate approval, authors could visit any school according to the identified educational 

levels, genders, and regions specified in the submitted IRB form. Furthermore, the school 

administration granted verbal approval for the data collection processes, and informed consent 

was obtained from students and their legal guardians.  

Participants and Setting 

Sixty-three Saudi male middle school students in the seventh and eighth grades 

participated in the study. The ages of the participants ranged from 11 to 15 years (Mage = 13.19, 

SDage = 0.72). Given the ease of access to the selected school, the present study used a 

convenience sample from one all-boys public Qur’anic school located in the northeast area of 
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Riyadh City, the capital of Saudi Arabia. The school was well-resourced with a large gymnasium 

and satisfactory equipment to provide students with their own piece of equipment during skill-

based and Sport Education lessons.  

All seventh- and eighth-grade classes in the school, consisting of two seventh-grade and 

two eighth-grade classes, were selected based on teacher and class availability in the sport of 

soccer. Concerning their educational background, all participants were acquainted with soccer as 

a curricular component in previous educational levels. However, for approximately 52.4% of the 

participants (seventh-grade students), this was their first experience with a full version of the 

Sport Education model. These students were distributed over the two conditions.  

In Saudi Arabia, middle school PE typically adheres to a standardized multi-activity 

curriculum with the focus on achieving grade-appropriate skills in several team sports including 

soccer, volleyball, handball, and basketball. Delivery of the curriculum is through a series of 

relatively short units, with four lessons each (Ministry of Education, 2023a, 2023b). 

The teacher of all four classes was a Saudi male in his 30s with 10 years of teaching 

experience. He was also working as a soccer academy manager during the period of the study. 

He holds a bachelor’s degree in Teaching Physical Education and was pursuing his master’s 

degree at the time of the study. The teacher had received previous training in the implementation 

of the Sport Education model and had taught several soccer seasons with middle school students 

prior to this study.  

Instructional Conditions 

Sport Education 

The students participated in a 10-lesson soccer season plan designed by the first author. 

While the literature suggests that units closer to 15 lessons are preferred (Siedentop et al., 
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2020), the teacher agreed to extend his usual unit commitment from four to ten lessons. 

Considering the teacher’s previous experience with the model and the aim to assess students’ 

responses to its various elements, this adjustment was seen as a reasonable compromise. 

Importantly, all aspects of the traditional Sport Education format such as seasons, affiliation, 

formal competition, record-keeping, festivity, and a culminating event (Siedentop et al., 2020) 

were included in the unit. 

 The soccer learning tasks were derived from the Saudi Arabian PE standardized 

curriculum for seventh and eighth grades. The skills assigned to seventh-grade students included 

throw-in, toe stop, dribbling, and stationary kick (Ministry of Education, 2023a), while the skills 

assigned to eighth-grade students included jumping header, long pass, and thigh trap (Ministry of 

Education, 2023b). The teacher was given the season plan and the necessary materials, including 

a player list sheet, a system for scoring games, a formal competition schedule, and details of 

awarding fair play and officiating points. Initially, the teacher divided the students into three 

teams. Then, over five weeks (2 lessons a week; 45 minutes), these teams proceeded to learn and 

practice skills together, and play each other in an ongoing series of practice games before 

moving on to the formal competition. The teacher also assigned students to managerial roles on 

the team, such as equipment manager, warm-up trainer, team captain, and coach, and had them 

officiate and keep score throughout both practice and competition games. A complete outline of 

the soccer season plan for seventh and eighth grades is shown in Table 8. 

Table 8 

Soccer Season Plan for Seventh and Eighth Grades 

Lesson Content 

1 
o Explain the season plan to students (same teams, learn the game, team practices, 

learn to officiate, then a competition phase)  
o Stress that the championship is NOT determined by win-loss only  
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o Explain rules of soccer  
o Form ad hoc teams (not your final teams) and play games as you watch and 

teach soccer rules 

2 

o Team assignment .. introduce team roles (captain, equipment manager, fitness 
leader, scorekeeper) .. assign team areas  

o Team names and members  
o Team skill practice (throw-in, toe stop) for seventh-grade students, OR (jumping 

header) for eighth-grade students 
o Finish lesson with short games between squads (no officiating)  

3 
o Roles included in lesson protocol (warm-up and equipment)  
o Explain officiating responsibilities (referee, scorekeeper, statistician)  
o Practice game with practice officiating (rotate teams through)  

4 

o Entry roles – Team warm-up, etc.  
o Team skill practice (dribbling, stationary kick) for seventh-grade students, OR 

(long pass, thigh trap) for eighth-grade students  
o Pre-season games (you decide how long, but don’t make it extensive)  
o Try to have everyone play x 2 and officiate x 1 during the day  

5 
o Pre-season games (you decide how long, but don’t make it extensive)  
o Try to have everyone play x 2 and officiate x 1 during the day  

6 
o Team warm-up  
o Formal competition  

7 
o Team warm-up  
o Formal competition 

8 
o Team warm-up  
o Formal competition 

9 
o Team warm-up  
o Playoffs  

10 o Championship game  
o Presentation of awards  

 

To promote the fidelity of the Sport Education implementation, the first author frequently 

visited the school, observed the seasons, and recorded the extent to which the implementation of 

the lessons matched the planned activities and model characteristics using the instructional 

checklist developed by Hastie et al. (2013). Key elements included that (a) groups of students go 

to a designated home area and begin warming up with that group, (b) students practice together 

with their group/team under the direction of a peer leader, (c) students remain a part of easily 
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identifiable groups throughout the lesson and throughout different tasks, (d) performance records 

are kept by students, (e) students perform specialized tasks within their group/team, and (f) 

student performance scores count toward a formal and public scoring system. 

The lessons were assessed using the Hastie et al. (2013) checklist which has a binary 

grading system, where each characteristic of the model was marked as ‘Yes’ (present) or ‘No’ 

(not present). Across the seasons, the model characteristics were correctly implemented 100% of 

the time, according to the phase of the season.  

Traditional Teaching 

The students participated in a 10-lesson soccer unit designed by the teacher that followed 

the typical teaching style and lesson sequence of Saudi PE teachers. That is, the teacher generally 

used a command style during whole-group instruction. Consistent with the Sport Education 

classes, the soccer learning tasks were derived from the Saudi Arabian PE standardized 

curriculum for seventh and eighth grades (Ministry of Education, 2023a, 2023b). A typical lesson 

started with a class warm-up, followed by learning skills via sport-specific activities organized 

by the teacher, and the final large segment of the lesson was gameplay, often with two matched 

mixed-ability teams. Students in the Traditional Teaching condition were not members of 

persisting teams (teams were created daily) and none of them were involved with team-based 

responsibilities. Further, during game play, the students did not experience officiating or record 

keeping roles.  

Data Collection 

Data were collected at two points during the 2024-2025 Saudi academic calendar. In 

Saudi Arabia, the academic year is organized into three semesters, with breaks for Islamic 

holidays, national events, and seasonal vacations (Education Middle East, n.d.). At pre- and post-
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test, all participants completed the following three measures to assess their achievement of basic 

psychological needs in PE, perceived enjoyment and effort in PE, and perceived achievement of 

the Saudi national objectives for PE.  

The pre- and post-test measures were completed individually and anonymously by 

students and were administered by the first author at the school. Each student was given an 

identification number by the author to facilitate the matching of their answers between pre-test 

and post-test measures. Pre-test measures took place before the intervention. Students thereafter 

participated in their predetermined classes, either the Sport Education condition (two classes, n = 

28) or the Traditional Teaching condition (two classes, n = 35). Post-test measures occurred in 

the last class of the intervention. In the post-test phase, students completed the same measures, 

with the directive to tailor their responses to their respective instructional conditions (Sport 

Education or Traditional Teaching).  

Measures 

The Basic Psychological Needs in Physical Education Scale 

Students’ basic psychological needs in PE (BPN-PE) were measured using the English 

version adapted to PE (Vlachopoulos et al., 2011) of the Psychological Needs in Exercise Scale 

(Vlachopoulos & Michailidou, 2006). The BPN-PE has provided adequate evidence of reliability 

and validity across a similar age group of students (Vlachopoulos et al., 2011). Following the 

stem “In general in PE …”, the students provided their answers on 12 items with a 7-point Likert 

scale, ranging from 1 (I completely disagree) to 7 (I completely agree) with the midpoint of 4 

using the verbal anchor (I moderately agree) to increase response variability. The instrument is 

grouped into four items by factor, to measure autonomy need satisfaction (example item “I feel 

like the activities we are doing have been chosen by me”), competence need satisfaction 
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(example item “I am able to succeed even in the lessons considered difficult by most students”), 

and relatedness need satisfaction (example item “I feel like I belong to a large group of close 

friends”). The mean scores for each subscale were used to establish the perceived autonomy, 

perceived competence, and perceived relatedness scores at pre- and post-test. 

Perceived Enjoyment and Effort 

Students’ perceived enjoyment and effort in PE were measured using two subscales from 

the Intrinsic Motivation Inventory (IMI) (Ryan, 1982), adapted for sports settings by McAuley et 

al. (1989). This instrument has been shown to provide reliable and valid scores in a similar age 

group of Arabic students (Albaloul et al., 2024). The complete version of IMI requires that 

participants answer 18 questions assessing four dimensions of intrinsic motivation: 

Enjoyment/Interest, Effort/Importance, Perceived Competence, and Pressure/Tension. In this 

study, eight items from two subscales were measured using a 7-point Likert-type scale, ranging 

from 1 (strongly disagree) to 7 (strongly agree). Each of the subscales consisted of four items for 

perceived enjoyment (example item “I enjoy PE activities very much”), and perceived effort 

(example item “I put a lot of effort into PE activities”). The mean scores for each subscale were 

used to establish the perceived enjoyment and perceived effort scores at pre- and post-test. 

Students’ Perceptions of Their Achievement of the Saudi National PE Objectives Survey 

(SPAS-NPEOS) 

The students’ perceived achievement of the Saudi national objectives for PE was 

measured using a six-question survey developed by the authors (see Table 9). These questions 

were based on the Saudi national PE objectives listed in the standardized multi-activity 

curriculum for students in the seventh and eighth grades (Ministry of Education, 2023a, 2023b).  
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The aim of this survey was to evaluate students’ progress in achieving these objectives at 

the end of the two instructional conditions (Sport Education and Traditional Teaching). 

Responses were provided on a 7-point Likert scale, ranging from 1 (very poor) to 7 (excellent). 

The mean scores for the SPAS-NPEOS questions were used to establish the perceived 

achievement scores at pre- and post-test.  

Table 9 

The Six Questions to Assess Students’ Progress Toward Saudi National Objectives for PE 

1. How would you describe your ability to do the skills of the game (e.g. dribbling, passing, 
trapping, etc.)?  

2. How would you describe your ability to list appropriate warm-up and fitness activities 
needed for this sport? 

3. How well are you able to describe the rules and fair play aspects associated with this sport? 
4. How enthusiastic were you during this unit of (soccer)? 
5. How well did you demonstrate good sportsmanship and respect for others during this unit? 
6. How would you describe your ability to identify the famous Saudi athletes in the sport you 

just played? 
 

Translation of the Instruments 

Given that the study participants were native Arabic speakers likely to struggle with the 

English versions of the instruments, the first author managed the translation from English to 

Arabic. Following the guidelines set by Sousa and Rojjanasrirat (2011) for cross-cultural 

instrument validation, the first author translated, adapted, and validated the instruments to create 

a culturally equivalent version for Saudi middle school students. The process included the 

following steps: (a) initial translation by the first author and an Arabic-speaking Ph.D. student; 

(b) comparison of the translations with the original instruments, resolving any ambiguities; (c) 

blind back-translation of the English versions into Arabic by two certified English teachers fluent 

in Arabic; (d) review of the back-translated instruments against the originals to identify 
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discrepancies; and (e) issuance of an official certificate from a certified translation center 

confirming the translation’s accuracy. 

Content and Face Validity of the Instruments 

Similar to Albaloul et al. (2024), a panel of experts including two university faculty 

members and five in-service PE teachers with teaching experience ranging from 6 to 35 years (M 

= 13, SD = 9.93) reviewed the instruments to ascertain content validity. To evaluate face validity, 

a pilot test was performed in two middle school PE classes (n = 40) that were not part of this 

study. In this phase, the students rated the clarity of the instrument items/questions as 0 (unclear) 

or 1 (clear). Results of the pilot test indicated that the inter-rater agreement percentages across all 

instruments were satisfactory, exceeding the 80% threshold set by Sousa and Rojjanasrirat 

(2011). The BSN-PE reached an inter-rater agreement percentage of 94.43%, the IMI of 95.63%, 

and the SPAS-NPEOS of 96.55%.  

Data Analysis 

An initial reliability analysis of the measures was performed using Cronbach’s alpha to 

assess their reliability. Given that the study used a non-equivalent control group design, a 

manipulation check was conducted at pre-test to identify any early disparities in the dependent 

variables between the two conditions, using a two-tailed independent samples t-test. A series of 2 

(group) x 2 (time) repeated measures analyses of variance (ANOVAs), with students nested 

within classes, were performed to assess the differences in changes between the two instructional 

conditions for students’ basic psychological needs in PE, perceived enjoyment and effort in PE, 

and perceived achievement of the Saudi national objectives for PE, with follow-up paired-sample 

t-tests executed for significant ANOVAs.  
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Results 

Reliability 

Table 10 shows the Cronbach’s alpha coefficients for both conditions and all measures at 

pre- and post-test. According to Nunnally’s (1975) threshold of 0.70 for the psychological 

domain, all subscales were considered acceptable. 

Manipulation Check 

The results of the independent samples t-test at pre-test indicated no significant 

differences between the Sport Education and Traditional Teaching conditions for autonomy (t(61) 

= -0.08; p = .937; d = -0.02), competence (t(61) = 0.70; p = .489; d = 0.18), relatedness (t(61) = 

1.41; p = .164; d = 0.36), perceived enjoyment (t(61) = 1.63; p = .109; d = 0.41), perceived effort 

(t(61) = -0.62; p = .538; d = -0.16), or overall perceived achievement of the Saudi national 

objectives for PE (t(61) = -0.50; p = .620; d = -0.13).  

Table 10 

 Cronbach’s Alpha Coefficients for Dependent Variables at Pre- and Post-test 

Measure Subscale Pre-test α Post-test α 

BPN-PE  
Autonomy 0.85 0.86 
Competence 0.80 0.89 
Relatedness 0.80 0.88 

IMI 
Perceived Enjoyment  0.84 0.89 
Perceived Effort  0.81 0.84 

SPAS-NPEOS Six Developed Questions  0.84 0.81 

Note. α = Cronbach’s alpha. 

Students’ Basic Psychological Needs in PE 

Table 11 shows the pre and post psychological needs in PE scores by group. A significant 

Group x Time interaction was found for autonomy (Wilks’ Λ = 0.86; F(1,61) = 9.84; p = .003; η² = 
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0.14), with a large effect size. No significant Group x Time interaction was found for 

competence (Wilks’ Λ = 1.00; F(1,61) = 0.06; p = .807; η² = 0.00). No significant Group x Time 

interaction was found for relatedness (Wilks’ Λ = 1.00; F(1,61) = 0.32; p = .572; η² = 0.01). 

Follow-up pairwise comparisons (paired-samples t-tests) on pre- to post-test scores on perceived 

autonomy indicated that there was a significant difference for the Sport Education condition (t(27) 

= -4.78; p = <.001; d = -0.90), but there was no significant difference for the Traditional 

Teaching condition (t(34) = -0.62; p = .271; d = -0.10). This indicates that perceived autonomy 

increased significantly only for the Sport Education condition from pre- to post-test. 

Table 11 

Descriptive Statistics for the BPN-PE Subscales 

 Pre-test 
M (SD) 

Post-test 
M (SD) 

t p d 

Autonomy      

SE 4.02 (1.70) 5.60 (1.05) -4.78 <.001 -0.90 
TT 4.05 (1.73) 4.24 (2.00) -0.62 .271 -0.10 

Competence      
SE 5.02 (1.27) 5.67 (1.03) -3.42 <.001 -0.65 
TT 4.76 (1.56) 5.49 (1.50) -3.55 <.001 -0.60 

Relatedness      
SE 5.46 (1.05) 6.10 (1.30) -2.15 .020 -0.41 
TT 4.96 (1.62) 5.36 (1.62) -1.35 .094 -0.23 

Note. SE = Sport Education condition; TT = Traditional Teaching condition.  
 

Students’ Perceived Enjoyment and Effort in PE 

Table 12 shows the pre and post perceived enjoyment and effort in PE scores by group. 

No significant Group x Time interaction was found for perceived enjoyment (Wilks’ Λ = 1.00; 

F(1,61) = 0.02; p = .894; η² = 0.00). A significant Group x Time interaction was found for 

perceived effort (Wilks’ Λ = 0.93; F(1,61) = 4.57; p = .037; η² = 0.07), with a medium effect size. 
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Follow-up pairwise comparisons (paired-samples t-tests) on pre- to post-test scores on perceived 

effort indicated that there was a significant difference for the Sport Education condition (t(27) = -

3.09; p = .002; d = -0.58), but there was no significant difference for the Traditional Teaching 

condition (t(34) = -0.03; p = .489; d = -0.01). This indicates that perceived effort increased 

significantly only for the Sport Education condition from pre- to post-test. 

Table 12 

Descriptive Statistics for the IMI Subscales 

 Pre-test 
M (SD) 

Post-test 
M (SD) 

t p d 

Perceived 
Enjoyment      

SE 5.33 (1.36) 6.01 (1.25) -1.86 .037 -0.35 
TT 4.67 (1.77) 5.29 (1.86) -1.95 .030 -0.33 

Perceived  
Effort      

SE 5.09 (1.51) 5.87 (1.08) -3.09 .002 -0.58 
TT 5.34 (1.59) 5.34 (1.67) -0.03 .489 -0.01 

 

Students’ Perceived Achievement of the Saudi National Objectives for PE 

Table 13 shows the pre and post perceived achievement of the Saudi national objectives 

for PE scores by group. A significant Group x Time interaction was found for the overall 

perceived achievement of the Saudi national objectives for PE (Wilks’ Λ = 0.92; F(1,61) = 5.29; p 

= .025; η² = 0.08), with a medium effect size. Follow-up pairwise comparisons (paired-samples t-

tests) on pre- to post-test scores on overall perceived achievement of the Saudi national 

objectives for PE indicated that there was a significant difference for the Sport Education 

condition (t(27) = -7.05; p = <.001; d = -1.33), and for the Traditional Teaching condition (t(34) = -

4.75; p = <.001; d = -0.80). This indicates that overall perceived achievement increased 

significantly for both conditions from pre- to post-test; however, the effect size was greater in the 
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Sport Education condition. Figure 4 shows a comparison of the effect size scores from paired 

samples t-tests for each question on the SPAS-NPEOS across the two instructional conditions. 

Table 13 

Descriptive Statistics for the SPAS-NPEOS Questions 

 Pre-test  
M (SD) 

Post-test  
M (SD) 

t p d 

Performing game skills      

SE 3.46 (1.43) 5.64 (1.28) -6.78 <.001 -1.28 
TT 4.29 (2.02) 5.86 (1.46) -4.15 <.001 -0.70 

Listing warm-up and fitness 
activities      

SE 3.75 (1.86) 6.00 (0.86) -6.41 <.001 -1.21 
TT 3.74 (2.02) 5.14 (1.57) -3.81 <.001 -0.65 

Describing rules and fair play      
SE 3.68 (2.07) 6.36 (0.99) -6.56 <.001 -1.24 
TT 3.17 (1.87) 4.57 (1.97) -4.08 <.001 -0.69 

Showing enthusiasm      
SE 4.21 (1.87) 6.46 (0.96) -5.28 <.001 -1.00 
TT 4.71 (2.23) 5.77 (1.90) -2.98 .003 -0.50 

Demonstrating good sportsmanship      
SE 4.39 (1.85) 5.89 (1.23) -4.58 <.001 -0.87 
TT 4.77 (2.09) 5.29 (2.14) -1.93 .031 -0.33 

Identifying famous Saudi athletes      
SE 4.54 (2.20) 6.32 (1.12) -3.97 <.001 -0.75 
TT 4.49 (2.23) 5.80 (1.92) -3.64 <.001 -0.61 
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Figure 4 

Effect Size Comparisons for the SPAS-NPEOS Questions by Instructional Condition 

 

Discussion 

The purpose of this study was to examine the influence of the Sport Education model on 

Saudi Arabian male middle school students’ intrinsic motivation (measured through the 

satisfaction of basic psychological needs, as well as perceived enjoyment and effort in PE) and 

their perceived achievement of the Saudi national objectives for PE. 

Basic Psychological Needs in PE  

The findings of the study indicated a significant difference between the Sport Education 

and Traditional Teaching conditions in changes to perceived autonomy. These findings are 

consistent with the results of previous studies (e.g., Burgueño et al., 2018; Méndez-Giménez et 

al., 2015; Perlman & Goc Karp, 2010). The increased level of autonomy observed only in the 
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Sport Education group could be attributed to the student-led aspects inherent in the Sport 

Education model (Manninen & Campbell, 2022). For instance, providing students with 

opportunities to make their own choices, such as selecting team names, colors, or roles, has been 

demonstrated to promote autonomy within the context of PE (De Meester et al., 2020). These 

results provide evidence supporting the assertion that Sport Education is intrinsically 

autonomous (Perlman, 2010, 2012; Sinelnikov et al., 2007; Wallhead & Ntoumanis, 2004). 

Indeed, students may feel greater autonomy if they have input in many aspects of their learning 

experience (Perlman & Goc Karp, 2010).  

The findings of the study indicated no significant difference in perceived competence or 

relatedness between the two conditions. These results differ from those reported in previous 

studies on Sport Education, particularly in comparison to the traditional instructional styles in PE 

(e.g., Albaloul et al., 2024; Burgueño et al., 2018). Within-group analysis further revealed that 

participants in the Sport Education group showed significant improvements across all three basic 

psychological needs (autonomy, competence, and relatedness) from pre- to post-intervention. 

Whereas students in the Traditional Teaching group exhibited significant improvements only in 

their perceived competence.  

The extended duration of Sport Education seasons, which emphasizes practice and 

gameplay, fosters a stronger sense of competence among students (Hastie, 1998). However, the 

absence of significant changes in perceived competence between the two instructional conditions 

may be explained by two key factors. First, there were ample soccer practice opportunities 

provided to the Traditional Teaching group during the intervention. These opportunities likely 

contributed to enhancing their competence levels as well. Second, the brief duration of the 

season, consisting of only 10 lessons, fell short of the recommended 12-15 sessions for 
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secondary school students as suggested by Siedentop et al. (2020). This limitation may have 

hindered the Sport Education group’s ability to experience substantial changes in competence. 

Nonetheless, it is noteworthy that the effect size for the Sport Education group remained 

marginally higher (0.65 vs. 0.60).  

Additionally, it is important to highlight the absence of significant changes in students’ 

perceived autonomy and relatedness in the Traditional Teaching group from pre- to post-

intervention. First, the lack of variation in perceived autonomy might be attributed to the 

teacher’s predominant role in dictating the content, which may suppress student input and 

decision-making, thereby undermining their sense of autonomy (Metzler, 2017). Second, the 

limited variation in students’ perceived relatedness among the Traditional Teaching group could 

be explained by two key factors: (a) the consistent engagement in prescriptive social settings for 

the entire academic semester, and (b) the homogeneity of the students, who were entirely Saudi 

male with relatively similar skill levels and social status, potentially minimizing the impact of 

gender, skill, or social status differences (Brock et al., 2009).  

According to SDT, fulfilling the basic needs of autonomy, competence, and relatedness 

fosters intrinsic motivation, the highest form of autonomous motivation (Ntoumanis, 2001; Ryan 

& Deci, 2017; Vasconcellos et al., 2020). Our findings support this claim, highlighting the 

distinct effects of instructional methods on satisfying students’ psychological needs. Notably, 

Sport Education promoted a more comprehensive fulfillment of these needs, enhancing intrinsic 

motivation beyond baseline levels, whereas the Traditional Teaching approach maintained stable 

motivation throughout the intervention. 
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Perceived Enjoyment and Effort in PE 

Intrinsic motivation is influenced by factors such as perceived enjoyment and effort 

(Ryan, 1982). The findings of the study indicated a significant difference between the Sport 

Education and Traditional Teaching conditions in changes to perceived effort. These findings are 

in line with previous studies, which consistently highlighted significant differences in perceived 

effort for the Sport Education group compared to Traditional Teaching methods used in PE (e.g., 

Albaloul et al., 2024; Gutiérrez et al., 2013; Wallhead & Ntoumanis, 2004; Wallhead et al., 

2014). The significant variation in perceived effort between conditions could be linked to key 

features of Sport Education, such as team affiliation, formal competition, and record-keeping. 

Being part of a persisting team motivates students to push harder and stay engaged (Hastie, 2000; 

Wallhead & Ntoumanis, 2004). 

Additionally, the findings of the study indicated no significant difference in perceived 

enjoyment between the two conditions. These results stand in contrast to previous studies (e.g., 

Albaloul et al., 2024; Gutiérrez et al., 2013; Wallhead & Ntoumanis, 2004; Wallhead et al., 

2014). For instance, Wallhead et al. (2014) found that students in the Sport Education program 

reported a greater increase in enjoyment than those taught under the multiactivity model.  

Within-group analysis further revealed that participants in Sport Education showed 

significant improvements in both perceived enjoyment and effort from pre- to post-intervention. 

Conversely, students in Traditional Teaching showed significant improvements only in their 

perceived enjoyment. These findings align with anticipated outcomes, as Sport Education has 

been shown to transform PE by fostering teamwork, leadership, and inclusivity, creating a fun 

and engaging experience for all students (Carlson, 1995a; Perlman, 2010).  
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What is particularly interesting, however, is that Saudi middle school students in the 

Traditional Teaching group also demonstrated significant improvements in perceived enjoyment 

from pre- to post-intervention. These changes may be attributed to several factors. First, PE is 

often regarded as one of the most enjoyable times during the school day by many students. 

Research on students’ attitudes toward PE shows that about 80% of students enjoy the subject 

(Carlson, 1995b; Ryan et al., 2003). Second, for some, PE serves not only as a time for physical 

activity but also as a social outlet, offering opportunities to interact with friends and engage in 

activities beyond the structured curriculum. This suggests that the reported improvements may 

not necessarily stem from the specific activities provided in the PE lessons, but rather from the 

positive social and recreational aspects associated with the PE environment. 

Perceived Achievement of the Saudi National Objectives for PE 

 The findings of the study indicated a significant difference between the Sport Education 

and Traditional Teaching conditions in changes to perceived achievement of the Saudi national 

objectives for PE. Within-group analysis further revealed that participants in both instructional 

conditions showed significant increases in their perceived achievement from pre- to post-

intervention. However, as illustrated in Figure 4, the effect size scores were consistently higher 

for the Sport Education condition across all objectives.  

Particularly, objectives 3, 4, and 5, which centered around the importance of 

understanding the rules and promoting fair play, showing enthusiasm, as well as demonstrating 

good sportsmanship, align closely with the core tenets of Sport Education. These objectives also 

resonate deeply with Islamic ethical values. Within Islam, principles and regulations that govern 

participation in sports underscore core values such as brotherhood, cooperation, integrity, and 

humility (Golchin et al., 2021). The experience of staying on the same team throughout a Sport 
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Education season nurtures these ethical values. Moreover, features like formal competition and 

culminating event, as well as roles such as refereeing and scorekeeping play a critical part in 

increasing enthusiasm and instilling a sense of honesty and trust among participants. 

Additionally, it is apparent that these Saudi national objectives for PE align effectively 

with the strategic goals outlined in Saudi Vision 2030, which stands as the government’s current 

top priority. In particular, the Vision 2030 goals, such as ‘increasing public participation in 

physical activity and sports’ and ‘providing education that fosters children’s fundamental 

character,’ are directly tied to the realization of the ‘Vibrant Society’ pillar of Vision 2030. Our 

findings indicate that Sport Education is more likely to promote achievement of these goals than 

Traditional Teaching methods, presenting a more impactful approach to promoting both physical 

activity and character development. 

Limitations 

This study has a number of limitations that must be recognized and addressed. First, the 

use of a non-equivalent control group design, where participants were assigned to pre-established 

groups, did not fully control for potential differences in motivation across conditions, despite 

pre-test checks suggesting no significant discrepancies. Second, although the sample size of 63 

students was larger than in many prior studies, it was constrained by teacher availability and 

class size. Third, the intervention included only 10 lessons, which is fewer than the 

recommended season length for secondary school students (12-15 sessions), as outlined by 

Siedentop et al. (2020). Finally, the male-only sample from a single middle school limits the 

generalizability of the findings.  
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Conclusion 

This study contributes to the literature on Sport Education in two significant ways: (a) it 

represents the initial effort to examine the Sport Education model among Saudi Arabian students, 

providing evidence of its effectiveness in enhancing their intrinsic motivation in PE, and (b) it is, 

to the best of our knowledge, the first study to design a curriculum-based survey and compare 

the influence of two distinct pedagogical approaches in achieving the Saudi national objectives 

for PE.  

Overall, the significant improvement in motivation observed among the Sport Education 

students in the present study are consistent with findings from prior research (e.g., Albaloul et al., 

2024; Gutiérrez et al., 2013; MacPhail et al., 2008; Perlman, 2010; Spittle & Byrne, 2009; 

Wallhead & Ntoumanis, 2004; Wallhead et al., 2014). Findings from this study also suggest that 

the Sport Education model demonstrated greater effectiveness than Traditional Teaching in 

sustaining intrinsic motivation in PE. These outcomes, including enhanced autonomous 

motivation and consistent perceived effort and enjoyment, are attributed to the model’s alignment 

with SDT. Another positive outcome of this study was that students participating in Sport 

Education demonstrated significantly higher scores in achieving the Saudi national objectives for 

PE compared to those taught through Traditional Teaching. This indicates that the Sport 

Education model not only aligns more effectively with the overarching goals of Saudi Vision 

2030 but also plays a pivotal role in promoting Islamic sports-based values within the context of 

PE.  

Considering the limitations of this study, future research on Sport Education in Saudi 

Arabia should prioritize incorporating larger and more diverse samples. Additionally, extending 

the duration of interventions and exploring the implementation of the Sport Education model 
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across various educational levels, such as elementary, high school, and college, should be key 

areas of focus. It is also important to examine the model’s application across different sports. 

Furthermore, investigating the effects of Sport Education in girls’ schools, particularly in Islamic 

countries like Saudi Arabia, would offer valuable insights into the model’s effectiveness and its 

cultural applicability within diverse educational contexts. 
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Abstract 

Background: While the Meaningful Physical Education (Meaningful PE) approach provides a 

comprehensive framework that enhances the selection and implementation of various teaching 

approaches to foster meaningful learning environments in PE, there is an evident deficiency of 

quantitative research and instructional models within the Meaningful PE literature. Purpose: 

This study aimed to quantitatively compare Saudi Arabian middle school students’ attitudes 

toward meaningful-motivational experiences in two different PE contexts: traditional PE and 

Sport Education. Method: Sixty-six Saudi male students (ages 11-15 years) from four classes 

participated in the study. A quasi-experimental pre-test/post-test design was employed, and data 

were collected using a 16-item questionnaire. Confirmatory factor analysis (CFA) was conducted 

for the questionnaire validation. Results: The study findings revealed that the Sport Education 

group demonstrated statistically significant improvements in learning relevant skills and having 

voice and choice compared to the Traditional Teaching group. However, no significant difference 

was found in interactions with peers between the two conditions. Discussion/Conclusion: This 

study makes a significant contribution to the Meaningful PE literature by introducing the first 

valid and reliable Meaningful PE-based questionnaire. Its findings further support the positive 

impact of Sport Education on intrinsic motivation, reinforcing the value of Self-Determination 

Theory (SDT; Deci & Ryan, 1985)-based frameworks in enhancing student engagement and 

meaningful learning in PE. The study limitations and recommendations for further research on 

meaningful-motivational experiences in PE were also discussed.  

Keywords: self-determination theory, seasons, MME-PEQ, all-boys school, validation, soccer 
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The Impact of Sport Education on Saudi Arabian Middle School Students’ Attitudes Toward 

Meaningful-Motivational Experiences in Physical Education 

 

In 2014, Cathy Ennis introduced the concept of ‘second-generation models’ to describe 

19 curriculum frameworks that emerged in sport pedagogy towards the end of the 20th century. 

Developed by prominent scholars, these models include Fitness for Life (Corbin & Lindsey, 

1979), Teaching Games for Understanding (Bunker & Thorpe, 1982), Sport Education 

(Siedentop, 1994), and Teaching Personal and Social Responsibility (Hellison, 1995). Unlike 

traditional ‘direct instruction,’ these new models emphasize democratic and student-centered 

approaches. Recent adaptations, such as Cooperative Learning (Casey & Goodyear, 2015) and 

Peer Teaching (Mosston & Ashworth, 2001), have further influenced physical education (PE), as 

highlighted in Metzler’s (2005) comprehensive guide to instructional models.  

More recently, Fletcher et al. (2021) introduced the Meaningful Physical Education 

(Meaningful PE) approach, which emphasizes the importance of reflective and democratic 

teaching strategies. Rather than positioning itself in competition with other instructional models, 

Meaningful PE acts as an overarching framework that not only guides but also enhances the 

thoughtful selection and effective implementation of diverse teaching approaches, allowing 

educators to create more meaningful and impactful learning environments for students. 

Meaningful PE is relevant across a range of PE areas, such as gymnastics, aquatics, and games, 

while aligning with curriculum goals and policy requirements in different settings (Fletcher et al., 

2021).  

In an influential study, Beni et al. (2017) conducted a review of over 50 articles exploring 

what young people perceive as meaningful in PE. Building on the foundational work of 
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Kretchmar (2007, 2008), their findings identified key elements that contribute to meaningful 

experiences in PE. These include (i) social interaction, providing opportunities for students to 

engage and collaborate with peers, teachers, and the wider community; (ii) challenge, ensuring 

tasks align with students’ skill levels to foster a sense of achievement and confidence; (iii) fun, 

emphasizing engaging activities that nurture positive attitudes toward physical activity; (iv) 

motor competence, and (v) personally relevant learning, where tasks are designed to promote 

autonomy and self-directed learning. These principles have been validated through practical 

application in school settings (Beni et al., 2019a; Beni et al., 2019b; Beni et al., 2023) and 

teacher education programs (Fletcher et al., 2020; Ní Chróinín et al., 2019), with growing 

empirical support highlighting their significance. 

While various instructional models such as Sport Education, Teaching Personal and 

Social Responsibility, and Cooperative Learning have been proposed to promote positive social 

interaction (Fletcher et al., 2021), there is a notable gap in research regarding the meaningfulness 

of these models within PE. This gap is particularly significant, as several of these models 

naturally align with the elements of meaningfulness outlined by Fletcher et al. (2021). The Sport 

Education model, for example, includes characteristics such as extended participation in 

activities, persistent teams, formal competition, record keeping, festivity, and a culminating 

event. These characteristics are inherently connected to key features of meaningfulness, such as 

interaction with others, fun, and motor competence. Numerous investigations on Sport Education 

have indeed demonstrated outcomes consistent with these aspects (e.g., Farias et al., 2019; 

Rodríguez Macías et al., 2021; Wallhead et al., 2013; Wallhead & Ntoumanis, 2004). 

Additionally, a review of twenty studies on Meaningful PE conducted up to June 2024 

revealed several underexplored research areas. Notably, none of the studies were grounded in 
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theory, the majority were qualitative (19 out of 20), and none investigated PE instructional 

models, except for the recent study by Alshuraymi and Hastie (2024). Alshuraymi and Hastie 

(2024) study examined students’ perceptions of meaningfulness across two PE contexts: 

traditional multi-activity and Sport Education. Using a preliminary 20-item survey based on the 

Meaningful PE framework (Fletcher et al., 2021), the study found significantly higher levels of 

meaningfulness in Sport Education across four of the five dimensions. This emerging body of 

research suggests that further exploration into the relationship between instructional models and 

meaningfulness in PE is essential, particularly with a focus on theoretical underpinnings.  

Theoretical framework 

Students’ meaningful-motivational experiences in the present study were grounded in 

Self-Determination Theory (SDT) (Deci & Ryan, 1985; Ryan & Deci, 2000, 2017). SDT posits 

that three basic psychological needs: autonomy, competence, and relatedness, are essential for 

fostering intrinsic motivation and overall well-being (Garn et al., 2012; Standage et al., 2005). 

Autonomy is the need for choice, competence is the need for effectiveness, and relatedness is the 

need for social connection (Ryan & Deci, 2017).  

SDT has been widely utilized to examine the underlying motivational processes in PE, 

particularly in explaining how social-contextual factors influence student engagement and 

learning outcomes (Ntoumanis et al., 2009). Hastie and Sinelnikov (2006), along with Wallhead 

and Ntoumanis (2004), argue that SDT serves as a crucial framework for analyzing student 

motivation and behavior within the context of Sport Education in PE. Empirical studies have 

shown that Sport Education fosters higher levels of intrinsic motivation among students 

compared to traditional teaching approaches in PE (Albaloul et al., 2024; Cuevas et al., 2016; 

Spittle & Byrne, 2009).  
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The Meaningful PE approach, on the other hand, aligns with contemporary pedagogical 

needs by encouraging educators to cultivate learning experiences that are enjoyable, challenging, 

personally relevant, and conducive to intrinsic motivation, key factors linked to long-term 

engagement in physical activity (Quennerstedt, 2019; Teixeira et al., 2012).  

Purpose of the study             

In light of the evident deficiency of quantitative research and instructional models within 

the Meaningful PE literature, the purpose of this study was to address this gap by quantitatively 

comparing the attitudes of Saudi Arabian middle school students toward meaningful-

motivational experiences in two PE contexts: traditional PE and Sport Education. It was 

hypothesized that students who participated in Sport Education seasons would report higher 

scores of attitudes toward meaningful-motivational experiences in PE during post-test 

assessments than students who engaged in traditional PE classes. The following research 

question guided the study: What is the impact of Sport Education on Saudi Arabian middle 

school students’ attitudes toward meaningful-motivational experiences in PE? 

Method 

Design 

The study used a quasi-experimental pre-test and post-test with a non-equivalent control 

group design. The independent variable was the instructional condition (Sport Education or 

Traditional Teaching). The dependent variable was students’ attitudes toward meaningful-

motivational experiences in PE. The sample groups were pre-established and chosen for 

convenience purposes. The Traditional Teaching condition served as a comparative baseline to 

assess the influence of the Sport Education condition on the dependent variable. 
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The research protocol was approved by the Research Ethics Committee and Institutional 

Review Board (IRB) for Human Subjects Research at Auburn University, and King Saud 

University and the General Directorate for Education in Riyadh Region. The General Directorate 

granted consent on behalf of each middle school. After receiving the General Directorate 

approval, authors were allowed to visit any school based on the specified educational levels, 

genders, and regions outlined in the submitted IRB form. Additionally, the school administration 

provided verbal approval for the data collection process, and informed consent was obtained 

from students and their legal guardians. 

Participants and Setting 

The participants in the study were 66 Saudi male middle school students, aged 11 to 15 

years (Mage = 13.23, SDage = 0.72). The present study utilized a convenience sample from an all-

boys public Qur’anic school located in the northeastern region of Riyadh City, the capital of 

Saudi Arabia. The school is well-equipped, featuring a large gymnasium and adequate resources 

to provide students with the necessary equipment during skill-based and Sport Education lessons. 

All seventh- and eighth-grade classes in the school, consisting of two seventh-grade 

classes (n = 33) and two eighth-grade classes (n = 33), were selected based on teacher and class 

availability in the sport of soccer. The participants had previous exposure to soccer as part of 

their curriculum at earlier educational levels. However, for approximately 50% of the 

participants (seventh-grade students), this was their first experience with a full version of the 

Sport Education model. These students were distributed over the two conditions. 

The teacher for all four classes was a Saudi male in his 30s, with 10 years of teaching 

experience. During the study, he also managed a soccer academy. He holds a bachelor’s degree 

in Teaching Physical Education and was pursuing his master’s degree at that time. The teacher 
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had received prior training in the implementation of the model and had taught Sport Education 

soccer seasons to middle school students before this study. 

Instructional Conditions 

In Saudi Arabia, middle school PE typically follows a standardized multi-activity 

curriculum that aims to develop grade-appropriate skills in various team sports, including soccer, 

volleyball, handball, and basketball. The curriculum is delivered through a series of relatively 

short units, each comprising four lessons (Ministry of Education, 2023a, 2023b). As such, both 

conditions used in this study were a move away from this short-unit format. 

Sport Education 

The students took part in a 10-lesson soccer season plan designed by the first author. 

While the literature indicates a preference for units closer to 15 lessons (Siedentop et al., 2020), 

the teacher was able to extend his usual commitment from four lessons to ten. Given the 

teacher’s prior experience with this model and the goal of assessing students’ responses to its 

various components, this change was considered a reasonable compromise. Importantly, all 

elements of the traditional Sport Education format such as seasons, affiliation, formal 

competition, record-keeping, festivity, and a culminating event (Siedentop et al., 2020) were 

incorporated into the unit. 

The soccer learning tasks were based on the standardized PE curriculum for seventh and 

eighth grades in Saudi Arabia. For seventh-grade students, the assigned skills included throw-in, 

toe stop, dribbling, and stationary kick (Ministry of Education, 2023a). Eighth-grade students 

focused on skills such as jumping header, long pass, and thigh trap (Ministry of Education, 

2023b). The teacher was provided with the season plan and necessary materials, which included 

a player list sheet, a scoring system for games, a formal competition schedule, and details for 
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awarding fair play and officiating points. Initially, the teacher divided the students into three 

teams. Over five weeks, with two lessons per week each lasting 45 minutes, these teams learned 

and practiced skills together and played ongoing practice games before proceeding to the formal 

competition. Additionally, the teacher assigned managerial roles to students within their teams, 

such as equipment manager, warm-up trainer, team captain, and coach. Students also officiated 

games and kept score throughout both practice and competition matches. A complete outline of 

the soccer season plan for seventh and eighth grades is provided in Table 14. 

Table 14 

Soccer Season Plan for Seventh and Eighth Grades 

Lesson Content 

1 

o Explain the season plan to students (same teams, learn the game, team practices, 
learn to officiate, then a competition phase)  

o Stress that the championship is NOT determined by win-loss only  
o Explain rules of soccer  
o Form ad hoc teams (not your final teams) and play games as you watch and 

teach soccer rules 

2 

o Team assignment .. introduce team roles (captain, equipment manager, fitness 
leader, scorekeeper) .. assign team areas  

o Team names and members  
o Team skill practice (throw-in, toe stop) for seventh-grade students, OR (jumping 

header) for eighth-grade students 
o Finish lesson with short games between squads (no officiating)  

3 
o Roles included in lesson protocol (warm-up and equipment)  
o Explain officiating responsibilities (referee, scorekeeper, statistician)  
o Practice game with practice officiating (rotate teams through)  

4 

o Entry roles – Team warm-up, etc.  
o Team skill practice (dribbling, stationary kick) for seventh-grade students, OR 

(long pass, thigh trap) for eighth-grade students  
o Pre-season games (you decide how long, but don’t make it extensive)  
o Try to have everyone play x 2 and officiate x 1 during the day  

5 
o Pre-season games (you decide how long, but don’t make it extensive)  
o Try to have everyone play x 2 and officiate x 1 during the day  

6 
o Team warm-up  
o Formal competition 
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7 
o Team warm-up  
o Formal competition 

8 
o Team warm-up  
o Formal competition 

9 
o Team warm-up  
o Playoffs  

10 o Championship game  
o Presentation of awards  

 

To ensure the effective implementation of the Sport Education model, the first author 

made frequent visits to the school to observe the seasons. He recorded how closely the lessons 

aligned with the planned activities and model characteristics using the instructional checklist 

developed by Hastie et al. (2013). Key elements included: (a) groups of students gather in a 

designated home area to begin warming up together, (b) students practice as a group under the 

guidance of a peer leader, (c) students remain part of easily identifiable groups throughout the 

lesson and across various tasks, (d) performance records are maintained by the students, (e) 

students undertake specialized tasks within their group or team, and (f) student performance 

scores contribute to a formal and public scoring system. The lessons were evaluated using the 

Hastie et al. (2013) checklist, which employs a binary grading system where each characteristic 

is marked as ‘Yes’ (present) or ‘No’ (not present). Throughout the seasons, the model 

characteristics were correctly implemented 100% of the time, in alignment with the phase of the 

season. 

Traditional Teaching 

The students participated in a 10-lesson soccer unit designed by the teacher, which 

followed the typical teaching style and lesson sequence used by Saudi PE teachers. The teacher 

primarily employed a command style during whole-group instruction. In line with the Sport 
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Education classes, the soccer learning tasks were based on the standardized PE curriculum for 

seventh and eighth grades in Saudi Arabia (Ministry of Education, 2023a, 2023b). 

Each lesson began with a class warm-up, followed by skill development through sport-

specific activities organized by the teacher. The final segment of the lesson focused on gameplay, 

usually with two mixed-ability teams matched against each other. Students in the Traditional 

Teaching condition were not part of ongoing teams, as teams were created anew each day, and 

they did not have any team-based responsibilities. Furthermore, during gameplay, the students 

did not take on roles such as officiating or record-keeping.  

Data Collection 

Data were collected at two times during the Saudi 2024-2025 academic year. The 

academic year in Saudi Arabia has three semesters, with breaks for Islamic holidays, national 

events, and seasonal vacations (Education Middle East, n.d.). At pre- and post-test, all 

participants completed a questionnaire to evaluate their attitudes toward meaningful-motivational 

experiences in PE.  

The pre- and post-test questionnaire was completed individually and anonymously by 

students and was administered by the first author at the school. Each student was given an 

identification number by the author to facilitate the matching of their answers between pre-test 

and post-test assessments. Pre-test took place before the intervention. Students thereafter 

participated in their predetermined classes, either the Sport Education condition (two classes, n = 

31) or the Traditional Teaching condition (two classes, n = 35). Post-test occurred in the last class 

of the intervention. In the post-test phase, students completed the same questionnaire, with the 

directive to tailor their responses to their respective instructional conditions (Sport Education or 

Traditional Teaching).  
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Measure 

Meaningful-Motivational Experiences in Physical Education Questionnaire (MME-PEQ) 

Students’ attitudes toward meaningful-motivational experiences in PE were measured 

using a 16-item questionnaire developed by the authors. The MME-PEQ was found to be valid 

and reliable. It includes items based on key features of Meaningful PE outlined by Fletcher et al. 

(2021). Following the stem “In my physical education (PE) classes, …”, the students provided 

their answers on a 5-point Likert scale, ranging from 1 (strongly disagree) to 5 (strongly agree). 

The questionnaire comprises three subscales: 4 items to measure the ‘Interactions with Peers’ 

subscale (example item “I have opportunities to work in groups”), 8 items to measure the 

‘Learning Relevant Skills’ subscale (example item “I learn the skills necessary to play 

successfully”), and 4 items to measure the ‘Having Voice and Choice’ subscale (example item “I 

am able to choose the difficulty level of the tasks”). The mean scores for each subscale were 

used to establish students’ attitude scores at pre- and post-test. 

Development and validation of the questionnaire 

The MME-PEQ was designed in two parts and took approximately 10 minutes to 

complete. The first part gathered anonymous demographic information (age, grade level, school 

type, etc.). The second part consisted of items where students rated their attitudes toward their 

meaningful-motivational experiences in PE, using a 5-point Likert scale with closed-ended 

response options. To establish content validity, the questionnaire items were developed through 

an extensive review of Meaningful PE literature and expert evaluations, including university 

professors and in-service PE teachers. 
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Translation of the questionnaire 

The MME-PEQ was initially created in English. Given that the study participants were 

native Arabic speakers likely to struggle with the English version of the questionnaire, the first 

author managed the translation from English to Arabic. Following the guidelines set by Sousa 

and Rojjanasrirat (2011) for cross-cultural instrument validation, the first author translated, 

adapted, and validated the questionnaire to create a culturally equivalent version for Saudi 

middle school students. The process included the following steps: (a) initial translation by the 

first author and an Arabic-speaking Ph.D. student; (b) comparison of the translations with the 

original questionnaire, resolving any ambiguities; (c) blind back-translation of the English 

versions into Arabic by two certified English teachers fluent in Arabic; (d) review of the back-

translated questionnaires against the original to identify discrepancies; and (e) issuance of an 

official certificate from a certified translation center confirming the translation’s accuracy. 

Similar to Albaloul et al. (2024), a pilot test was conducted with two middle school PE 

classes (n = 40) that were not part of this study to assess face validity of the questionnaire. 

During this phase, students evaluated the clarity of the questionnaire items, rating them as either 

0 (unclear) or 1 (clear). The results from the pilot test indicated a satisfactory inter-rater 

agreement percentage, surpassing the 80% threshold set by Sousa and Rojjanasrirat (2011). The 

MME-PEQ achieved an inter-rater agreement percentage of 95.40%. 

Confirmatory factor analysis. To validate the Arabic language version of MME-PEQ, a 

confirmatory factor analysis (CFA) was conducted. Validation was carried out on a different 

sample that was not used in the study. The sample consisted of 272 Arabic male middle school 

students aged 11 to 15 years (Mage = 12.93, SDage = 0.83) from six all-boys middle schools in 

Riyadh, the capital city of Saudi Arabia. Among the participants, 227 (83.5%) identified 
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themselves as Saudi, 44 (16.2%) as non-Saudi, and 1 (0.4%) did not disclose his nationality. 

Regarding school type, four schools were public, one was private, and one was a Qur’anic 

school. Before distributing the questionnaire, verbal consent was obtained from both PE teachers 

and school administration. Signed consent forms, completed by students and their 

parents/guardians, were also collected. Additionally, incomplete questionnaires (e.g., those with 

missing values), those with multiple responses, or those from individuals who chose not to 

participate were excluded from the analysis, yielding a response rate of 83.4%. 

Figure 5 shows the hypothesized model proposed in the confirmatory analysis. The data 

analysis was performed using the statistical software, SPSS 29.0 and AMOS 29.0. To evaluate 

the structures, a Chi-square Goodness-of-fit and other fit indices were used. The Chi-square was 

expected to be not significant to indicate a good fit. However, Chi-square is very sensitive to 

large sample sizes. Therefore, other fit indices were also used to evaluate the structure. Based on 

Hooper et al. (2008), the relative/normed Chi-square (the ratio of chi-square and degree of 

freedom) needs to be smaller than 2.0, while Goodness-of-fit Index (GFI), Comparative Fit Index 

(CFI), Normed Fit Index (NFI), and Incremental Fit Index (IFI) need to be larger than .90 to 

indicate a good fit. Additionally, Root Mean Square Error of Approximation (RMSEA) needs to 

be smaller than .80 to indicate a good fit.   
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Figure 5 

Hypothesized Model 

Results from the hypothesized model for the Arabic middle school sample yielded a poor 

fit, c2(101) = 242.876, p <.001, c2/df = 2.405, GFI = .894, CFI = .904, TLI = .886, IFI = .905, 

and RMSEA = .072. An examination of the modification indexes suggested that the addition of 

some correlations between pairs of errors would improve model. The correlations were added to 

three pairs of errors. As shown in Figure 6, the respecified model indicated a good fit, c2(98) = 

188.428, p <.001, c2/df = 1.923, GFI = .920, CFI = .939, TLI = .925, IFI = .940, and RMSEA = 

.058. The standardized coefficients were statistically and practically significant, ranging from 

.402 to .685 (see Table 15). The results suggest that the proposed three-factor structure of the 

MME-PEQ was supported using the data from the Arabic middle school students. Hence, all 16 

items of the MME-PEQ were retained. Appendix 1 presents a complete list of the MME-PEQ 

items in both English and Arabic languages. 
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Figure 6 

Confirmatory Factor Analysis 

Data Analysis 

A reliability analysis was initially conducted on the MME-PE subscales using Cronbach’s 

alpha to evaluate their consistency. Since the study employed a non-equivalent control group 

design, a manipulation check was performed during the pre-test to identify any initial differences 

in the subscales between the two conditions, utilizing a two-tailed independent samples t-test. To 

examine the changes in students’ attitudes toward meaningful-motivational experiences in PE 

across the two instructional conditions, a series of 2 (group) x 2 (time) repeated measures 

analyses of variance (ANOVAs) were carried out, with students nested within classes. Follow-up 

paired-sample t-tests were conducted for significant ANOVAs.  
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Table 15 

Coefficient and Correlations Between Factors for the MME-PEQ  

   Estimate p 
LRS_1 ß LRS .652 --- 
LRS_2 ß LRS .685 <.001 
LRS_3 ß LRS .652 <.001 
LRS_4 ß LRS .582 <.001 
LRS_5 ß LRS .644 <.001 
LRS_6 ß LRS .643 <.001 
LRS_7 ß LRS .656 <.001 
LRS_8 ß LRS .643 <.001 
IP_1 ß IP .576 <.001 
IP_2 ß IP .610 <.001 
IP_3 ß IP .402 <.001 
IP_4 ß IP .493 --- 
HVC_1 ß HVC .640 <.001 
HVC_2 ß HVC .534 <.001 
HVC_3 ß HVC .668 <.001 
HVC_4 ß HVC .641 --- 
LRS « IP .830 <.001 
LRS « HVC .960 <.001 
IP « HVC .815 <.001 

 

 

Results 

Reliability 

Table 16 shows the Cronbach’s alpha coefficients for both conditions and all subscales at 

pre- and post-test. According to Nunnally’s (1975) threshold of 0.70 for the psychological 

domain, all subscales were considered acceptable. 
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Table 16 

Cronbach’s Alpha Coefficients for the Subscales at Pre- and Post-test 

Questionnaire Subscale Pre-test α Post-test α 

MME-PEQ  
Interactions with Peers 0.75 0.81 
Learning Relevant Skills 0.90 0.89 
Having Voice and Choice 0.82 0.79 

Note. α = Cronbach’s alpha. 
 

Manipulation Check 

The results of the independent samples t-test indicated no significant differences between 

the Sport Education and Traditional Teaching conditions before the intervention for interactions 

with peers (t(64) = 0.21; p = .837; d = 0.05), learning relevant skills (t(64) = -1.88; p = .065; d = -

0.46), or having voice and choice (t(64) = -1.51; p = .136; d = -0.37).  

Students’ Attitudes Toward Meaningful-Motivational Experiences in PE 

Table 17 shows the pre and post attitudes toward meaningful-motivational experiences in 

PE scores by group. No significant Group x Time interaction was found for interactions with 

peers (Wilks’ Λ = 0.97; F(1,64) = 1.74; p = .191; η² = 0.03). A significant Group x Time interaction 

was found for learning relevant skills (Wilks’ Λ = 0.90; F(1,64) = 7.43; p = .008; η² = 0.10), with a 

medium effect size. A significant Group x Time interaction was found for having voice and 

choice (Wilks’ Λ = 0.84; F(1,64) = 12.22; p = <.001; η² = 0.16), with a large effect size.  
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Table 17 

Descriptive Statistics for the MME-PEQ Subscales 

 Pre-test 
M (SD) 

Post-test 
M (SD) 

t p d 

Interactions with 
Peers      

SE 3.67 (0.84) 4.10 (0.59) -2.57 .008 -0.46 
TT 3.62 (1.02) 3.72 (0.92) -0.55 .294 -0.09 

Learning Relevant 
Skills      

SE 3.17 (1.10) 4.13 (0.65) -4.23 <.001 -0.76 
TT 3.66 (1.02) 3.91 (1.01) -1.73 .046 -0.29 

Having Voice and 
Choice      

SE 2.80 (1.04) 3.68 (0.86) -4.18 <.001 -0.75 
TT 3.23 (1.26) 3.12 (1.25) 0.57 .285 0.10 

Note. SE = Sport Education condition; TT = Traditional Teaching condition.  
 

Follow-up pairwise comparisons (paired-samples t-tests) on pre- to post-test scores on 

learning relevant skills indicated that there was a significant difference for the Sport Education 

condition (t(30) = -4.23; p = <.001; d = -0.76) and for the Traditional Teaching condition (t(34) = -

1.73; p = .046; d = -0.29). This indicates that learning relevant skills increased significantly for 

both conditions from pre- to post-test. However, a large-medium effect size was reported in the 

Sport Education condition, whereas a small effect size was found in the Traditional Teaching 

condition.  

Follow-up pairwise comparisons (paired-samples t-tests) on pre- to post-test scores on 

having voice and choice indicated that there was a significant difference for the Sport Education 

condition (t(30) = -4.18; p = <.001; d = -0.75), with a large-medium effect size. However, there 

was no significant difference for the Traditional Teaching condition (t(34) = 0.57; p = .285; d = 
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0.10). This indicates that having voice and choice increased significantly only for the Sport 

Education condition from pre- to post-test.  

Discussion 

The purpose of the study was to examine Saudi Arabian middle school students’ attitudes 

toward meaningful-motivational experiences in two different PE contexts: Traditional Teaching 

and Sport Education. We have proposed that, for students to fully engage in meaningful-

motivational experiences in PE, they must encounter three essential elements: (a) interactions 

with peers, (b) learning relevant skills, and (c) having voice and choice.  

The findings of the study indicated significant differences between the Sport Education 

and Traditional Teaching conditions in learning relevant skills and having voice and choice. 

However, no significant difference was found in interactions with peers between the conditions. 

As shown in Table 17, the within-group analysis further revealed that participants in the Sport 

Education group showed significant improvements across all three subscales from pre- to post-

intervention. Whereas students in the Traditional Teaching group showed slight significant 

improvements only in learning relevant skills (p = 0.046).  

Interactions with Peers (IP)  

            The IP subscale is described as ‘offering students opportunities for positive peer 

interactions, group work, and fostering a sense of connection and acceptance within their class 

during PE.’ These elements align closely with the Relatedness basic need in SDT (Deci & Ryan, 

1985), to which the subscale is theoretically connected. In the context of SDT, relatedness refers 

to the sense of belonging and emotional connection within a social environment (Baumeister & 

Leary, 1995; Bowlby, 1979; Harlow, 1958; Ryan, 1995). This involves feeling accepted by peers 
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and educators, experiencing robust social support, and cultivating positive interpersonal 

relationships. 

According to Hastie and Sharpe (1999), participation in Sport Education can not only 

foster positive peer interactions but also enhance students’ ability to self-monitor their social 

behaviors with greater accuracy. The current study’s findings reinforce this claim, as a 

significant increase in students’ IP was observed only in the Sport Education group from pre- to 

post-intervention. This outcome can be attributed to the key features of the model, which 

prioritize sustained team membership and cultivate essential social skills such as responsibility, 

cooperation, and trust-building (Wallhead & O’Sullivan, 2005).  

Nevertheless, the absence of a significant difference in IP between the conditions could 

be explained by two factors. First, the short duration of the season, which comprised only ten 

lessons, fell below the recommended 12-15 sessions for secondary school students (Siedentop et 

al., 2020). This limitation may have restricted the Sport Education group’s opportunities to 

develop meaningful social connections, build familiarity with their team, and cultivate new 

friendships, ultimately hindering substantial improvements in social skills. Second, the similarity 

among students in both groups, consisting solely of Saudi males with similar skill levels and 

social backgrounds, likely minimized the effects of differences in gender, skill, or social status 

(Brock et al., 2009). 

Leaning Relevant Skills (LRS) 

The LRS subscale is described as ‘providing students with activities that enhance their 

skills and boost their confidence in their abilities, teach them the necessary skills for successful 

play, and offer ample practice time. It also emphasizes helping students understand what they are 

learning, recognizing the purpose of each activity, and engaging them in the decision-making 
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process. This approach makes their experiences more relevant and helps them connect their 

learning to their lives beyond the gym.’ These components align with the Competence basic need 

in SDT (Deci & Ryan, 1985), to which the subscale is theoretically connected. In SDT, 

competence is conceptualized as the belief in one’s ability to achieve success or demonstrate 

proficiency in a particular context (Deci, 1975; Harter, 1983). 

Research has demonstrated that students who participated in Sport Education show 

significant improvements in game performance and content knowledge (Mesquita et al., 2012; 

Farias et al., 2018; Li et al., 2022). These outcomes are consistent with our findings, further 

providing empirical support for the effectiveness of this instructional model.  

Despite this, the absence of a statistically significant difference in LRS between 

conditions, alongside the significant improvement from pre- to post-intervention, could be 

attributed to the ample soccer practice opportunities provided to the Traditional Teaching group 

during the intervention as well. These opportunities likely contributed to strengthening students’ 

sense of competence, which in turn facilitated their overall skill enhancement and knowledge 

acquisition. Hastie et al. (2025) argue that competence is not achieved through brief exposure but 

rather through sustained practice, refinement, and immersion in a sport’s rules, rituals, and 

traditions. To become a skilled and literate player, individuals must invest time in mastering 

movement tasks and understanding the nuances of the game. True engagement and enthusiasm 

arise when players develop self-efficacy, knowing they can actively contribute to their team’s 

success. 

Having Voice and Choice (HVC)  

The HVC subscale is described as ‘incorporating opportunities that promote students’ 

sense of autonomy, such as allowing them to have their voices heard, select the difficulty level of 
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tasks, make suggestions regarding activities, and choose what to focus on during PE classes.’ 

These aspects reflect the Autonomy basic need in SDT (Deci & Ryan, 1985), to which the 

subscale is theoretically connected. Autonomy refers to the sense of performing actions that are 

freely chosen and personally endorsed (Niemiec & Ryan, 2009).  

The significant increase in students’ HVC (or autonomy) observed only in the Sport 

Education group could be attributed to the model’s student-centered approach (Manninen & 

Campbell, 2022). Allowing students to make choices, such as team roles or names, boosts 

autonomy in PE (De Meester et al., 2020). These findings support the claim that Sport Education 

is intrinsically autonomous (Perlman, 2010, 2012; Sinelnikov et al., 2007; Wallhead & 

Ntoumanis, 2004), as students experience greater autonomy when they contribute to various 

aspects of their learning (Perlman & Goc Karp, 2010). 

In contrast, students in the Traditional Teaching group did not exhibit a significant 

increase in HVC from pre- to post-intervention. This can be explained by the teacher’s 

predominant role in controlling the curriculum, which may limit student engagement and reduce 

opportunities for choice, ultimately undermining their sense of autonomy (Metzler, 2017). 

Limitations 

This study has a number of limitations. First, the non-equivalent control group design, 

with participants assigned to pre-established groups, did not fully account for potential 

differences in prior PE experiences, even though pre-test checks revealed no significant 

discrepancies. Second, while the sample size of 66 students exceeded that of previous 

Meaningful PE studies, it was constrained by teacher and class availability. Third, the 

intervention involved only 10 lessons, shorter than the recommended season length for 

secondary students (Siedentop et al., 2020). Finally, the male-only sample from a single middle 
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school, along with the use of a single instructional model, restricts the generalizability of the 

findings to different PE contexts. Future research should address the study limitations by using 

larger, more diverse samples, extending intervention durations, and exploring the Sport 

Education model at various educational levels and across different sports. Additionally, 

examining the effects of different instructional models would offer valuable insights into their 

impact on students’ meaningful-motivational experiences in PE. 

Conclusion 

This study makes a significant contribution to the Meaningful PE literature by 

introducing the first valid and reliable Meaningful PE-based questionnaire. The MME-PEQ 

serves as a valuable quantitative tool for assessing students’ meaningful-motivational 

experiences in PE. Its versatility allows for application not only in Sport Education but also 

across various PE contexts and instructional models. The apparent alignment of the MME-PEQ 

subscales with the three psychological needs of SDT further strengthens the questionnaire’s 

theoretical foundation. Thus, the study’s findings provide further evidence of the positive impact 

of Sport Education on intrinsic motivation, emphasizing the value of SDT-based frameworks in 

improving student engagement and meaningful learning in PE. 
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Appendix 1 

The MME-PEQ Items (English and Arabic Languages) 

Meaningful-Motivational Experiences in Physical 
Education Questionnaire (MME-PEQ) ةیندبلا ةیبرتلا يف ةیزیفحتلا ىنعملا تاذ تاربخلا ةنابتسا 

Interactions with Peers 
In my physical education (PE) classes, … 

 نارقلأا عم تلاعافتلا
 ... ،ةیندبلا ةیبرتلل يصصح يف

1. I have opportunities to have positive 
interactions with my peers. يئلامز عم يباجیلإا لعافتلل صرف يدل .١. 

2. I have opportunities to work in groups. تاعومجم يف لمعلل صرف يدل .٢. 

3. I feel connected to my classmates. فصلا يف يئلامزب طابترلااب رعشأ .٣. 

4. I feel accepted by my classmates. فصلا يف يئلامز نم لوبقلاب رعشأ .٤. 

Learning Relevant Skills 
In my physical education (PE) classes, … 

 ةمھملا تاراھملا ملعت
 ... ،ةیندبلا ةیبرتلل يصصح يف

5. The teacher includes activities that help me 
become more skillful. ةراھم رثكأ حبصأ نأ ىلع يندعاست ةطشنأ جاردإب ملعملا موقی .٥. 

6. I believe I am able to become competent at the 
skills taught. 

 متی يتلا تاراھملا يف نكمتم حبصأ نأ ىلع رداق يننأ دقتعأ .٦
 .اھسیردت

7. I learn the skills necessary to play successfully. حاجنب بعلل ةمزلالا تاراھملا ملعتأ .٧. 

8. I am able to get a lot of practice. ةسرامملا نم ریثكلا ىلع لوصحلا عیطتسأ .٨. 

9. I understand what I am learning. ھملعتأ ام مھفأ .٩. 
10. I know the purpose of the activities I am 
doing. اھب موقأ يتلا ةطشنلأا نم فدھلا فرعأ .١٠. 

11. I involve in decision-making processes to 
make my experiences more relevant. ةیمھأ رثكأ يتاربخ لعجل رارقلا ذاختا تایلمع يف كراشأ .١١. 

12. I connect what I am learning to my life 
beyond the gym. ةیندبلا ةیبرتلا سرد جراخ يتایحب ھملعتأ ام طبرأ .١٢. 

Having Voice and Choice 
In my physical education (PE) classes, … 

 رایتخلااو يأرلا نع ریبعتلا ةیرح
 ... ،ةیندبلا ةیبرتلل يصصح يف

13. My voice is heard. ةعومسم يئارآ .١٣.  
14. I am able to choose the difficulty level of the 
tasks. ماھملا ةبوعص ىوتسم رایتخا عیطتسأ .١٤. 

15. The teacher allows students to make 
suggestions about the activities. ةطشنلأا لوح تاحارتقا میدقتب بلاطلل ملعملا حمسی .١٥. 

16. I have choices of what to work on. اھب مایقلا دیرأ يتلا ماھملا رایتخا عیطتسأ .١٦. 
 

Note. Responses were provided on a 5-point Likert Scale, ranging from 1 (strongly disagree) to 5 
(strongly agree). 
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Appendix A 

English Version of Teacher Informed Consent 
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Appendix B 

Arabic Version of Teacher Informed Consent 
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Appendix C 

English Version of Student Informed Consent 
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Appendix D 

Arabic Version of Student Informed Consent 
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Appendix E 

King Saud University Research Ethics Committee Approvals 
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Appendix F 

General Directorate for Education in Riyadh Region Approvals 
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Appendix G 

English Version of the Critical Incident Prompt  
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Appendix H 

Arabic Version of the Critical Incident Prompt  
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Appendix I 

English Version of the Research Instruments  
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Appendix J 

Arabic Version of the Research Instruments  
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Appendix K 

Pilot Test Results from Two Middle School Classes Not Included in the Studies to Assess the 

Research Instruments’ Face Validity (n = 40) 
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Appendix L 

English Version of the Soccer Season Materials Provided to the Teachers 
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Appendix M 

Arabic Version of the Soccer Season Materials Provided to the Teachers 
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