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Abstract: This study examined the degree of application of Sport Education (SE)
and determined whether there were methodological differences among physical
education (PE) teachers, who used or did not use SE, in two Spanish regions with
different curricular contexts. Using a quantitative approach, 214 primary school PE
teachers (129 from Castilla-La Mancha and 85 from Balearic Islands) participated
in this study. The findings showed that teachers from Castilla-La Mancha reported
a higher degree of application of SE than teachers from Balearic Islands, and
significant methodological differences were obtained in the key elements of SE in
favor of Castilla-La Mancha teachers (both those who used and those who did not).
Therefore, the study thoroughly analyzes how contextual differences in both initial
and continuous teacher training might have influenced these results.
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1 INTRODUCTION

Traditional educational approaches, such as the direct instruction model, have
several limitations when tackling teaching and learning processes in physical education
(PE) (Kirk, 2013). One of the most significant limitations is that teaching is based on
a teacher-centered approach (Metzler, 2017), which emphasizes PE lessons in the
reproduction of isolated movements (out of the context of games) to develop technical
proficiency (Gil-Arias et al., 2020; Mitchell; Oslin; Griffin, 2006), obtruding students’
autonomy and limiting students’ needs (Chu et al., 2022; Rodriguez Macias; Abad
Robles; Giménez Fuentes-Guerra, 2021). Over the last few decades, researchers
have shed light on alternative pedagogical approaches that could overcome these
limitations by improving outcomes related to multiple learning domains — such as
physical, affective, and cognitive —, and enhancing students’ holistic development
(Evangelio et al., 2022). However, traditional approaches remain hegemonic in
PE lessons (Kirk, 2013). In this sense, the priorities and contexts of PE teachers
do not coincide with those of the researchers’ plans (Harvey et al., 2020). Hence,
it is necessary to understand how contextual circumstances hinder or facilitate PE
teachers’ use of these alternative pedagogical approaches (Casey; Goodyear, 2015).

Pedagogical Models (PM) emerge focusing on student-centered situations
based on their needs (Metzler, 2017), overcoming the major limitation of traditional
approaches, which are based on the reductionism that has been conducted in the
subject (Casey et al., 2021). Additionally, other research suggests that PM — such
as sport education (SE) (Bessa et al., 2021), cooperative learning (Casey; Goodyear,
2015), teaching games for understanding (Ortiz et al., 2023), and teaching personal
and social responsibility (Pozo; Grao-Cruces; Pérez-Ordas, 2018) — are related to
greater efficacy in achieving their goals during PE lessons. Although each PM has
specific characteristics and purposes, they share methodological aspects that allow
their combination and hybridization (Casey; Macphail, 2018; Metzler, 2017), thereby
amplifying their positive effects. These common aspects include the fact that they all
start from a theoretical basis that determines their structure, application, teachers’
expectations and experiences, students’ maturity, the creation of favorable learning
environments, and the evaluation process (Hernando-Garijo et al., 2021).

2 THE SPORT EDUCATION MODEL

SE emerges to offer an authentic sport-related experience for students in PE
lessons (Siedentop; Hastie; Van Der Mars, 2019). The main goal of this model is
to develop literate, competent, and enthusiastic students according to the following
six features: seasons, affiliation, formal competition, record keeping, festivity, and
culminating event (Siedentop; Hastie; Van Der Mars, 2019). In this sense, some
researchers use these features as benchmarks to assess the fidelity of application
(Gutiérrez et al., 2022), whereas others prioritize some of them. In line with this,
Hastie and Mesquita (2017) suggest four immutable aspects of SE: student roles,
extended units, persisting teams, and developing content through small-sided games.
Thus, while some researchers recommend following all these features or aspects, PE
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teachers adapt to an extent (Fjellner; Varea; Barker, 2024) using a variety of teaching
strategies depending on the contextual factors of the learning situation (Garcia Lopez;
Kirk, 2022). Despite this, SE is generally defined as a student-centered approach
(Hastie; Wallhead, 2016).

Teachers perceive that individual and contextual factors can reduce their
fidelity to SE elements. For instance, PE teachers report that initial SE applications
mean a greater workload due to the application of PM with a large number of sessions
that require planning (Gutiérrez et al., 2020; Pill, 2008). Harvey et al. (2020) suggest
several factors that can also be perceived as barriers to its application: (1) pedagogical
(e.g., managing and planning the unit); (2) conceptual (e.g., understanding of SE); (3)
cultural (e.g., school schedules/facilities in PE); and (4) political constraints (e.g., lack
of resources or lack of institutional support in PE). Gutiérrez et al. (2020) conclude
that some of the school classes are made up of a reduced number of children and
inadequate facilities. Moreover, PE teachers also report a lack of support from
institutions in their SE training (Harvey et al., 2020). Previous research studies show
that some factors, such as institutional support (Kloeppel et al., 2013), collaborative
actions between universities and schools (Casey, 2014), and the creation of SE
practice networks (Casey; Macphail, 2018), can maintain higher levels of fidelity to
SE elements if collaborative synergies are developed. Furthermore, variables such as
teachers’ experience and sex should be considered due to their possible influence on
the application of SE. More experienced teachers often encounter challenges related
to managing the inclusion of roles (Wallhead; O’Sullivan, 2005) and maintaining
equity among students (Brock; Rovegno; Oliver, 2009). Regarding teachers’ sex,
male teachers show higher levels of SE use than female teachers (67.3% against
57.7%) (Gutiérrez et al., 2022).

Teacher socialization experiences provide the backdrop for their curricular
and pedagogical decisions, such as adopting PM (Kern et al., 2019). According to
the Occupational Socialization Theory (OST) (Richards; Templin; Graber, 2014),
PE teachers interpret and deliver SE influenced by their acculturation, professional
socialization, and organizational socialization (Curtner-Smith; Hastie; Kinchin, 2008).
Based on these influences, PE teachers apply SE in one of three versions: (1) “full
version”: teachers develop seasons congruent with all SE elements, (2) “watered-
down”: shorter units based on formal competition but missed elements that can
transform traditional units into SE units, and (3) “cafeteria-style”: teachers include
a few SE elements; hence, traditional units remain. In this sense, a recent cross-
sectional study based on a sample of 65 experienced PE teachers trained in SE
explains the relationship between OST components and the use of SE versions
(Vasquez; Wallhead, 2023). The study shows that acculturation does not predict the
use of SE, although PE teachers with a teacher orientation are more predisposed to
fully implement SE than those with a coaching orientation. Similarly, organizational
socialization does not directly predict teachers' version of SE, suggesting that
school settings do not present insurmountable barriers. Conversely, professional
socialization, shaped by experiences in a PE teacher education (PETE) program,
significantly predicts teachers’ use of the “full version” of SE. Additionally, another

m Movimento, v. 30, €30031, 2024. DOI: https://doi.org/10.22456/1982-8918.137568


https://doi.org/10.22456/1982-8918.137568

Diego Arenas, David Gutiérrez, Luis Miguel Garcia L6épez, Josep Vidal-Conti, Adria Muntaner-Mas

study indicates that professional socialization strongly impacts teachers’ adoption of
PM compared to those who are not exposed (Malinowski; Kern; Wallhead, 2023).

3 PURPOSE OF THE STUDY

This study considers Casey's (2014) suggestion that it is time for research
to focus on the model’s finer details, once its viability has been shown. Previous
research has indicated that SE is regarded as one of the most attractive PM, primarily
due toits structure (Hastie; Mesquita, 2017). Studies conducted in Castilla-La Mancha
(CLM), a region of Spain, have demonstrated that SE has been well received by
PE teachers (Gutiérrez et al., 2020) and students (Gutierrez et al., 2013). However,
the Spanish education system is decentralized, with each region having a significant
influence on its students’ curriculum and professional development (Garcia-Lépez;
Gutiérrez, 2018). Given this context, CLM stands out as the only region in Spain
where educational institutions have long recommended the use of PM, such as SE.
This long-term commitment contrasts with other Spanish regions, where educational
institutions have only recently begun to adopt PM collectively. CLM has introduced SE
through PETE programs and fostered synergies between schools and the university,
further promoting its application and integration into the educational system (Gutiérrez
etal., 2020). Hence, aligning with Hastie and Casey (2014), itis crucial to move beyond
focusing solely on the model’s content and to advocate for it with a comprehensive
understanding of the contextual factors influencing its application. In the specific case
of Spain, it is imperative to understand how different curricular contexts may affect
the use of SE. To our knowledge, no study has compared SE applications among
PE teachers from two regions (or countries). Additionally, differences exist between
primary and secondary school curriculum and teacher training in the Spanish
education system. Consequently, this study was limited to the primary school stage.
It is noteworthy that no study has analyzed SE application in a larger sample of PE
teachers at this specific school stage.

Therefore, the main purposes were: 1) to examine the degree of application of
SE in two regions of Spain (perceived by PE teachers), and 2) to determine whether
there are methodological differences among PE teachers who use or not the SE model
in two Spanish regions. The first hypothesis was that the degree of SE application
would be higher in CLM than in the Balearic Islands (BI). The second hypothesis was
that there would be methodologically significant differences between PE teachers
who reported using the model in the two Spanish regions and those who did not.

3.1 METHODS
3.1.1 Study design and participants

This cross-sectional study used data from a sample of Spanish primary school
teachers. This study included a sample of 214 PE teachers (71 female and 143 male)
from two Spanish regions: Bl (38 female and 47 male) and CLM (33 female and 96
male). The mean age of PE teachers was 42.39 (+ 6.82) years in Bl, and 39.67 (+
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8.23) in CLM. Thus, the mean PE teaching experience was 14.73 (x 7.22) years in
Bl, and 13.91 (x 8.14) in CLM. Concerning the type of school, 86.90% were public
schools, while 12.10% and 0.90% were charter or private schools, respectively. Data
from Bl were obtained during the second term of 2022, while CLM data were obtained
from a recently published study (Gutiérrez et al., 2022).

In 2022, the Ministry of Education and Vocational Training of Spain promulgated
the Decree 157/2022, explicitly suggesting the employment of PM (including SE) in
PE. CLM is the only region in Spain that began doing so ten years ago (Decree
54/2014). Additionally, SE has been part of the PETE program at the Universidad de
Castilla-La Mancha since 2007 (Gutiérrez et al., 2020), while it has been part of the
PETE program at the Universitat de les llles Balears since 2020.

3.1.2 Procedure

Data from Gutiérrez et al. (2022) were used for the CLM region. Data from Bl
were collected following the procedures established by Gutiérrez et al. (2022), using
a survey sent to all primary schools (322 at the time of data collection), regardless
of their typology (public, charter, or private school). The e-mail addresses of each
primary school were obtained from the Spanish Ministry of Education website. Then,
an e-mail explaining the purpose of the study was sent to the secretary of each school,
and it was requested that the e-mail be forwarded to the PE teachers (a link to the
online survey appeared in the e-mail for those who wanted to participate). An online
survey was available for four months, and two reminders (to answer it) were sent to
the schools. The study was approved by the Universitat de les llles Balears Ethics
Committee (reference number: 252CER22) and abided by the principles set out in the
Declaration of Helsinki.

3.1.3 Instruments

Sport education survey. A survey by Gutiérrez et al. (2022) was conducted
to determine the application of SE. The survey consisted of three sections. The first
section provided information about the goal of the survey, instructions to answer it,
and a glossary of specific terms (e.g., modified games, tactical content, technical
content). The second section collected the demographic and descriptive data of the
PE teachers. The third section consisted of 20 questions about the PE teachers’
use of SE (Table 1). If a teacher had not applied SE (Question 1), they answered
by considering their experience in all units of games and sports taught. Questions
2 through 19 collected information on two dimensions: features and educational
adaptations. SE features were composed of six categories: seasons (Q2, Q3),
affiliation (Q4), formal competition (Q6, Q7), culminating event (Q9), record keeping
(Q10), and festivity (Q12). Educational adaptations categories were composed of five
categories: developmentally appropriate content and competition (Q8), promotion of
positive values (Q13, Q16, Q18), promotion of participation (Q5, Q11, Q19), enhanced
student responsibility (Q14, Q15, Q17), and extended units (Q20A-D). Question 20
asked the PE teachers to report the extension (lessons) of their units. Except for
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Question 1 (that was “yes” or “n0”), the other questions were rated on a 4-point Likert
scale: “never”, “occasionally”, “often”, and “always”. In this study, when we referred to
“methodological aspects” or “methodological differences,” we specifically addressed

these two dimensions (features, and educational adaptations).

For the construction of the survey, the authors followed the guidelines of
Hernandez-Sampieri, Fernandez and Baptista (2014): 1) the main objective was
defined; 2) key features of SE through a literature review were identified; 3) initial
version of the survey to a panel of experts for content validation was sent; 4) panel of
experts suggested any change; 5) a second version of the survey was created and
submitted again to the panel of experts for ratification.

Table 1 - Survey to PE teachers

Questions

1. Do you use the Sport Education Model for the teaching of sports and games?

2. Throughout the unit, do you plan an initial phase of organization and directed teaching, followed by
another in which participatory styles predominate (micro-teaching and reciprocal teaching)?

3. Throughout the unit, do you plan an initial or pre-season phase where students learn sports
content and develop the responsibilities assigned to each of them?

4. Are students grouped into teams that stay together throughout the unit?
5. Do students participate in the team building process?
6. In the unit, are there specific lessons dedicated to competition?

7. In the unit, is a formal competition schedule established and published for the students to see and
follow?

8. Is the format of the game used in the competition designed so that there is maximum participation
(small games without substitutes)?

9. Is there a culminating event of a festive nature at the end of the unit (celebrations such as an
awards ceremony, contests, a banquet, invitations to other members of the educational community,
etc.)?

10. Are individual and group performance published on a regular basis (e.g., a league table showing
team scores, fair play points, etc.)?

11. Do you incorporate peer evaluations?

12. Do teams have some form of identity? (e.g., name, shirt, colour).

13. Are there formal positive reinforcements (e.g., public assessments, points in the classification,
reflections, etc.) for fair play behaviours and sportsmanship?

14. Does each student take upon two roles: one as a player and a second associated with the
learning process and/or management of competitions?

15. Are the roles taken by students continuous throughout the unit?

16. Are learning contracts or other means established that allow students to fully understand their
responsibilities?

17. Do lessons include activities in which the students carry out their assigned roles?

18. Does the teacher adopt the role of facilitator in interactions with students and encourage them to
resolve conflicts within their groups?

19. Are micro-teaching and/or reciprocal teaching used as the usual teaching style?

20. The unit lasts: -Less than 7 lessons - From 7 to 10 lessons - From 11 to 14 lessons - More than
14 lessons

Note. This survey was developed by Gutiérrez et al. (2022).
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3.1.4 Statistical Analyses

Descriptive statistics (means, standard deviations, and percentages) were
obtained to examine the teachers’ demographic and methodological characteristics.
The Kolmogorov-Smirnov and Levene tests were used to test the normality of the data
and the homogeneity of variances, respectively. Analyses of covariances (ANCOVAs)
were used to determine methodologically significant differences among those who
reported using or not the SE model comparing PE teachers from two Spanish regions,
with their sex and experience as covariables. The effect size for the ANCOVAs was
determined using partial eta squared (nzp) (Richardson, 2011). All analyses were
conducted using the software IBM SPSS version 27.0. The level of significance was
set at p <0.05.

4 RESULTS

4.1 DEMOGRAPHIC CHARACTERISTICS

Table 2 shows the demographic characteristics of participants. Descriptive
statistics (mean, standard deviation, frequency, and percentages) were used to define
the teachers’ sex, age, teaching experience, and school typology.

Table 2 - Demographic characteristics of PE teachers (n= 214)

All sample Bl CLM
Sample N (%)
Female 71(33.18) 38 (44.71) 33 (25.58)
Male 143 (66.82) 47 (55.29) 96 (74.42)
Total sample 214 85 129
Age (years) 40.75 (+ 7.80) 42.39 (+ 6.82) 39.67 (+ 8.23)
Teaching experience 14.23 (+ 7.78) 14.73 (£ 7.22) 13.91 (& 8.14)
(vears)
School typology (%)
Public 86.90 80.0 91.50
Charter 12.10 18.80 7.80
Private 0.90 1.20 0.80

PE, physical education; %, percentage; SD, standard deviation; N, number of the sample; Bl, Balearic Islands;
CLM, Castilla-La Mancha.

Source: Authors

4.2 DEGREE OF APPLICATION OF SE IN TWO SPANISH REGIONS

Of the 214 PE teachers who completed the survey, 56.54% indicated using SE
in PE lessons. Comparing regions, 62.8% of PE teachers from CLM reported using
SE, compared to 47.1% of PE teachers from Bl. Concerning gender, 52.11% of the
females reported using SE, compared to 58.74% of the males. Splitting by region,
66.67% and 42.55% of the males from CLM and Bl reported using SE, respectively.
Instead, 51.52% and 52.63% of the females from CLM and Bl indicated using SE,
respectively. Depending on experience (years), 55.44% of PE teachers with more
than 15 years of experience reported using SE, compared to 57.38% of PE teachers

m Movimento, v. 30, €30031, 2024. DOI: https://doi.org/10.22456/1982-8918.137568


https://doi.org/10.22456/1982-8918.137568

Diego Arenas, David Gutiérrez, Luis Miguel Garcia L6épez, Josep Vidal-Conti, Adria Muntaner-Mas

with less than or equal to 15 years of experience. Splitting by region, 68.0% and
40.48% of the PE teachers with more than 15 years of experience, from CLM and BI,
respectively, indicated using SE in comparison to 59.49% and 53.49%, following the
same order above, with less than or equal to 15 years of experience.

4.3 COMPARISON OF TEACHERS FROM CLM AND Bl WHO REPORTED USING
SE

Table 3 shows the methodological differences among PE teachers who
reported using SE from CLM and BIl. The results of the one-way ANCOVA on the
average obtained in each category showed that PE teachers from CLM reported
significantly greater application of all these categories in their instruction: affiliation
(Fys 10 = 5:31; p =0.023; n? = 0.043), formal competition (F,, ,,, = 13.70; p = <0.001;
n2p = 0.105), culminating event (F1, 120 = 12.06; p = <0.001; n2p = 0.093), record
keeping (F,, ,,, = 20.99; p = <0.001; n2p = 0.152), extended units -between 11 and
14 lessons- (F = 21.84; p = <0.001; n2p = 0.157), and extended units -more than
14 lessons- (F,, ,,, = 18.22; p = <0.001; n2p = 0.135). With respect to extended units
-less than seven lessons- (F,, ,,, = 19.05; p = <0.001; n2p =0.14), PE teachers from BI
reported significantly greater application. Medium to large effect sizes were obtained
in these categories.

17 120

Table 3 - Methodological differences among teachers from different regions of Spain who reported
using the SE model.

Bl CLM
Categories Questions (n =40) (n=81) F p ”,
Mean + SD Mean + SD
Season Q2; Q3 2.86+0.67 2.99+0.64 1.80 0.182 0.015
Affiliation Q4 168+086 2.11+1.18 5.31 0.023* 0.043
Formal competition Q6; Q7 1.92+053 248+0.83 13.70 <0.001* 0.105
Culminating event Q9 1.58+0.87 225+1.03 12.06 <0.001* 0.093
Record keeping Q10 1.38+0.74 220+1.02 2099 <.0.001* 0.152
Festivity Q12 3.231+0.80 3.03+0.95 0.40 0.530 0.003
Developmentally Q8 3.49+0.79 3.64+0.54 1.27 0.262 0.011
appropriate content
and competition
Promotion of positive  Q13; Q16; Q18 3.01 £0.47 3.12+0.50 2.47 0.119 0.021
values
Promotion of Q5;Q11; Q19  2.79+0.45 2.82+0.47 0.52 0.474 0.004
participation
Enhanced students’ Q14; Q15; Q17 2.41+0.63 2.60+0.80 2.55 0.113 0.021
responsibility
Extended units Q20A 2.43+0.81 1.78+0.85 19.05 <0.001* 0.140
(lessons) Q20B 267+083 249+088 190 0171  0.016
Q20C 1.45+0.55 219+091 2184 <0.001* 0.157
Q20D 1.03+0.16 1.62+0.86 18.22 <0.001* 0.135

Bl, Balearic Islands; CLM, Castilla-La Mancha; SE, Sport Education; SD, standard deviations; N, number of the

sample.

*Significant differences between regions (P < 0.05)
The scores ranged from 1 = “never” to 4 = “always”.

Analyses were adjusted by sex and teaching experience (years).
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4.4 COMPARISON OF TEACHERS FROM CLM AND Bl WHO REPORTED NOT
USING SE

Table 4 shows the methodological differences among PE teachers who reported
not using SE, from CLM and BI. The results of the one-way ANCOVA on the average
obtained in each category showed that PE teachers from CLM reported significantly
greater application of all these categories in their instruction: formal competition (F,
o= 8.81; p = 0.004; n2p= 0.090), culminating event (F, o, = 13.60; p = <0.001; n2p=
0.133), record keeping (F, o, = 10.18; p =0.002; nzp: 0.103), extended units -between
11 AND 14 lessons- (F1’92= 16.58; p =<0.001; n2p= 0.157), and extended units -more
than 14 lessons- (F, o, = 5.09; p = 0.027; n2p= 0.054). Concerning extended units
-less than seven lessons- (F1192: 23.89; p =<0.001; n2p: 0.212), PE teachers from BI
showed significantly greater application. Medium to large effect sizes were obtained
in these categories.

Table 4 - Methodological differences among teachers from different regions of Spain who reported
not using the SE model

Bl CLM
Categories Questions (n = 40) (n=81) F p n,
Mean + SD Mean + SD
Season Q2; Q3 2.86+0.67 299+0.64 1.80 0.182 0.015
Affiliation Q4 1.68+0.86 2.11+1.18 5.31 0.023* 0.043
Formal competition Q6; Q7 1.92+053 248+0.83 13.70 <0.001* 0.105
Culminating event Q9 1.58+£0.87 225+1.03 12.06 <0.001* 0.093
Record keeping Q10 1.38+0.74 2.20+1.02 20.99 <.0.001* 0.152
Festivity Q12 3.23+0.80 3.03+0.95 0.40 0.530 0.003
Developmentally appropriate Q8 3494079 364+054 127 0262 0011

content and competition

Promotion of positive values  Q13; Q16; 504,047 3124050 247 0119  0.021

Q18
Promotion of participation Q5;Q11; Q19 2.79+0.45 282+0.47 0.52 0.474 0.004
Fer;gf)r:]cs?&ﬁ;“de”ts' Q1g1($15; 2414063 260+080 255 0113  0.021
Extended units (lessons) Q20A 243+0.81 1.78+0.85 19.05 <0.001* 0.140
Q20B 2.67+0.83 249+0.88 190 0.171 0.016
Q20C 1.45+0.55 219+091 21.84 <0.001* 0.157
Q20D 1.03+0.16 1.62+0.86 1822 <0.001* 0.135

Bl, Balearic Islands; CLM, Castilla-La Mancha; SE, sport education; Other, other methodology; SD, standard
deviations; N, number of the sample.
*Significant differences between regions (P < 0.05).
The scores ranged from 1 = “never” to 4 = “always”.
Analyses were adjusted by sex and teaching experience (years).

5 DISCUSSION

The primary goals of this study were to examine the degree of application
(perceived by PE teachers) of SE between two Spanish regions and to determine
whether there are methodologically significant differences between PE teachers from
two Spanish regions who reported using SE, and those who did not. The findings
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revealed that PE teachers from CLM reported a higher degree of application than
PE teachers from BI, with significant disparities between the two groups (both who
reported using and not using SE). These results were supported by medium to
large effect sizes, which showed that teachers’ regions (independent variable) were
determinants of these SE applications (dependent variable).

Our results confirmed the hypothesis that the degree of SE application is higher
in CLM than in BIl. Overall, the data showed that SE was widely applied by most PE
teachers from CLM, while Bl did not reach half. These results can be understood
within the framework of professional socialization, which has been shown to influence
the use of SE by PE teachers strongly (Malinowski; Kern; Wallhead, 2023). In this
context, SE has been part of the PETE program at the Universidad de Castilla-La
Mancha since 2007 (Gutiérrez et al., 2020), while it was only incorporated into the
Universitat de les llles Balears program 13 years later. Additionally, a recent study
showed that national and regional governments, which have greater control over
the curriculum, made decisions that have hampered the growth and training of PE
teachers using this model (Wallhead et al., 2021). Harvey et al. (2020) pointed out
that one of the most challenging and limiting aspects of adopting PM (including SE)
as viewed by teachers is the lack of institutional support in PE programs. Specifically,
PE teachers expressed concerns about not being introduced to SE throughout their
teacher training as well as a lack of institutional support for their ongoing professional
development in SE (Harvey et al., 2020).

Goodyear, Parker and Casey (2019) highlighted the lack of opportunities for
PE teachers to learn or continue learning this model. For this reason, the lack of
institutional support that PE teachers (and PE teachers in training) from Bl received
compared to those (and PE teachers in training) from CLM may explain the degree
of application in each region. Furthermore, according to Gutiérrez et al. (2020), some
specific measures could have helped promote the development of SE in CLM: a)
integrating SE into the Healthy School Projects (HSP), proposing the inclusion of this
model in teacher development programs, and b) promoting the creation of SE school
networks. On the contrary, in Bl (at any educational stage) no initiative is currently
applied to prolong SE training beyond the university context. In this context, some
studies showed the importance that PE teachers give to continuous training to keep
learning SE with increased levels of fidelity in the model (Goodyear; Parker; Casey,
2019; Hastie; Ward; Brock, 2017).

Additionally, our second hypothesis was also confirmed. Regarding the teachers
who reported using SE, PE teachers from these two regions showed significant
differences in four out of six key elements of SE established by Siedentop et al. (2019):
affiliation, formal competition, culminating event, and record keeping. In addition, one
of the immutable aspects of SE (Hastie; Mesquita, 2017): extended units (less than
7, 11 to 14, and more than 14). Before examining the methodological (significant)
differences between PE teachers of one location and another, it should be noted that
in the Spanish context, units are usually between 6-8 lessons at most (Gutiérrez et
al., 2022). According to this fact, PE teachers from the Bl reported significantly higher
levels of programming units with less than 7 lessons. This is in contrast to PE teachers
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from CLM who reported significantly higher levels of programming units with 11 to 14
lessons, and more than 14 lessons (thus, showing a greater degree of fidelity towards
SE). Academics believe that PE teachers’ resistance to use SE is derived from their
resistance to conducting extended units, because of their lack of knowledge about the
model (Wallhead et al., 2021). Casey (2014) pointed out that this resistance could be
influenced by their persistence on traditional approaches. MacPhail, Kirk and Kinchin
(2004) suggested that for the social and affective development of affiliation, it is
necessary to develop extended units (<14 lessons). Otherwise, PE teachers reported
success in developing culminating events because students increased their interest
and enthusiasm (Kinchin; Macphail; Ni Chroinin, 2009). However, the same authors
also suggested that the development of culminating events must be accompanied
by other key elements of the model, such as formal competition, and record keeping
(Kinchin; Macphail; Ni Chroinin, 2009). In terms of the OST (Richards; Pennington;
Sinelnikov, 2019), adopting a more comprehensive version of SE could be attributed
to the professional socialization of PE teachers (Vasquez; Wallhead, 2023), which
significantly predicts their “full” usage. As previously mentioned, SE was integrated
into the PETE program in CLM 13 years before it was introduced in BI.

Concerning those teachers who reported not using SE, PE teachers from CLM
and Bl continued to obtain significant differences in the following key elements of SE
(Siedentop; Hastie; Van Der Mars, 2019): formal competition, culminating event, and
record keeping. In addition, one of the immutable aspects of SE (Hastie; Mesquita,
2017): extended units (less than 7, 11 to 14, and more than 14). Therefore, in contrast
to the results of PE teachers who reported using SE, the same categories showed
significant differences excluding affiliation. Even though both regions start from
a similar initial training and curriculum starting point at present, PE teachers (who
reported not using SE) from Bl continue showing significantly lower levels in those key
elements of SE compared to CLM teachers.

Greater compliance with SE elements by PE teachers from CLM can also
be justified under the umbrella of the OST, which has a great impact on the way PE
teachers learn and teach in PE (Richards; Pennington; Sinelnikov, 2019; Richards;
Templin; Graber, 2014). The earlier introduction of teaching SE in CLM (13 years
compared to Bl) through the PETE program, which fosters professional socialization,
and the earlier curriculum support (8 years ahead of Bl) provided to PE teachers upon
entering schools, influencing organizational socialization, have shaped learning and
teaching practices in CLM. Similarly, this has been favored by institutional support
from the CLM administration to include SE in HSP and promote the creation of SE
school networks (Gutiérrez et al., 2020).

The present study has some limitations. Firstly, while these results could be
generalized to the use of SE in the two exposed regions, they are not representative
of the entire country (Spain). Secondly, although reference has been made to the
continued superiority of the fidelity of SE elements by PE teachers from CLM, their
results cannot be held as a reference to the appropriate levels of application of SE
elements. Finally, as Gutiérrez et al. (2022) showed, this survey did not take into
account previous knowledge about SE.
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6 CONCLUSION

Overall, SE showed higher degrees of application in CLM than in Bl in primary
school. Furthermore, there were methodologically significant differences in some key
elements of SE among PE teachers from CLM and Bl (both among those who reported
using the model and those who reported the opposite). In these significant differences,
PE teachers from CLM always showed higher levels of fidelity to SE than PE teachers
from BI. According to previous literature (Malinowski; Kern; Wallhead, 2023; Vasquez;
Wallhead, 2023), these results can be mainly attributed to the substantial influence
that PETE programs have on teachers’ learning. Likewise, findings from the present
study could help to show the importance of institutional support in the training and
development of SE. This institutional support should be based not only on initial
training (together with the curriculum support of the content) but also on professional
development, with active collaboration between universities and schools. In line
with this, favoring a greater degree of knowledge of SE and favoring a more specific
understanding of the model leads to a greater degree of fidelity in the elements that
compose it. In fact, knowledge is transferred in such a way that it influences the
teaching of PE teachers who reported not using the model.

We propose collecting data on why teachers exhibit fidelity in certain components
of the model, considering their local context, as future areas of research. In this sense,
it would be useful to see how initial university training affects PE teachers, as well as
ongoing training (after university studies are completed) in SE expertise. Finally, it
would be interesting to learn more about the model’s degree of application in other
locations to gain more generalizable results for this country. All this would contribute
to a more complete understanding of the state of SE.
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Resumo: Este estudo examinou o grau de aplicagdo da Educacgéo Desportiva (ED)
e determinou se existiam diferengas metodoldgicas entre professores de Educagéo
Fisica (EF), que utilizavam ou ndo a ED, em duas regides espanholas com contextos
curriculares diferentes. A partir de uma abordagem quantitativa, participaram neste
estudo 214 professores de EF do Ensino Primario (129 de Castila-La-mancha e 85
das llhas Baleares). Os resultados mostraram que os professores de Castila-La-
mancha relataram um maior grau de aplicacdo da ED, e diferengas metodolégicas
significativas foram obtidas nos elementos-chave da ED a favor dos professores de
Castila-La-mancha (tanto os que usaram como os que nao o fizeram). Portanto, o
estudo analisa minuciosamente como as diferengas contextuais na formacgao inicial
e continua de professores podem ter influenciado esses resultados.

Palavras-chave: Educacgao Fisica e Formagao. Modelos Educacionais. Educacéao
Basica.

Resumen: Este estudio examiné el grado de aplicacion de la Educacion Deportiva
(ED) y determiné si existian diferencias metodoldgicas entre los maestros de
Educacién Fisica (EF), que utilizaban o no la ED, en dos regiones espafiolas con
contextos curriculares diferentes. Desde un enfoque cuantitativo, en este estudio
participaron 214 maestros de EF de Educacion Primaria (129 de Castilla-La Mancha
y 85 de Baleares). Los resultados mostraron que el profesorado de Castilla-La
Mancha reportaba un mayor grado de aplicacion de la ED, y se obtuvieron diferencias
metodoldgicas significativas en los elementos clave de la ED a favor de los profesores
de Castilla-La Mancha (tanto los que usaban como los que no lo hicieron). Por tanto,
el estudio analiza en profundidad cémo las diferencias contextuales en la formacién
docente tanto inicial como continua podrian haber influido en estos resultados.

Palabras clave: Educacion y Entrenamiento Fisico. Modelos Educacionales.
Educacion Primaria.
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