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Abstract
Background: Reporting on the use of the Primary PE and Sport Premium in
schools is often limited to ‘official’ reports produced for and by the government.
The use of public funds to improve the opportunities for pupils in PE and School
Sport is not a new concept, previously receiving funding under ‘PESSCL’ and
‘PESSYP’ two major PESS strategies introduced between 2003-2010. The
Primary PE and Sport Premium was introduced into primary schools in 2013 and
saw a doubling of this money in 2017 as a beneficiary of the UK Government
imposed ‘Sugar Tax’. What is limited in this field however is research on ‘how’
schools use the money and the decision-making process of headteachers and
schools when it comes to spending/investing this ring-fenced allocation of
funding.
Purpose: The aim of this study is to contribute to the knowledge of ‘how’ schools
spend, or invest, the funding they receive via the Primary PE and Sport Premium
and to what extend they are able to satisfy the conditions of this grant.
Research Setting: This study was undertaken across three primary schools in the
South of England. Involving school staff that included the headteacher, the lead
for PE and any external providers that the school used in the delivery of PESS.
Methods: Data was collected through semi-structured interviews supplemented
with observations, documentary analysis and field diaries. Data was coded and
analysed by Grounded Theory.
Findings: Coaches had good skill knowledge but lack critical pedagogical
understanding while teachers lack confidence to teach PE. Head teachers should
be accountable for PE but did not have the time or knowledge to effectively
manage the Primary PE and Sport Premium. There were issues with the use of the
funding, and outside of the permitted use as per the Primary PE and Sport
Premium Guidelines.
Conclusion: Schools were superficially using the funding to increase physical
activity as opposed to Physical Education. Schools were spending the money on a
service rather than investing their money for the purpose of sustainability.
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Glossary of Key Terms
A' Level

A qualification in a specific subject typically taken by school students
aged 16 – 18, at a level above GCSE (UK not Scotland).

Bikeability

The Department for Transport's national award provider for cycle
training in England.

Classroom Teacher

A primary school teacher who is responsible for teaching the
National Curriculum to his/her class.

Deep Dive

An in-depth examination or analysis of a topic.

Dogs Bodies

A person who is given menial tasks to do.

Early Years
Foundation Stage

The framework which sets standards for learning and development of
children from birth to five years old.

External Agencies

Organisations within school that are not under the schools direct
control eg. coaching companies.

Forest Schools

An outdoor education delivery curriculum.

Gatekeeper

The person/s responsible for allowing access to the school.

Generalist Teacher

A primary school teacher who is responsible for teaching the
National Curriculum to his/her class.

Grass Roots

The most basic level.

Infant School

A school for children between the ages of 4 -7 years old.

Informal Gatekeeper

Person/s interviewed within the setting decided whether to take part
or not – a gatekeeper to their own knowledge.

Initial Teacher
Training

A programme of study which qualifies the participant for qualified
teacher status.

Junior School

A school for children between the ages of 7 – 11 years old.

Local Authority

An administrative body in local government.

Marginalised Subject

An insignificant or peripheral subject.

Marmite Subject

Something or someone that some people like very much and other
people dislike very strongly.

National Teaching
Standards

A set of clear baseline of expectations for the professional practice
and conduct of teachers and define the minimum level of practice
expected by teachers.

OFSTED

Office for Standards in Education which inspect services providing
education and skills for learners of all ages.
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Paraprofessional

The job title given to persons in various occupational fields, such as
education, who are trained to assist professionals but do not
themselves have professional licensure.

Partnership
Development
Manager

Within PESSCL and PESSYP strategies the person who is at the core
of the strategy and is responsible for managing the partnership.

Physical Activity

Any bodily movement that requires energy or expenditure of
moderate intensity. Examples could include walking, cycling.

Physical
Development

One of the three prime areas in the Early Years Foundation Stage.

Physical Education

The planned teaching and learning programme within curriculum
time that meets the requirements of the National Curriculum for PE.

Physical Literacy

The motivation, confidence, physical competence, knowledge and
understanding to maintain physical activity throughout the life
course.

Primary Link Teacher

Within PESSCL and PESSYP strategies the person responsible for
leading strategy at that particular school.

Primary School

A school for children between ages 5 – 11 years old. It can also
include children of 3 and 4 years old.

Pupil Premium

Children who qualify for Disadvantaged Children funding from the
government set up in 2011.

Ring Fenced

A guarantee that (funds allocated for a particular purpose) will not be
spent on anything else.

School Sport

Participation in competitive activities within school.

Secondary Schools

A school for students between 12-16 years old.

Sugar Tax

The levy put on soft drinks companies by the government.

TA

Teaching Assistant within a primary school classroom.

The School Games

A programme designed to keep competitive sport at the heart
of schools and provide more young people with the opportunity to
compete and achieve their personal best.

Top Down Approach

Where the person at the top of the hierarchy makes the decisions on
how something should be done with no collaboration from those
lower down in the hierarchical chain.

Unqualified Teacher

An individual without teacher status.
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List of Abbreviations
afPE

Association of Physical Education

APPG

All Party Parliamentary Group

ASC

Autistic Spectrum Conditions

ASCL

Association of School and College Leaders

CPD

Continued Professional Development

DBS

Disclosure and Barring Service

DCMS

Department for Digital, Culture, Media and Sport

DCSF

Department for Children, Schools and Families

DfE

Department for Education

DfES

Department for Education and Skills

DH

Department for Health

DSG

Dedicated Schools Grant

EYFS

Early Years Foundation Stage

GT

Grounded Theory

HQPE

High Quality Physical Education

ITT

Initial Teacher Training

KS1

Key Stage 1

KS2

Key Stage 2

KS3

Key Stage 3

KS4

Key Stage 4

NCPE

National Curriculum for Physical Education

PD

Physical Development

PDM

Partnership Development Manager

PE

Physical Education

PESS

Physical Education and School Sport

PESSCL

Physical Education and School Sport Club Links

PESSYP

Physical Education and Sport Strategy for Young People

PGCE

Post Graduate Certificate of Education

PLT

Primary Link Teacher

PPA

Planning Preparation and Assessment

QTS

Qualified Teacher Status

SATS

Standard Assessments Tests

SLT

Senior Leadership Team

SSAAP

School Sport and Activity Action Plan

SSP

School Sport Partnerships
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TA

Teaching Assistant

TES

Times Educational Supplement

UK

United Kingdom

WRA

Workforce Reform Act

YST

Youth Sport Trust
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Chapter One
Introduction

This study is positioned within the school setting to investigate the use of public
funds distributed to schools via the ‘Primary PE and Sport Premium’ (Department
for Education, 2013, 2015, 2017). In order to do so this thesis is structured around
five chapters. The first, Chapter One, provides the rationale for the study and
research questions whilst defining ‘outsourcing’ and the emergence of this
phenomenon within education, in particular Physical Education (PE). Chapter
Two discusses and critically examines the literature, and the increased political
interest in PE particularly as the subject is considered to be marginalised on the
curriculum (Griggs, 2008, 2010, 2012; Blair and Capel, 2008, 2011; Williams,
Hay and Macdonald, 2011). Chapter Three focuses on the methodology and
methods used to elicit and analyse the data. Chapter Four discusses the results
arising from the data applied to the three research questions. In this discussion the
qualitative data arising from the participant interviews is used to present key
themes and ‘evidence’ of the decision-making process in schools and ‘how
schools do policy’ (Ball, 2004, 2007, 2008, 2012). The final chapter, Chapter
Five, concludes this study reiterating the key messages and findings from the data
and contribute to the growing field of literature regarding PE and School Sport
(PESS). Within this final chapter the limitations as well as recommendations for
future research are considered.
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1.1 Rationale
Since the turn of the century there has been a growing interest by politicians in
Physical Education and School Sport (PESS). Since the introduction of the PE,
School Sport and Club Links strategy in 2003 the subject has seen unprecedented
levels of public funds allocated to ‘improve the quality and quantity’ of Physical
Education. This PE and School Sport funding is ‘ring fenced’ and in addition to
the allocation of schools funding via the ‘Dedicated Schools Grant’ (DSG)
(Education and Skills Funding Council, 2018, online). The DSG is the main
source of income within schools, distributed via the Local Authority1 based upon
the funding formula for the area for the delivery of the National Curriculum, of
which PE is already included, in particular swimming. The reason for this
inclusion here, is that when this study looks to consider how the Primary PE and
Sport Premium is ‘spent’ it is important to consider what it is spent on, and
whether there are any complexities in receiving funding from two sources for the
subject.

Whilst the policy development will be discussed in more detail in Chapter Two it
is important to note this interest and level of investment in a subject that is widely
considered to be marginalised on the curriculum (Evans and Penney, 1995, 2005;
Hardman and Marshall, 2001; Chen and Ennis, 2004; Bailey, 2005; Hardman,
2008; Jung, Pope and Kirk, 2015). In particular increase in ‘outsourcing of
1

Academy Schools are also in receipt of funding, but this comes in the form of the ‘General
Annual Grant’ (GAG) (Education and Skills Funding Agency, 2019). This funding is calculated as
the schools’ budget share, from the Local Authority allocation (and subject to the local authority
funding formula) plus any education service grant if applicable.
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physical education’ (Williams, Hay and MacDonald, 2011; Williams and
MacDonald, 2014; Griggs, 2015) where schools are encouraged schools to ‘hire
qualified sports coaches to work with teachers’ (Department for Education, 2017).
This rise in using adults other than teachers has been enabled due to changes in
the delivery of education since the introduction of the Workforce Reform Act
(WRA) (2003). This Act was set out in three phases; Phase One (2003) aimed to
balance the work and home lives of teachers by allocating them some non-contact
and administration time. Adding onto the standards of the previous year, Phase
Two (2004) implemented limits on cover provided by teachers to 38 hours to try
to reduce pressure on teachers. The final Phase Three (2005) set a standard which
guarantees 10% of a teacher’s timetable to ‘preparation, planning and assessment
(PPA)’ as a response to try and alleviate ‘overworking’ of teachers; (Department
for Education, 2003; Howes, 2003). These phases meant that the schools
dynamics would have to change (Office for Standards in Education, 2007). It is
the development of the school workforce arising as a consequence of this Act that
has established an environment that facilitates the growth of outsourcing of
services to external providers within the current policy landscape (Griggs, 2012;
Pickup, 2012). The discourse to implement external educators is one that has been
around for decades, identified by Hoffman in 1987, not now considered a global
phenomenon (Tsangaradu, 2012).

1.2 The Outsourcing of Physical Education
Hoffman (1987) ‘dreamed the impossible dream’, foretelling the demise of PE
and the outsourcing of sport and exercise instruction to Pedasport Inc and ‘self-
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directed play managers’. Five years later, Hoffman’s provocative piece inspired a
similar piece of fortune telling: (Kirk and Tinning 1990) ‘not so sweet dream’
about Australian PE at the dawn of the new millennium. Kirk and Tinning (1990)
present a future where PE taught by school teachers gave way to sport education
classes delivered by SportEd Inc and fitness sessions led by ‘community sport
volunteers’. Given that these authors forecasted desolate futures, and as indicators
of their predications were starting to materialise, one could have anticipated a
surge of academic and empirical research of outsourcing PE. However, the data
from this surge has often been fragmented and partial because in many studies it
has not been the sole reason for the research, therefore it leaves many unanswered
questions (Evans, 1993; Webster, 2001; Lynch, 2007; Ardzejewska, 2009; Griggs,
2010). Massengale (1987) considered that changes in society and priorities in PE
occurred, but that physical education practitioners were “unprepared” (p.5). Later
in 1990, Kirk and Tinning (1990) considered that it was time for the educators to
take charge of the trends that were impacting their professional work. Yet, it is
important to consider that changes in PE still reflect societal ‘trends’ and that
practitioners are largely ‘silent’ in the construction of the curriculum and revisions
are proposed without direction (Williams, Hay and MacDonald, 2011; Williams
and MacDonald, 2014; Griggs, 2015). Even within this environment there
continues to be considerable injections of investment into sport (Parnell et al.,
2016; Department for Education, 2017) with the government basing its ideologies
and beliefs on strong evidence which underpins change.
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The Department for Education (2016, p.17) Strategy “2015-2020 World-class
Education and Care” sets out how to develop the education workforce until 2020.
Within the strategy it suggests that external providers in schools are not
recognised as full teaching staff as their training and background is often not the
same as mainstream teachers. The irony here is that for many external providers
they deliver a subject and contribute to learning just as teachers do (Hoffman,
1987; Kirk, 2010; Griggs, 2015). As a result, external providers are often
perceived as outsiders on the peripheral of schools (Lofthouse et al., 2010).
Despite this, over the past thirty years there has been a persistent and steady
increase of outsourced educators implementing lessons (Flintoff, 2003; Petrie,
2008; Williams, Hay and MacDonald, 2011; Williams and MacDonald, 2014;
Jago et al., 2015; Griggs, 2015).

1.2.1 Physical Education in the context of the Primary School

The development of PE within primary schools has proven difficult (Petrie, 2008;
Gallagher and Murphy, 2013). Petrie (2008) argues that in the teaching of PE
there have been a range of teaching styles and understanding of purpose; such as
getting children fitter, engagement in sport both in school and in the community,
and the provision of ‘fun’. Kirk (2010) argues that the teaching profession can
agree on what PE is not, but not on what PE is. It is not suprising then that
teachers report that PE is not always delivered consistantly (Petrie, 2008; Griggs,
2015) and could be as a consequence of teachers feeling ‘out of their depth”
coupled with a lack of confidence and qualifications (Morgan and Bourke, 2008,
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p.12). In the UK, time dedicated to PE on the teacher training curriculum has been
in decline (Harris et al., 2012). It is argued that Initial Teacher Training (ITT)
courses [primary] may provide as little as 4-8 hours of subject specific training in
PE (Talbot, 1995; Faucette et al, 2002; Carney and Howells, 2008; Casey and
O’Donovan, 2012). Over the years more than half of curriculum time has been
dedicated to teaching Maths and Science (Patton, 2007) with little evidence that
this has changed (Faucette et al., 2002; Griggs, 2015). Not surprisingly then
external staff often feel much more comfortable with teaching PE especially as
many will have come from a sports background (Morgan and Bourke, 2008).

1.3 Study Objectives

This study will examine the increasing role of external agents, not only
collaborating with but often, undertaking the role of the teachers in the delivery of
PE. A greater understanding of how schools and external agencies work together
to improve classroom teachers’ confidence to teach PE is necessary. It is with this
in mind that this study seeks to explore the reasons why PE has received
unprecedented levels of funding since the turn of the century in comparison to
other curricula subjects. In relation to the Primary PE and Sport Premium funding,
this study will consider how external providers and school staff are deployed to
deliver PE within schools and whether the Primary PE and Sport Premium
funding has made a difference to their perceptions of the effectiveness of their
delivery: considering the volume of funding that primary schools have received to
improve PE and school sport provision, it is vital that we are aware of the current
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decisions being made in primary schools affecting the quality of PE being
delivered to students. (Faucette et al., 2002; Paton, 2007; Griggs, 2015; All Party
Parliamentary Group, 2019). In 2019, the call for all of those who cared about the
physical and mental wellbeing of children to join the discussion indicates the need
for more debate and action to ensure this regularly side-lined subject holds
importance for every child (All Party Parliamentary Group, 2019).

There is strong supporting evidence which articulates the need for revisions
within the current providers of education (Hoffman, 1987; Griggs, 2012; Ives and
Kirk, 2013; Department for Education, 2017). The discourse over the last 35 years
has had some researchers referring to outsourcing with concern (Hoffman, 1987;
Petrie, 2008; Williams, Hay and Macdonald, 2011; Griggs, 2012; All Party
Parliamentary Group, 2019). With the field of research being extensive and
continual addition of literature as research on the use of the Primary PE and Sport
Premium and on ‘outsourcing’, this study only considers literature published
before November 2019.

This study has been structured to highlight areas of good practice as well as
potential areas of conflict. Thus, the objectives of this study are outlined below;
1. To identify how the primary PE curriculum is implemented and how
external physical activity provision is contracted to support the curriculum.
2. To evaluate the extent to which external agents establish and develop PE
programmes in collaboration with school staff and within a coherent
curriculum.
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3. To examine the role played by classroom teachers, teaching assistants and
external agents before, during and after PE lessons focusing on adult
instructional and interactional discourse.
4. To highlight areas of good practice in relation to the establishment and

development of collaborative relationships in the delivery of primary PE.

1.4 Research Questions

Given the context and objectives of the study set out in this chapter the following
three research questions have been constructed:
1) What effect does the of the Primary PE and Sport Premium strategy have
in the primary school environment both within and beyond the
curriculum?
2) How does the relationship between schools and external providers impact
the delivery of Physical Education and School Sport and what are the
opportunities to share good practice?
3) How do schools comply with the conditions of the Primary PE and Sport
Premium?
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Chapter Two
Literature review

This century, the UK Government has introduced a series of [new] interlocking
initiatives apparently designed to raise the standards of teaching. The first of
which was the introduction of a network of ‘School Sport Partnerships’ (SSP)
starting with ten established in 2001 rising to four hundred and fifty in 2006.
Alongside this network two focused strategies were introduced, which the SSPs
were instructed to deliver [and reach] a range of participation targets. The two
‘main’ strategies of this era - the PE, School Sport and Club Links Strategy
(PESSCL) (2002-2008) followed by the PE and Sport Strategy for Young People
(PESSYP) (2008-2010). This programme was abruptly ended in October 2010, as
a result of a change in government (From ‘New’ Labour to a coalition government
between the Conservative and Liberal Democrats). After a three year programme
hiatus of investment into PESS a partial resurrection has occurred through the
introduction of the Primary PE and Sport Premium (Department for Education)
since 2013 and the Conservative Sport Policy ‘Sporting Future; A new strategy
for an Active Nation’ (HM Government, 2015).

This chapter will consider the literature that has been developing in line with the
increased political interest and funding in PE and School Sport. In order to
position this literature in context, it is necessary to consider that whilst there were
policy developments there was an accompanying rise in agents and agencies
working with, and in, schools. There was, what Newman (2005) suggests was an
opening up of new policy spaces. For example, the Education Reform Act (1988)
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and the introduction of the ‘National Curriculum’, the establishment of the Office
for Standards in Education (OFSTED) in 1993, the diversification of the school
workforce (Workforce Reform Act, 2003) and the introduction of various PESS
policies aimed at increasing the quality and quantity PESS for pupils culminating
with the ‘Primary PE and Sport Premium’ (Department for Education, 2013,
2015, 2018). A [recent] historical context will be provided focusing on the
developments in PESS that have contributed to current Government and education
priorities.

2.1 National Curriculum for PE

It is widely noted that PE was one of the last subjects to be included in the
National Curriculum. Houlihan (2000) argues this could have been as a result of
the continued argument over the status of PE and the tension between PE and
competitive team sport (Ives, 2014). PE continues to be a marginalised subject
(Jung, Pope and Kirk, 2015) and is often overlooked in terms of school priorities;
particularly when the school hall is a shared space required for school plays, lunch
times and any other extra-curricular provision. What is of interest is that PE is
“the only National Curriculum foundation subject mandatory at all four key
stages” (UK Government and Parliament, 2019, online). The government has
stipulated that “it is important that all schools teach PE” though they have stated
there are “no current plans to change the curriculum” (UK Government and
Parliament, 2019, online). The Youth Sport Trust (2019), an independent charity
established with a focus to improve PE and school sport for all children, state
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“Like English and Maths, PE should be part of the bedrock of a good education”
(p.4). This is an accurate view of the state of affairs within PE, with many
organisations arguing for the National Curriculum for Physical Education (NCPE)
to be revamped (Rainer, Cropley, Jarvis and Griffiths, 2011; Clark, 2017;
Association for Physical Education, 2017). The last change to the NCPE was in
2014, which put Physical Education and School Sport central to the current
curriculum and aimed “to make an important long-term contribution to health and
building character” (UK Government and Parliament, 2019, online). According to
the Times Educational Supplement (TES) the new curriculum in 2014 “should
inspire a curriculum design that continues to allow for the holistic approach that
makes PE so important” (TES, 2019, online).

2.1.1 Priorities

International research has consistently revealed that there is continuous
marginalisation of PE in schools (Macdonald, 1995; Henninger, 2007; Whipp,
Tan and Yeo, 2007). This marginality is because the school structure recognises
subjects which require mental capabilities as being more important than subjects
requiring physical effort. Conventionally, white-collar, cognitive work [Science or
Maths] is given priority over blue-collar, physical activities [PE, Art, and Music]
(Richards, Templin and Graber, 2014). There has been research as to why PE has
been marginalised in this way (Henninger, 2007; Whipp, Tan and Yeo, 2007).
Public opinion has played a role in this; the importance of PE is often downgraded
by the general public when compared to STEM (Science, Technology,
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Engineering and Maths) subjects in particular; an A grade at A’ Level in Maths
for example is considered by many to be more impressive than an A grade
achieved in PE (Ives and Kirk, 2013). It is not surprising that PE finds itself on the
peripheral of school life, as some classroom teachers believe that PE is of little
educational value and prioritise other subjects ahead of it (Howarth, 1987; Farrell
et al, 2004; Ives and Kirk, 2013). Many PE practitioners feel as though they are
physically isolated from their peers as they are not classroom-based and are often
work in a separate area of the school (Curtner-Smith, 2001; Stroot and Ko, 2006).
As a result, PE teachers may be particularly susceptible to feeling of isolation
compared to other subjects (Lortie, 1975; Carney and Howells, 2008; Casey and
O’Donovan, 2012). Usually, PE is either a subject which attracts positivity and
enthusiasm or one that is met with animosity (Ives and Kirk, 2010). PE finds itself
in a unique position, disconnected from other subjects yet at the centre of the
public eye. Success on the world stage at major events has resulted in the public
engaging in sport. However, success is not always attributed to the teaching of PE
at grass roots level in schools but is seen as a product of major funding of elite
athletes (Griggs, 2007, 2010, 2012). As school subjects are often legitimised
through public opinion (Williams, 1985; Ives and Kirk, 2013), the government
announces what schools must teach and is determined by what the wider public
deem essential (Williams, Hay and Macdonald, 2011; Williams and Macdonald,
2014). Furthermore, the current discourse of health and the obesity crisis that is
inevitably looming means PE is at the forefront of people’s minds (Williams, Hay
and Macdonald, 2011; Ives and Kirk, 2013; Williams and Macdonald, 2014).
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Siedentop (2002) stated that both PE and sport have a complex relationship that
coincides with each other calling for a ‘Sport Education’ (Siedentop, 2002; Bailey
and Kirk, 2009). The PE National Curriculum still places the emphasis on both.
Lay-makers and politicians often make the mistake of using the terms PE and
sport interchangeably, which, according to Kirk and Bailey (2009), creates a
different purpose for PE. This results in physical educators’ views often being
marginalised and neglected (Bailey and Kirk, 2009; Ball, 2012; Chan and Ng,
2015).

2.1.2 Swimming and Water Safety

The National Curriculum for PE outlines the skills that pupils should be taught
within KS1 and KS2. The government has prioritised swimming competently as a
basic life skill (Department of Education, 2015, online). This is reflected in PE
National Curriculum where swimming and water safety has its own standalone
section with guidelines which are specific to swimming instruction (Department
of Education, 2015, online). Because of the health and safety issues surrounding
the teaching of swimming, it is necessary for a swimming teacher to have specific
qualifications. Most primary school educationalists will not have received any
formal swimming teacher training. It is unlikely that schools employ a qualified
swimming instructor within their staff to take swimming lessons and many
schools do not have access to a swimming pool on their site. Within the National
Curriculum swimming teaching must take place and the teaching of primary
swimming is usually outsourced or not, dependent on the resources available to
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individual schools (Department of Education, 2017, online). Therefore the
teaching of swimming is necessarily treated separately from PE teaching within
school (Department of Education, 2015, online; Department of Education, 2017,
online). Due to the time and word count constraints that this study has faced,
swimming was not investigated within this study. Further research into the effects
that the Primary PE and Sport Premium has had on the attainment of children in
swimming lessons and the reported data would be a necessary study.

2.1.3 Delivery

As the National Curriculum is the programme of study which most schools follow
and by which a school’s success is judged by, there is an expectation as to how
and what is taught in PE lessons (Edmond, 2003, 2010; Griggs, 2012; OFSTED,
2013; Clark, 2017). The government has recommended that children must receive
two and a half hours per week of PE and schools are obligated to provide PE
lessons throughout the school week as they do with all curriculum subjects. The
government intends that schools will use the Primary PE and Sport Premium to
help provide additional and sustainable improvements to the quality of their PE,
physical activity and sport (Department for Education, 2017). This means schools
have flexibility to use the funding as they see fit.

With a significant investment into PE and School Sport, Newman’s (1995) notion
that new policy spaces open up and consequently there are new opportunities for
organisations to access this funding. It is here that we begin to see the rise of
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‘external providers’ which tend to be ‘sport coaches’ (Jones and Green, 2017)
trying to influence ‘how’ schools should spend their PESS funding and thus we
see an increase in the ‘outsourcing’ of physical education (Williams, Hay and
Macdonald 2011; Jones and Green 2017).

The Office for Standards in Education, Children’s Services and Skills (OFSTED)
(2014) were also clear that schools were free to determine how best to use this
funding to improve the quality and breadth of PE and sport provision. While this
allows scope for schools to achieve this aim, schools have also reported that they
want and need guidance of how best to spend the funding, “I would like further
clarification on the use of Primary PE and Sport Premium… guidelines/advice is
unclear on how it can be used” (medium local authority maintained primary cited
in Primary PE and Sport Premium Survey, 2019, p.35). Some authorities’ state,
“it would be good to have more freedom to spend the funding on areas specific to
our school” (large primary academy cited in Primary PE and Sport Premium
Survey, 2019, p.35). It seems more specific clarification is required, of which
OFSTED are best placed to provide more detailed guidelines. The Education
Inspection Framework (2019) refers to ensuring ‘improvement in education
provision’ and will undertake ‘deep dives’ into specific subjects seeking to
interrogate and establish a coherent evidence-based quality of education. PE is not
a core subject and therefore may not be subject to a deep dive at inspection and it
is possible that the funding could be mis-spent.

23

In 2015, the government’s publication of their new sport policy ‘Sporting Future’
attempted to link together different parts of the PE curriculum and streamline the
overall approach (HM Government, 2015). It sets the context for sport and
physical activity, raising awareness and redefined what success looks like in all
future physical activity, PE and sport in the UK (HM Government, 2015). The
Minister for Sport, the Right Honourable Tracey Crouch MP, declared this sport
policy “marked the biggest shift in government policy on sport for more than a
decade” (HM Government, 2015; Sport England, 2016, p.5). This policy moved
the focus from elite sport and success in the Olympics and Paralympics to sport
that benefits the public and the country, setting the context for sport and physical
activity, raising awareness and redefining what success looks like in all future
physical activity, PE and sport.

2.2 Teacher Confidence and Competence

It is well documented that teachers often feel ill equipped and under confident
when teaching PE (Talbot, 1995; Lu and De-Lisio, 2009; Blair and Capel, 2011;
Pickup, 2012; 2016; Jones and Green, 2017). As Lu and De Lisio (2009) state not
everyone has a good understanding of PE and not everyone can excel in PE
however to teach, a teacher does not need to be experienced in playing the sport
but must be able to teach it. The shortcomings classroom teachers experience
towards teaching PE may result in them feeling some anxiety towards the subject.
Many pieces of literature state that primary teachers have on average around ten
hours training for PE in their teacher education primary course. (Hoffman, 1987;
Morgan and Bourke, 2008; Lu and De Lisio, 2009; Curry and Sydney, 2012;
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Parnell et al., 2016). As Brenchley (2014, p. 14) states “the vast majority of new
teachers – almost two thirds – reported that their teacher preparation program left
them unprepared”. This is unlike specialist PE teachers who will have had more
specific training (Lu and De Lisio, 2009). Many years are spent training qualified
teachers how to plan lessons and teach effectively (Office for Standards in
Education, 2009; Mackintosh and Liddle, 2014). Research suggests that children’s
skills and health would benefit if ITT had more emphasis on PE (Morgan and
Bourke, 2008: Williams, Hay and Macdonald, 2011; Blair and Capel, 2011).

Although many teachers feel overwhelmed by the subject (Whipp, Tan, and Yeo,
2007; Jones and Green, 2017) it is possible to shape a classroom teacher’s
confidence to positively impact their abilities to teach PE (Whipp, Tan, and Yeo,
2007; Casey and O’Donovan, 2012; Goodyear and Casey, 2015; O’Donovan et
al., 2016). Whipp et al., (1997) suggest that, as well as providing expert delivery
to students, externally provided physical activity programmes may serve as an
important professional development role for classroom teachers to observe the
instruction and delivery of specialists. From observing these sessions, teachers can
receive instruction and guidance about how to create a learning environment that
fosters development of necessary student competencies (Whipp et al., 1997).
Teachers who have been productive in CPD have often found that their teaching
of PE has improved (Whipp, Tan, and Yeo, 2007; Blair and Capel, 2011). It is
argued that teachers who have had additional training in PE will be more
confident and skilled to teach the subject (Capel 2007; Harris, 2011). As long as
teachers feel comfortable in teaching PE and sport, they can excel with the right
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planning and guidance (Neill 2002; Richards et al., 2018). Armour (2004) states
teacher development is fundamental in a successfully delivering high quality PE.

2.2.1 Can coaches help to increase teacher confidence?

Williams, Hay and MacDonald (2011) discussed similarities between the
Australian and UK government’s approaches to PE, highlighting the increasing
possibility of “coaches taking on activities currently undertaken by teachers”
(Department for Culture, Media and Sport, 2003, p.15). Other countries have
already implemented outsourcing into their teaching and learning process. The
public sector in Hong Kong found that initiating outsourcing aided the quality of
teaching and amplified the efficiency and the effectiveness of the teaching and
learning process (Chan & Ng, 2015).

Coaches often have more confidence in the coaching of ‘physical education as
sporting skills’ than a qualified teacher (Kirk, 2011), but the coach has little or no
insight into the National Curriculum and planning (Jones and Green, 2017). Many
coaches may hold more skills-based qualifications, for example, NVQs which
train the coaches in the basics of skills coaching (Youth Sport Trust et al., 2016)
or as Jones and Green (2017) acknowledge coaching qualifications that are largely
dominated by football. In schools, external providers (sometimes with a degree in
sport, but often holding coaching badges gained over a weekend) are required to
follow a PE curriculum (Hedlund et al., 2018). Although some coaches have been
educated to degree level, they are still not considered or trained as qualified
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teachers (Jones and Green, 2016; Youth Sport Trust et al., 2016). This can be
challenging when planning a National Curriculum subject (Blair and Capel, 2011)
due to their lack of knowledge of pedagogical issues. As Lu and De Lisio (2009)
explain just because a coach has an interest and a degree sport does not mean they
are qualified to teach it. Considering this data, it could be argued that instead of
upskilling, schools are in fact, deskilling and the teaching of the wider PE
curriculum present challenges that are not compatible with level 2 qualifications.

2.3 PE and School Sport Policy

Between 2002-2010, PE and school sport benefitted from exceptional levels of
funding (Petrie, 2010; Williams and Macdonald, 2014; Mackintosh and Liddle,
2015). £2.4 billion was invested through two major strategies; PE, School Sport
and Club Links Strategy (2003-2007) and the PE, School Sport and Young People
Strategy (2008-2010). The newly established School Sport Partnerships (SSP)
networks were tasked with delivering increased student participation as well as
increasing the time on the curriculum for high quality PE.

During the hiatus in funding between 2010 and 2013 the time ‘given’ to PE on the
curriculum began to decrease (Youth Sport Trust, 2012, 2018). The renewed focus
on PESS in 2013 via the Primary PE and Sport Premium funding injected a
renewed focus on increasing the quality and quantity of PESS in schools. It should
be noted however, that this programme unlike its predecessors, did not encompass
secondary schools. The impact of PESS strategies and funding ultimately
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legitimised schools’ focus on PESS and ensured that schools reported on levels of
activity and engagement.

In the past, the curriculum of primary school PE has been driven by school teams
(Griggs, 2010). Much of the curriculum was tailored to sports that the school had
experienced success with, rather than allowing the students to progress in
alternative sports (Faucette et al., 2002; Griggs, 2010). Hedlund, Fletcher and
Dahlin (2018), reported that educators teach what they feel comfortable with,
therefore they are less likely to teach a wide range of sports. This could present
issues of enjoyment in the curriculum and hinders children’s ability to experience
physical literacy (Whitehead, 2010). The students that represent their primary
schools in sports are usually exposed to a wider range of activities than others
(Garrett and Wrench, 2007) meaning that primary PE teachers have to adapt to an
ever-changing scene (Morgan and Hansen, 2013). Historically PE teachers
provide most of their time to students who perform for their school in a particular
sport as a sporting success benefits the school. However, since the obesity crisis
there is an emphasis is on health and lifelong physical activity (Garrett and
Wrench, 2007; Griggs, 2010; Wright et al., 2012). As Wright et al. (2012) state, it
is increased weight caused by sedentary behaviour in young people that has
manifested the scare in adolescence and children. In the last 25 years there have
been multiple revisions to the NCPE; 1992, 1995, 1998, 2000, 2008 with the last
revision undertaken in 2015 (Richards, Templin and Graber, 2014; Richards,
Gaudreault and Woods, 2018). The availability of sports in primary school and the
sporting options children have on offer can inhibit the children’s success at
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enjoying physical activity (Casey and O’Donovan, 2012). Furthermore, as
classroom teachers find it hard to ‘branch out’ and teach activities they are not
familiar with, outsourcing the physical fragment of PE may be best suited to the
external provider (Paton, 2007; Casey and O’Donovan, 2012; Brenchley 2014).

The PE and School Sport Strategy (PESS) was the first time the government
implemented PE and school sport on an impressive scale. It received
unprecedented levels of funding to ensure that children of all ages received high
quality PESS. It seemed that the plan of the government was to employ coaches,
as teachers who were already overworked, could not be expected to deliver a
further two hours of High Quality Physical Education (HQPE) (Griggs, 2010).

2.3.1 PE, School Sport and Club Links Strategy 2003-2010

The restructuring of youth sport created the PESSCL strategy in 2002 (Flintoff,
2003). By 2004 it is believed that as many as 138,000 coaches were working in
schools and that number has grown year on year (Griggs, 2010). The aim was to
allow children to have a chance to participate and enjoy PE and School Sport
(Department for Education and Skills, 2008). The outcomes of the program tried
to improve fitness levels, pupil concentration, and improve international
competition (Department for Culture, Media and Sport and Strategy Unit, 2002).
PESSCL encouraged schools to work in partnership as ‘families of schools’ were
joined by a specialist sports college. In 2008, PESSCL was replaced by the
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Physical Education and Sport Strategy for Young People (PESSYP) (Blair and
Capel, 2011; HM Government, 2015; Griggs, 2016).

2.3.2 PE and Sport Strategy for Young People

The strategy wanted PE and school sport to operate with competition at its core
and that “sport would be at the centre of its ethos” (Department for Children,
Schools and Families, 2008, p.13). The initiative was aligning itself with how
private school PE and sport operated. Although this was a national initiative,
where levels of funding were not as substantial to that of private schools; the
initiative wanted every pupil to have the same opportunity (Department for
Children, Schools and Families, 2008). The DfES2 estimated that only 10% of
five to sixteen-year olds and 17% of sixteen to nineteen year olds were
participating in sport (Department for Education and Skills, 2003, 2008).
Therefore, the aim was to ensure that all children received five hours of quality
PE and sport; including two hours of PE lessons and three hours of extracurricular activities (Her Majesty’s Treasury, 2007, p.6; Department for Education
and Skills, 2008). It is within PESSYP that we can decisively identify the
increased focus and role of coaches in schools. The provision of a ‘School Sport
Coaching’ programme funding each School Sport Partnership with between
£18,500 and £21,500 per annum over three years has financed the use of coaches
in schools (Department for Education and Skills, 2008). The Department for
Education and Skills (2008, p.17) stipulates that “the possibility of coaches taking
2

DfES – The Department for Education and Skills, now branded as the Department for Education
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on activities currently undertaken by teachers has also been explicitly recognised
in the broader context of school workforce reform”. The government’s use of the
word ‘possibility’ when talking about ‘coaches taking on activities undertaken by
teachers’ suggests there is no specific directive as to whether coaches could or
could not come into schools to deliver the timetabled PE curriculum. This may
have resulted in headteachers employing coaches to deliver the PE curriculum.
The implications of this will be discussed later in this research.

In 2010, the government stopped their funding for PESS resulting in the quality of
PE delivery decreasing. With no lasting impact of PESSCL or PESSYP, PE was
left in the same position as it was prior to the introduction of funding for PESS.
As Griggs (2010) implied, both PESSCL and PESSYP strategies invested
upwards of £1 billion to improve the uptake of PE and school sport. Since 2010,
this figure has risen but the quality delivery of PE within school sport sector has
not advanced at an appropriate rate (Griggs and Ward, 2013).

The Summer Olympic and Paralympic Games bid in 2012 inspired the change that
was needed as London became central for the resurrection and re-energising of
school sport and the focus of competition within schools. As the Olympic torch
ignited hope in the minds of athletes from nations around, the government aimed
to provide unprecedented levels of funding to support attainment of British
athletes on the world stage. To achieve this, the government brought out
documents outlining possible futures for PE, sport and physical activity. The
OFSTED surveys conducted after the Summer Games identified that school sport
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began making positive improvements on health, funding and the lifelong
ambitions of children in sport (OFSTED, 2013). Schools were moving away from
the focus on school teams being the integral part of the PE primary curriculum
suggesting that funding was finally being used effectively (Ward, 2011). In 2013,
with the Olympic legacy still fresh in the minds of many, the government
introduced a ‘new’ initiative namely the Primary PE and Sport Premium. To
develop grass root participation in schools, the government (from 2013)
committed to £150 million (raised in 2017 to £320 million) per year to the
Primary PE and Sport Premium and this funding is ongoing. The Primary PE and
Sport Premium was intended to develop and add to schools’ current PE, physical
activity and sport provision. This funding has resulted in new approaches to
learning and placed further requirements on schools with regards to reporting,
accountability and attainment.

2.3.3 Primary PE and Sport Premium

The Department for Education announced this initiative [Primary PE and Sport
Premium] would allocate £150 million per annum to support and improve PE and
sport in primary schools (Department for Education, 2013). The Primary PE and
Sport Premium is a joint initiative between three government departments: The
Department for Education (DfE), The Department of Health (DH), and The
Department for Digital, Culture, Media and Sport (DCMS). This monetary action
was a government plan to improve the quality of PE lessons. The objectives were
threefold; “Teachers professional development; increase the level of competitive
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sport for children; and educate teachers and children to recognise the value and
benefit of high-quality PE and how it can be used for whole school improvement.”
(Department for Education, 2013, p.198). Unlike PESS (2003-2010) which
directed government funding towards the School Sport Partnerships, the Primary
PE and Sport Premium funding is given directly to headteachers who distribute it
to bolster provision in their school3. In 2014, the government committed that the
funding would continue until 2020. However, the funding allocated to schools
would be ring fenced meaning it could only be used for the provision of primary
school PE curricula and sport in school (Department for Education, 2014).

In 2017, the Primary PE and Sport Premium funding was doubled to £320 million
which is an unprecedented level of funding within a single subject (Callahan et
al., 2015; Griggs, 2015: APPG, 2019; Department for Education, 2019; Foster and
Roberts, 2019). This was as a result of the government’s levy on food and drink,
colloquially referred to as the ‘sugar tax’ (Department for Education, 2016).
Understanding ‘how’, ‘where’ and ‘what’ schools spend their allocation of
funding is paramount (Callahan et al., 2015; APPG, 2019; Department for
Education, 2019; Foster and Roberts, 2019). Reports and surveys have been
commissioned to gather information monitoring how primary schools have used

3

The budget that each school was allocated varied depending on the number of pupils attending each school.

In the academic year 2016-2017, schools with 17 or more pupils were allocated a sum of £8000. In 2017-18
this increased to £16000, with a further supplement of £5 per child. In 2018-19 this increased again to £10 per
child. Schools with less than 16 pupils were allocated £500 per child, rising to £1000 per child for 2018-19.
This funding will be issued annually via two lump sums and is allocated based on the number of pupils
between years 1-6.
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the money and the schools’ views on the outcomes it has had. Schools are obliged
to publish the amount of Primary PE and Sport Premium received by 31 July at
the latest and must include a full breakdown of how it had been spent (or will be
spent); what impact the school had seen on pupils’ PE, physical activity and sport
participation and attainment; and how the improvements will be sustainable in the
future. Schools are also required to provide swimming data in relation to their
Year 6 cohort (Department of Education, 2019). Many primary schools reported
that the Primary PE and Sport Premium had a significant impact on the provision
of PE, physical activity and sport participation. However, many schools were
unclear on whether the doubling of the funding was essential, with some
respondents calling for a review of the current levels of funding:
“It is either too much or too little and the lack of any forward indication
means we cannot assuredly plan – will it exist in 1, 2, 3 or more years?
Can I start something and be absolutely sure of it continuing? … Too little
to build a sports hall, too much to just support activities we already do.
Not enough to employ an extra member of staff, too much to fritter on
unhelpful conferences”
(Large local authority maintained primary, cited in Primary PE and Sport
Premium survey, 2019, p.36).

As the government have only committed to providing the Primary PE and Sport
Premium until 2020, headteachers are unable to forward plan how to use this
funding effectively (Department of Education, 2019). Schools need more clarity
on how to manage and how best to spend such a large amount of money as 51%
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of schools reported that they have used the funding in more or less the same way
since it was introduced (Callahan et al., 2015; APPG, 2019; Department for
Education, 2019; Foster and Roberts, 2019).

2.3.3.1 Monitoring the Primary PE and Sport Premium

The Association for Physical Education (afPE) is the only PE Subject Association
in the UK and are committed to supporting the delivery of physical education,
school sport and physical activity in educational contexts (afPE, 2019). AfPE’s
purpose is to promote and maintain high standards and safe practice in all aspects
and at all levels of PE, school sport and physical activity, influencing
developments at national and local levels that will impact on pupils’ physical
health and emotional well-being. AfPE and the Youth Sport Trust are the key
partners in the development of resources to support the effective use of the
Primary PE and Sport Premium in England. Both organisations have produced
toolkits which are not statutory – ‘Evidencing the Impact of Primary PE and Sport
Premium’ and ‘Supporting Schools to sustain the impact of the Primary PE and
Sport Premium’ which are available to schools to guide them through the
reporting process providing various templates for schools to use. The All-Party
Parliamentary Group (APPG) (2019) have recommended that there is need for a
statutory tool for monitoring of the Primary PE and Sport Premium.
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2.3.3.2 All Party Parliamentary Group

The All-Party Parliamentary Group (APPG) – which consists of members of the
House of Commons and House of Lords – recommended in 2019 how the Primary
PE and Sport Premium could be better implemented. The report was published
two years after the government announced plans to double the Primary PE and
Sport Premium. APPG’s purpose is to “promote evidence-based discussion and
produce reports on all aspects of childhood health and wellbeing including
obesity; to inform policy decision and public debate relating to childhood; and to
enable communications between interested parties and the relevant
parliamentarians” (APPG, 2019, online). APPG’s document Physical Education
(2018) reports on the work required to recognise the importance of PE to health
and to create the environment that will reverse the trend of reduced physical
activity. This report makes wide ranging recommendations with regard to: the
state of play in PE and the lack of change; PE and health issues within EYFS
through to KS5; and national and international perspectives on PE including the
future of PE in the 21st Century. This report – which recommends future
directions for the development of PE – defines PE as a mandatory curriculum
subject which forms part of the National Curriculum at all four key stages. It is
compulsory for schools to teach a minimum of two hours of PE within the
curriculum time each week. Meeting the needs of young people is challenging as
“individuals will have different needs” (Department for Education, 2016, p.32)
however young people sit at the heart of the change. Each school has approached
this in different ways (Department for Education 2014). The stance of the
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government is that a school should meet the required hours of PE without the use
of the Primary PE and Sport Premium (Department for Education 2014); but that
the funding available is to help improve the provision of PE in primary school. It
is, therefore, important to be specific when referring to key terms which relate to
PE. APPG state “Physical Education should be, education in, about, and through
the physical” (APPG, 2018, p.11). This definition provided by APPG does not
align completely with the National Curriculum (Department of Education, 2013)
The National Curriculum includes sport and physical activity within its scope for
teaching PE in school. The blurring of lines of these definitions mean that there is
variation of how the funding is used.

afPE’s definition of PE of is more closely aligned to the APPG definition of PE.
Both these organisations can only offer suggestions and recommendations to the
Department of Education on the variety of concepts that reside in the PE National
Curriculum. If we are to take afPE and APPG definitions of PE as correct, then
PE should align more closely to the EYFS curriculum.

The APPG’s document Physical Activity in Early Childhood (2017) looked at
how to ensure accessible, sustainable and informative programmes of physical
activity within early childhood and the Early Years Foundations Stage (EYFS).
APPG’s recommendation 5.7 “Department for Education (DfE) was to review the
requirements of the KS1curriculum for PE to align with the EYFS Physical
Development (PD) component” (APPG, 2017 p.11). This would require highly
skilled early years practitioners to teach, upskill and outsource PE to KS1 trained
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staff to ensure the alignment of the curricula. This would ensure the PE National
Curriculum would be more concerned with a child’s physical literacy. If a child is
physically literate they have developed, the motivation, confidence, physical
competence, knowledge and understanding to value physical activity throughout
their lives (Whitehead, 2010; APPG, 2017). This concept is relatively new, but
one of importance, as it would encompass more than just PE in schools offering
the idea that physical activity is unrelated to ability (Whitehead, 2010). If PE is to
be the vehicle for health, sport, physical activity and physical literacy, it places
huge pressure on PE and the Primary PE and Sport Premium (Callahan et al.,
2015; APPG, 2019; Department for Education, 2019; Foster and Roberts, 2019).
As the EYFS provision as it is not currently part of Primary PE and Sport
Premium provision, this study will not analyse EYFS issues further, however this
is an ongoing issue that needs further research.

APPG identified the lack of critical appraisal of the Primary PE and Sport
Premium and aimed to ignite discussion and a necessary discourse around the PE
and physical activity sector. This is a welcome change to the growing absent
discourse with regards to the increasing divide between, generalists, external
coaches and PE specialists (APPG, 2019). Furthermore, there is a need for clarity
around the cacophony of contrasting voices from different providers, and which
providers should be teaching different aspects of physical literacy. In 2019,
APPG released a significant document which asked questions around the impact
the Primary PE and Sport Premium has had on young people. APPG identifies
that primary school PE and sport provision is provided by “non-qualified
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individuals; specifically sports coaches with limited qualifications, and imperfect
understanding of pedagogical matters” (APPG, 2019, p.17). In addition, the very
name of the Primary PE and Sport Premium omits the mention of ‘physical
activity’. The government guidance is that all pupils should be engaged in regular
physical activity though that does not appear in title of the Primary PE and Sport
Premium. Furthermore a widening of the name could change the mindset of
headteachers as they distribute the funding within their school. A more inclusive
and encompassing name for the policy could dispel common misconceptions that
play, dance etc are less important components within children’s health and
development, especially as headteachers often mistakenly think that resources and
can only be spent on PE or sports lessons (APPG, 2019). Therefore APPG have
recommended the relaunch of the policy under the name of the Primary Physical
Education and Physical Activity Grant. The new name has not yet been
completely adopted as government websites continue to refer to the policy as the
Primary PE and Sport Premium. Therefore within this research reference to the
policy will use the government’s preferred name.

2.4 Outsourcing: The use of the Sports Coach

Outsourcing can be described a process of procuring goods and services from
external suppliers (Mol, 2007; Williams, Hay and Macdonald, 2011). Outsourcing
in PE according to Storey (2007) is defined as the involvement and employment
of external providers which frequently lead and carry out various forms of
physical activity within PE lessons. In PE, outsourcing has become a topic of
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significant interest due to the government’s provision of the Primary PE and Sport
Premium. Many primary schools believe that by employing external coaches they
can improve their students’ experiences of PE (Petrie, 2010; Department for
Education, 2014; Williams and Macdonald, 2014).

Over a decade ago, sport coaches delivered statistics that over 138,000 individuals
without QTS were operating within school sport (Office for Standards in
Education, 2004; Richards, Templin, and Graber, 2014). Both the financial
backing and the number of coaches teaching have risen over the last decade, and
outsourcing is still an important issue within schools (Griggs, 2010, 2012, 2016).
The continued stress teachers are under have led many schools to address the
issue by giving more involvement to coaches. Griggs, (2010, 2015) stated schools
have covered 10% of teachers’ working week through external coaches covering
PE lessons. APPG recommends that the government “increases the number of
specialist PE teachers within state primary schools” (APPG, 2019, p.5,
recommendation 1.3). However it could be perceived that it is financially
impractical to employ specialist PE teachers (Brown, 2011).

Schools should utilise their coaches to their strengths and expertise (Griggs, 2008)
but for schools it is financially easier to outsource to coaches as they are
noticeably cheaper than supply teachers (Griggs, 2010). Though class teachers
have willingly relinquished their PE lessons to sport coaches, class teachers have
placed misconceived value upon the narrow subject knowledge of the coaches
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(Ward, 2011; Griggs, 2012). Head teachers have also readily embraced these
inexpensive solutions to their staffing issues (Griggs, 2010, 2012). This all adds to
the marginalisation of PE as a subject in the curriculum (Griggs, 2007, 2010,
2012). Irrespective of these viewpoints, Armour and Duncombe (2004) envisage
that sports coaches will inevitably become more closely linked to primary PE
teachers in the future. Given that coaches tend to spend a short time in the school
in comparison to other paraprofessionals such as Teaching Assistants (TAs), it is
inevitable that nurturing collaborative relationships require urgent attention if we
are to avoid Hoffman’s ‘impossible dream’ and ‘the decline and fall of PE’ in
primary schools. Unfortunately, and some would say unsurprisingly, thirty years
after Hoffman’s profound prophecy, PE is still being outsourced to ‘amateurs,
without QTS or knowledge and discipline of subject knowledge’. He foresaw that
the subject would catch a sort of “organisational Alzheimer’s leaving it confused”
(Hoffman, 1987, p.123). Furthermore, Kirk (2010, p.35) states so far PE is not
reforming and not dying it is simply occurring ‘more of the same issues’ with no
forethought. Given that this ‘dreamed’ future for primary PE is rapidly becoming
reality, it is essential that we gain a greater understanding of the mechanisms
through which collaborative relationships can be forged between coaches and
teachers.

The government commissioned a report investigating the state of play in primary
schools. This report demonstrates that between 2012 and 2015 there has been a
shift in who delivers PE lessons and that the majority of coaches come from a
football background. It highlighted that in 2012 the class teacher delivered 94% of
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all PE lessons. By 2014 this had dropped to 83%. In addition, the delivery of PE
lessons by external sports coaches rose from 37% to 78%. Because of the
increasing financial and time pressures associated to high quality teaching
(Griggs, 2007, 2010), it seems primary schools are prepared to give PE
curriculum time to coaches who maybe underqualified which is a cause for
concern. Considering that all teachers must have qualified teacher status (QTS) it
is worrying to see that one fifth of headteachers only looked for ‘non-specific
qualifications’ when recruiting external staff to teach PE.
“as soon as its announced in the press that schools are receiving £9000
extra funding for sport, ‘white van man’ appears with….. the bag of
balls….. and the little bit of paper that says he’s got a level ‘whatever’ in
football coaching. That’s not quality. That’s not sustainability. That’s
somebody that’s making money out of schools where that money can be
better spent.”
(Head teacher cited in the Department for Education, 2015 p.43).

2.4.1 Adults other than teachers in PE

In 2014, a year after the Primary PE and Sport Premium scheme was rolled out to
schools, OFSTED published a six page document which gave specific examples
and guidance on the effective use of funding within PE. In order to achieve the
School Sport and Activity Action Plan (SSAPPS) (2019) aim of providing every
child with 60 minutes of PE, physical activity or sport per day, OFSTED (2014)
stated that the employment of coaches and other unqualified providers was an
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‘effective use of the PE and sport funding’. This potentially dilutes the expertise
of providers and their quality of teaching especially if physical activity and sport
are led by “volunteers, parents and carers, governors and adults other than
teachers to run teams… clubs… and events” (OFSTED, 2014, p.5). In addition, if
OFSTED is simply checking to ensure that PE is ‘busy, happy, good’
(Placek,1987) then there is less need for expertise in the delivery of quality PE.

In 2017 Sport England published two documents Volunteering in an Active
Nation and Coaching in an Active Nation. These documents outline how the
government will attract volunteers and coaches into physical activity and sport.
They feed into the overall aims of the DCMS Strategy and confirm that coaches
and volunteers are essential to improving physical activity and sport nationally.
The coaching plan states that 3.3 million children are coached every year and 74%
of coaches are volunteers (Coaching in an Active Nation, 2017). The volunteering
strategy committed to investing £26 million between 2017-2021 to attract
volunteers (Volunteering in an Active Nation, 2017). Together, the Sporting
Future Strategy (2015), the Sport England’s vision (2016), volunteer plan (2017)
and coaching plan (2017) offer the strategic context for where the Primary PE and
Sport Premium fits within government policy. As volunteers are key members of
the school community, if this initiative is to be successful, a clear definition of
their role within schools is required along with a clear understanding as to
whether they contribute to PE, physical activity and/or sport.
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2.5 Introduction of PPA

The UK Government’s 2003 Workforce Reform Act (Department for Education
and Skills, 2003) resulted in a significant shift in understanding of acceptable
ways of utilising external or support staff in schools. In order to allow teachers
10% of their timetable away from pupils to plan lessons, prepare resources and
assess pupils work (PPA time), remodelling provided a mechanism for involving a
wider range of staff in supporting and delivering the curriculum. Within in the
WRA, there was no specific reference to the employment of external educators.
As the Digital Education Resource Archive (2003, p.2) states, teachers must “have
guaranteed planning, preparation and assessment time within the school day, to
support their teaching, individually and collaboratively”. Interestingly, the WRA
does not provide schools with guidance as to ‘how’ or ‘what’ the PPA time should
consist of and thus, leaving the decision making to the headteacher. It is therefore,
not surprising that there is a variation to how schools have organised their
working week (Symonds, 2011).

In 2010, OFSTED reported that more staff, since the introduction of the WRA,
had been recruited to meet the demands of tackling teacher workload. OFSTED
(2009) considered that where schools had used this most effectively in the
employment of more teachers, pupils learning had risen. OFSTED (2009) argue
that since the introduction of the WRA there have been major consequences for
schools; enabling a wider range of staff to be employed to help raise the standards
without adding additional workload to teachers (Glazzard, 2011) as well as
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allowing schools to operate in a very different way (Lu and Lisio, 2009). The
result of which, DeCorby et al. (2015) argue is that children have benefitted from
additional PE provision as many schools have taken this opportunity to appoint
external contractors. In 2010, 43% of the school workforce in England comprised
support staff (Department for Education, 2010), although precise figures of how
many people this involves specifically related to PE are unclear. Whilst
‘outsourcing’ in PE in research terms is relatively new4, the discussion to employ
external educators has been around for decades (Hoffman, 1987). In light of the
current UK legislation, there is a need to understand how schools and external
educators are being supported. Griggs (2010) has indicated an increasing trend
for coaches to be employed to cover teachers’ PPA time and this was observed
many times during the researcher's study (See Appendix 1 for details). Blair and
Capel (2008) identify that whilst these coaches have little knowledge of National
Curriculum Physical Education (NCPE) and use a narrow range of teaching
methods, the roles of teachers, TAs and external coaches have changed as a result
of the introduction of PPA time. This PPA time has led to better communication
for teachers and support staff (Blair and Capel, 2008). Eventually, support staff
and the wider workforce have taken on increasing roles in the school community
allowing teachers to focus on planning and structuring learning.

4

with the body of literature seemingly emerging from Flintoff’s (2003, 2008, 2011) work on
School Sport Partnerships and authors such as Griggs (2007, 2010, 2015) Mackintosh and Liddle
(2015), Jones and Green (2017), the APPG report (2019) and the work in Australia and New
Zealand (Petrie, 2010; Williams, Hay and Macdonald, 2011; Williams and Macdonald, 2014)
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Since the introduction of the Workforce Reform Act in 2003, there has been a rise
in the employment of support staff per school to aid the teaching staff (OFSTED,
2005). The headteacher employs who (s)he deems best suited for the school’s
requirements – whether that is an assistant, more teachers or specialists. This has
led to schools adopting different approaches depending on the priorities of the
headteacher and what they feel is required within the school (Houlihan and Green,
2006; Griggs, 2016). The Dedicated Schools Grant (DSG) is the main source of
income within the schools budget and headteachers are at liberty to use the
funding from this budget to cover school expenses plus PPA time as necessary.
Geoff Barton, the general secretary of the Association of School and College
Leaders (ASCL), said:
“After years of denying that there is a school funding crisis, the
government has finally done the right thing by investing desperately
needed extra money into our beleaguered education system. But analysis
by the School Cuts coalition shows the additional funding is not enough to
repair the damage that has been done to our schools and colleges and that
further investment is required. We are not being churlish,we are just
stating the facts. The funding crisis is not over.”
(Weale, 2019)

2.5.1 Planning Preparation and Assessment time

The Primary PE and Sport Premium provides a significant amount of funding to
headteachers which they can utilise however they see fit in order to improve PE
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standards (Department for Education and Skills, 2017). Furthermore, the
government has provided guidance as to what to spend the money on, whether it
is hiring PE specialists; providing existing staff with CPD; running sport
competitions; buying equipment; or hiring coaches. Monitoring how and where
the money is spent is important as there are many possibilities; more equipment,
more facilities, more clubs. There are questions as to who should go on CPD
courses; coaches, teachers, TAs or specialists. This dialogue has been one sided
with schools spending the majority of their money on using coaches and
specialists to come into the school to implement PE (Association for Physical
Education, 2016, online).

It seems that there is potentially a blurring of lines between the DSG and the
Primary PE and Sport Premium of how to spend the respective monies. In each
case headteachers are responsible for the spending of each source of funding.
Head teachers are obliged to provide PPA time to teachers and have been given
the money to do this via the DSG although there is still a funding crisis within
schools (Weale, 2019). The ultimate decision as to how to spend the funding is
left to the headteachers’ discretion and there is a variety of options open to
headteachers. It is no wonder that headteachers are confused as to how to spend
their budgets; the lack of funding and laying down of policy at the DSG level
coupled with the cacophony of voices trying to influence the spends, leave
headteachers with a dilemma. The government states that the Primary PE and
Sport Premium should not be used to employ coaches for PPA time (Department
for Education and Skills, 2017). The Department for Education (2018) stipulates

47

clearly that using the money from the Primary PE and Sport Premium to cover
PPA time is in breach of the conditions of funding (Callahan et al., 2015; APPG,
2019; Department for Education, 2019; Foster and Roberts, 2019). This allows
classroom teachers to avoid the playing field entirely should they wish and thus
proportions of the primary PE curriculum are effectively being outsourced without
an adequate understanding of the consequences of this situation. With the need to
meet ever-increasing targets, as well as provide PPA time for staff, sport coaches
are being used in schools to combat both issues (Griggs, 2010; Petrie, 2010;
Williams and Macdonald, 2014; Mackintosh and Liddle, 2015). Some schools use
external agents or specialist teachers to cover PPA time thus there is a need for
revisions or clarifications on the use of funding for the current providers of
education (Hoffman, 1987; Griggs, 2010; Petrie, 2010; Williams and Macdonald,
2014; Mackintosh and Liddle, 2015). Though the money is ring fenced within PE
there is opportunity for schools to stray from the governments’ guidelines (Sports
Think Tank, 2016).

2.6 Sustainability: Investment verses Spend

The PESSCL and PESSYP initiative were designed with the idea of
‘sustainability’ in mind (Department for Education, 2014; HM Government, 2015;
Department of Health, 2016). However, as soon as the funding for PESSCL and
PESSYP was withdrawn, half of the initiatives collapsed (Flanagan, 2017) whilst
the other half continued and were supported by other investment (Ives, 2014).
Therefore, PESSCL and PESSYP did not seem to be totally sustainable (Griggs,
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2007; Ives, 2014; Griggs, 2015). As the government have not yet committed to
continue the funding earmarked for the Primary PE and Sport Premium, it is
possible (like for PESSCL and PESSYP), the sustainability of PE and school
sports funding is also unlikely (Curtner-Smith, 2001; Stroot and Ko, 2006; Griggs,
2007; Ives and Kirk, 2010; Petrie, 2010; Williams, Hay and Macdonald, 2011;
Ives, 2014; Williams and Macdonald, 2014; Griggs, 2015; Mackintosh and
Liddle, 2015). If the Primary PE and Sport Premium is withdrawn, schools will no
longer have the same unprecedented amounts of money to employ external agents,
or indeed put any further resources into PE (Griggs 2016; Faucette et al., 2002).
The government has committed to providing the funding of the Primary PE and
Sports Premium through until 2020; after that date it is unclear as to where
funding for PE, physical activity and sport will come from. With less money
available, coaches who are not permanent members of staff are likely to be
released while classroom teachers would once again be asked teach class PE
(Faucette et al., 2002; Farrell et al., 2004; Griggs, 2010, 2012). This reverts to the
situation before the Primary PE and Sport Premium was introduced with teachers
under confident and under skilled to teach PE (Faucette et al., 2002). However,
schools should be encouraged to look at a sustainable way of increasing PE
provision. Many schools do not utilise the options to full effect probably as
headteachers are not always confident in how to best use the funding as witnessed
when conducting interviews with several headteachers (Appendix 16). Schools
that invest in providing current headteachers with knowledge on sustainable ways
to develop PE will have long lasting benefit and will create better provision in the
future (Blair, and Capel, 2011). Investing in sustainability involves upskilling
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teachers, providing CPD, purchasing resources and equipment as opposed to
simply spending the money on whatever the headteachers sees fit and this
investment is more likely to have long term sustainable benefits (Callahan et al.,
2015; APPG, 2019; Department for Education, 2019; Foster and Roberts, 2019).
Capel reports that one way for headteachers to develop sustainability is through
teachers CPD (Capel, 2007). It would be beneficial for children if primary school
teachers became more confident in subject specific lessons (Gove, 2010, Hancock
et al., 2010). Teachers' competence to teach high quality PE is necessary and more
effective ways are needed to deliver high quality lessons. As Harris (2011)
reported that up to half of the teachers who took part in PE CPD found it
‘insufficient’ (Harris, 2011; Callahan et al., 2015; APPG, 2019; Department for
Education, 2019; Foster and Roberts, 2019). Therefore, if CPD is to be effective,
the quality, breadth and accessibility of relevant courses should be increased.

The most profound and underlying changes that have occurred within primary PE
is PESSCL, PESSYP and the Primary PE and Sport Premium (Griggs, 2016).
Sporting Future (2015) has redefined what success could look like within primary
PE if their recommendations were adopted. The Primary PE and Sport Premium
has undergone significant revision since its launch and has subsequently been
updated. It continues to be scrutinised by various bodies including the Department
for Education (2019) and the All Party Parliamentary Group (2019). These
changes have made it possible for external contractors to supply services to
schools and have allowed the employment of specialist teachers, and have allowed
teachers to attend specialist training courses (NatCen, 2015).
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Chapter Three
Methods and Methodology
This study will be undertaken using a qualitative approach, using a range of
ethnographic methods to generate and collect data. In considering the
construction of this research whilst the quantitative approach would allow data to
show ‘what’ was happening, the qualitative approach would allow the study to
explore the ‘why’ as well as the interpretation of the Primary PE and Sport
Premium by schools. It was therefore decided that a qualitative approach would
allow the study to investigate levels of understanding, fidelity to the
funding/conditions of grant and the impact or influence on current practice.

3.1 Theoretical Framework

A methodology offers the theoretical underpinning for understanding which
method, set of methods, or best practice can be applied to the research questions
(Glesne and Peshkin, 1992; Laker 2002; Sparkes and Smith, 2014). How the
world behaves around the study informs the methodology. The theoretical
underpinning is informed by a) the world and how we view it, b) whether there is
a definite or indefinite set of realities, and c) the approach to the study (Laker
2002; Sparkes and Smith, 2014). To understand the theoretical underpinning of
the methodology we must first understand the study’s research paradigm and the
stance of the researcher. In addition, the way researcher answers the ontology and
epistemology question influences their methodology (Curtner-Smith, 2001;
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Curtner-Smith, cited in Laker, 2002; Laker 2002; Charmaz 2002, 2006; Sparkes
and Smith, 2014).

3.1.1 The Interpretive Paradigm
This study was conducted within an interpretive paradigm, allowing the
researcher to view the world and gather data from an environment which is
natural to those who were participating in the study (Thanh and Thanh, 2015).
The interpretive paradigm is concerned with understanding the world from
subjective experiences of individuals (Curtner-Smith, 2001; Curtner-Smith, cited
in Laker, 2002; Laker, 2002; Charmaz, 2002, 2006; Reeves and Hedberg, 2003;
Sparkes and Smith, 2014). Thomas (2003, p.6) maintains that qualitative methods
are usually supported by interpretivists, because the interpretive paradigm
“portrays a world in which reality is socially constructed, complex, and ever
changing...” Therefore, the interpretive paradigm often uses methods like inter
viewing to gain an understanding of the individual’s thoughts and feeling
(Silverman, 2000; McQueen, 2002; Thomas, 2003; Willis, 2007; Nind and Todd,
2011; Sparkes and Smith, 2014). The very idea of sport and physical activity
makes it a feasible area of study for a qualitative researcher (Jones, Brown and
Holloway, 2013). It has definite social, culture, political and economic importance
which makes it rich for investigation. Brustad (2009, p.112) stated that “sport is
an entirely human endeavour… participation occurs in interaction with other
individuals in various social and cultural contexts”. A qualitative approach is a
way of describing small groups, which try to observe and analyse the feelings
people experience in their natural setting (Brustad, 2009; Payne and Payne, 2004).
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3.1.2 Epistemology
Epistemology is the relationship between the enquirer and the known. Researchers
from various paradigmatic persuasions differ in how they go about their research
(Sparkes and Smith, 2014). Addressing the epistemology question of ‘how can
researchers seek to identify reality’ as there is not one set reality, the reality must
be interpreted by the researcher (Silverman, 2000; Curtner-Smith, 2001; CurtnerSmith, cited in Laker, 2002; Charmaz 2002, 2006; Laker 2002; McQueen, 2002;
Thomas, 2003; Willis, 2007; Nind and Todd, 2011; Sparkes and Smith, 2014).
Therefore the researcher often becomes subjective (constructivist), making the
enquirer a subjectivist as both enquirer and the enquired are bound by a single
purpose (Curtner-Smith, cited in Laker, 2002; Laker 2002; Sparkes and Smith,
2014). Due to this subjectivist or constructivist stance point there is an obvious
bias and ethical concerns which the researcher works from and adheres to.
Constructivist researchers do not draw conclusions independently from enquiry
(Silverman, 2000; Curtner-Smith, 2001; Curtner-Smith, cited in Laker, 2002;
Sparkes and Smith, 2014). Enquirers, both in their day to day lives and as
professionals are an inseparably part of what is studied. From this position there is
no separation of the researcher and what is researched (Silverman, 2000; CurtnerSmith, 2001; Curtner-Smith, cited in Laker, 2002; Sparkes and Smith, 2014).

3.1.2.1 Social Constructionism
The phase ‘social constructionism’ refers to the paradigmatic and epistemological
positioning of this study. According to Borg and Gall (1989) it is impossible to
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develop a set of universal rules to explain human activity as this may differ from
culture to culture, person to person and even from one time period to another.
Sparkes (1994) goes further stating that ‘multiple interpretations’ of human
activity are possible. An interpretive approach was used to understand the
provision of PE and coaching within specific settings and at specific times from
the perspective of the providers of PE (Sparkes and Smith, 2014). Qualitative
methods allowed for the researcher to immerse himself in the environment and
explore data in the form of text (the written or spoken word). This relies upon the
researcher’s own skills to collect and interpret the data as the settings (schools)
are complex social environments (Curtner-Smith, 2001; Curtner-Smith, cited in
Laker, 2002; McQueen, 2002; Thomas, 2003; Willis, 2007; Nind and Todd, 2011,
Sparkes and Smith, 2014).

3.1.3 Ontology
Ontology is the nature of reality where the researcher and reality are inseparable.
(Curtner-Smith, cited in Laker, 2002; Sparkes and Smith, 2014). Addressing the
ontology of what is reality in schools there is no single truth as reality in school
changes as it is constructed by individuals and society (Silverman, 2000; Laker
2002; McQueen, 2002; Thomas, 2003; Willis, 2007; Sparkes and Smith, 2014).
“Relativist ontology is concerned with realities which exist in the form of multiple
mental constructs, socially and experimentally based, local and specific,
dependent on their form and content on the persons who hold them” (Travis,
1999, p. 27). Consequently, this research paradigm takes on an interpretivist
(post-positivism) design and the methodology is hermeneutic and dialectical;
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where social constructions and shared understanding is usually a result (Travis,
1999; Curtner-Smith, 2001; Curtner-Smith, cited in Laker, 2002; Laker 2002;
Sparkes and Smith, 2014). Through the ontological lens, interpretivists think that
social reality is subjective as it is socially constructed and that the world is an
emergent social process.

The qualitative researcher, functioning with social constructionism adopts a
relative or internal ontology; social reality as humanely constructed and shaped in
ways that make it fluid and multifaceted (Curtner-Smith, cited in Laker, 2002;
Willis, 2007; Nind and Todd, 2011; Sparkes and Smith, 2014). Multiple
subjective realities exist in the form of mental construction as “interpretive
research is an intensely interactive and personal process of engagement that relies
heavily on the social skills and creative capacities of the researcher” (Sparkes and
Smith, 2014, p. 26).

This study was informed by the holistic social process of school sport and PE
(Patel, 2003). The role of researcher who is a social constructivist working in the
interpretivist paradigm becomes that of a passionate participant. PE is a real area
for social constructivism as it is defined by society and is concerned with
understanding the natural setting (Silverman, 2000; Curtner-Smith, 2001; CurtnerSmith, cited in Laker, 2002; Charmaz 2002, 2006; Laker 2002; McQueen, 2002;
Reeves and Hedberg, 2003; Thomas, 2003; Willis, 2007; Nind and Todd, 2011;
Sparkes and Smith, 2014).

55

3.2 Research Design

Qualitative research typically relies on purposeful sampling, which is based on the
premise that seeking out the best cases for the study produces the best data (Adler
and Clark, 2011; Hesse-Biber and Leavy, 2011; Patton, 2015). Therefore, it is
important to be strategic when sampling, in order to find “information-rich cases”
that best address the research purpose and questions (Patton, 2015, p. 264).
Participants in this research were identified and recruited in accordance with the
research questions.

As Hesse-Biber and Leavy (2017) state some qualitative researchers opt for a two
phase sampling procedure combining two purposeful sampling strategies. This
study initially sort to sample by convenience as it involved identifying
participants based on their accessibility (Hesse-Biber and Leavy, 2011; Patton,
2015). This was combined with snowball sampling whereby some participants
lead to the selection of others (Adler and Clark, 2011; Patton, 2015). During this
research, contact with one headteacher and her suggestion of other who would
make good interviewees lead to the inclusion of other schools. These schools were
then directly asked to participate by the researcher. Babbie (2013) states that if a
participant is a good source of information, you could ask them to suggest
additional participants.

The researcher’s ability to gain access to the setting and build productive
relationships was tied to the success of this ethnographic research. Research was
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conducted in public schools and therefore formal permission was required from a
range of gatekeepers before access was granted. Establishing positive relations
were essential to combat the notion of the ‘informal gatekeeper’5. This study
involved three primary schools within the south of England and the methods for
data generation and collection included a range of ethnographic methods
associated with qualitative research; observations, semi-structured interviews and
documentary analysis. The methods were selected because of their ability to
address the research purpose. Time and resources available along with the
researcher’s skill set imposed boundaries to the study. Curtner-Smith (2002, p.36)
states an example of interpretive study are ethnographies where data is collected
through “observing teachers and taking field notes, conducting relevant interviews
and collecting relevant documentation”. This investigation seeks to carry out an
ethnographic study via field research.

3.3 Site Selection

As mentioned in the previous section three schools from the South of England
were recruited for this study. All three were Primary Schools in receipt of the
Primary PE and Sport Premium and all were funded by the Local Authority. A
brief description of the schools is outlined in Table 1 below:

5

Each person in the setting where research is conducted can decide whether or not he/she will
participate, and in that sense each person is, at a minimum, a gatekeeper to his/her own
knowledge. If multiple participants in a setting do not want to participate, then even if they cannot
keep the researcher out of the space, they can still deny him/her the kind of access needed to
conduct research (Leavy, 2017)
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Table 1: Participant School Information
School
1

Information

2

This is a county maintained primary comprehensive school. Three form entry with
thirty children in each class. The school was built in the sixties. OFSTED
inspection – Outstanding in 2014.
This is a county maintained primary comprehensive school. School built in the
1970s. Two form entry with thirty children in each class. OFSTED inspection –
Good in 2018.

3

This is a county maintained primary comprehensive school. Two form entry with
thirty children in each class. Part of a local partnership. OFSTED inspection –
Outstanding in 2009.

3.4 Research participants
Within the three schools, staff were identified in line with the purpose of the study
and their access to the Primary PE and Sport Premium. During the interview
process it was considered important to illicit information about their experience of
teaching in order to provide context to their answers. The participants could be
divided into three ‘groups’; headteachers, teachers6 and coaches.

Table 2: Research participant summary
Name

Job Title

Jenny

Head teacher
School 1

Pip

Head teacher
School 2

Jane

PE Coordinator
& PE Specialist
School 3

Background
Teaching for fifteen years. She has been headteacher of this school for the
past two years. Has had a poor experience of PE a child. Overworked.
Prioritises the core subjects over PE. Understands the health implications of
participation in PE. Tends to outsource.
Teaching for thirty years. Has been a head for the past eight years. Enjoys PE
and had positive experiences of PE as a child. Sees the benefits of cross
curricular activities. Values upskilling her current teachers. Can see there are
benefits to using of coaches but uses them sparingly.
Started teaching secondary PE teacher. She has been in primary education
for the last ten years as firstly a primary teacher and then a PE specialist.
Been at this school for four years. Enjoyed sport as a child and continues to
have a wide range of sporting interests outside school. Also runs clubs for
children outside school in many different sports. Works three days a week.
Doesn’t employ coaches.

6

In this study the teachers recruited for this study were not only classroom teachers but could also
be the subject leads for PE within their school (PE Coordinators).
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Helen

PE Coordinator
School 1

Debbie

PE Coordinator
School 2

Sudeep

Y1 Classroom
Teacher
School 2

Maria

Y2 Classroom
Teacher
School 1

John

Coach
School 1

Mark

Coach
School 1

Thomas

Coach
School 2

Started education in Canada. Enjoyed sport as a child but became disengaged
as she matured. Has been teaching for ten years at a variety of schools. Is
under-confident in her abilities to coordinate PE but is improving with
experience. Sees the benefits of children’s participation in PE. Uses coaches
and sees the benefits of using them providing they deliver good quality PE.
Went to a private school as a child – had a poor relationship with teachers but
enjoyed participation in PE. Wants children to have the same experiences of
PE that she had as a child. Coordinates PE with the headteacher. Uses
coaches sparingly.
This is her first year at this school but has been teaching for the past ten years
elsewhere. Did not enjoy PE as a child. Thinks she has the qualities needed
to teach PE and feels she is more familiar with the children than coaches.
Thinks the coaches are excellent as they have more PE skills.
Teaching for twenty years. Enjoyed PE in school but now physically finds it
hard to demonstrate skills. Thinks coaches are of no use as she feels that she
can teach PE just as well as them.
Had good experiences of PE as a child, liked his PE teachers and decided to
become a coach because of that. Has been a coach for four years.
Background in football. Has a Level 1 FA coaching badge. Teaches other
sports but has not qualifications in those. He finds the sports he did not take
part in at school challenging to teach. Does coach in other schools.
Throughout school he was good at sport and became a coach because of this.
Background in football but is happy to teach other subjects. Has a Level 1 FA
coaching badge. Has been a coach for the past year. Does not coach in other
schools.
Had good experiences of PE as a child, liked his PE teachers and decided to
become a coach because of that. Has been a coach for five years. Background
in football but happy to teach other sports. Has a Level 2 FA coaching
badge. Does coach in other schools.

3.5 Research Methods

In order to undertake a qualitative study, three ethnographic methods were used to
generate and collect data; observations, semi-structured interviews and
documentary analysis. Alongside these a field diary was kept enabling any
additional thoughts or considerations noted by the researcher to be considered in
the analysis. These methods will now be discussed, each in turn.

3.5.1 Observations

Gratton and Jones (2004) suggest that using observations as a research method in
sport could be argued as the most neglected technique, yet it does have many
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advantages. Observations are naturalistic in design and capture the everyday
circumstances of PE lessons in schools (Hastie and Hay, 2012). Specifically, the
natural talk of classroom teachers, teaching assistants and external agents who
deliver or assist in PE lessons were recorded before, during and after lessons to
examine the role each played in the planning and delivery of PE therefore the
research was unobtrusive (Jones, 2004). This research method was selected so
that the interviewer had the opportunity to observe in lessons any points discussed
in the interviews could be observed in lessons (Jones, 2004).

3.5.2. Semi-Structured Interviews

Semi structured interviews took place in each school with headteachers, PE
coordinators, classroom teachers and external providers. Each interviewee was
interviewed alone and the discussion took place after the PE lesson was delivered
and observed. The details of the participants who were interviewed are discussed
in detail earlier in this chapter. The semi structured interviews explored the
establishment and delivery of externally provided PE programmes and the
collaborative roles played by key parties. The in-depth interviews were inductive
or open-ended as questions did not have a predetermined set of acceptable
responses, such as true or false. Rather, participants were able to provide long and
detailed responses using their own vocabulary and answer in any direction they
wanted in response to the question. In order to prepare for data collection, the
researcher prepared open ended questions to guide the discussion and all
participants were asked the same set of questions in the same order. One to one
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interviews interrogated the roles played by adults in PE lessons. Digital recordings
of adult talk during lessons and the interviews with staff and pupils were
professional transcribed verbatim. Recordings and transcripts were listened to
and read by the researcher before conducting a content analysis of the data using
Nvivo20.

3.5.3 Documentary Analysis

The documentary analysis enabled the construction of the context of the study by
analysing written documentation from sources that would otherwise not be
accessed. The documentary analysis provided data to examine the effect of
governmental policy on the schools’ implementation of the Primary PE and Sport
Premium, and specifically examined how schools have used the funding.

3.5.4 Field Diary

The tool to document and record observations during this research was a field
diary. Notes were taken on the spot and written in chronological order. Included
in the field diary were; detailed notes of observations; notes of discussions and
conversations which had taken place; descriptions of the physical setting; and the
organisation of the setting. Punch (2012) states that several months after research
has taken place many methodological and ethical accounts of fieldwork can lose
the immediacy and emotional impact. This is why a field diary can be essential
(Punch, 2012).
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The use of the field dairy allowed the researcher to collect any important
information that could be used to support the findings and also allowed for the
subjective impressions of the researcher to be recorded. The use of field notes was
a vital means of recording data after observations have taken place and allowed
for critical reflection and centralised the conceptual framework in relation to data
organisation and analysis.

3.5.5 Triangulation of Data

Denscombe (2003) and Patton (1999) state that triangulation is a means of
improving the reliability and validity of research by offsetting the weaknesses of
one method with the strengths of another, thus improving the reliability and
validity of the data. Though there are multiple types of triangulation, this research
used data triangulation to identify whether participants reported what was actually
happening in schools (in line with the use of Grounded Theory). Triangulation
was used to find the ‘truth’ behind what was being reported. Triangulation
therefore took place between the observations and interviews to consider ‘what’
could be methodologically constructed as ‘reality’, and more so, what was
actually happening. The use of the documentary analysis allowed the ‘what’ was
happening to be aligned to the requirements of the funding and fidelity to the
conditions of grant. In essence, was what was being ‘said and done’ in the name
of the Primary PE and Sport Premium in line with expectation? Only through
using data triangulation could the study consider each data set ‘against’ the others.
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3.5.6 Grounded Theory and Data Analysis
In considering the methodology of this study, the data and wanting to allow the
data to provide ‘what’ was happening in schools in the name of the Primary PE
and Sport Premium it was important to consider the most appropriate way to
analyse the data. In keeping with the theoretical framework, a method of analysis
had to be able to support the constructivist approach. It was considered that
Grounded Theory (GT) (Glaser and Strauss, 1967) would be suitable. The use of
GT supports the inductive form of qualitative analysis whilst allowing the themes
to emerge from the data (Hesse-Biber and Leavy, 2011; Leavy, 2017).
Grounded Theory (GT) refers to the collection and analyses of data and
developing insights directly from it. GT researchers try to find an explanation to a
phenomenon, therefore as this research progresses, questions and answers should
have an explanatory theme (Jones, Brown and Holloway, 2013). GT was first
theorised by Glaser and Strauss in 1967 which called for a flexible approach to
analysing qualitative data, GT is a concept that generates theory directly from the
data (Patton, 2001). GT can be identified as stemming from ‘symbolic
interactionism’ understanding how people interact with the social world (Glasier
and Strauss, 1967). It is argued that symbolic interactionists believe that the
meanings we attach to interactions, people, or objects are not inherent but rather
develop out of ongoing social interactions (Hesse-Biber and Leavy, 2011; Leavy
2017).

GT is considered to be a difficult research method because of its theoretical
sampling and its constant comparison. This study whilst using GT is more
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aligned to ‘Constructivist Grounded Theory’ (Charmaz, 1995, 2002, 2006). The
constructive perspective of GT generates theory ‘from’ the data as opposed to
‘imposing theory on data’ (Sparkes and Smith, 2014). Charmaz considers that the
interaction between participants and the researcher contributes to the “meanings
that the researcher observes and defines” (Charmaz, 1995, p.8). Thus, in the
analysis of data how the research ‘interprets’ the data during coding, contributes
to the theoretical framework of this study (Charmaz, 2002, 2006). In addition, GT
adopts a theoretical sensitivity, which allows the researcher to develop insight and
awareness of relevant ideas, while collecting and analysing data (Charmaz, 1995,
2002, 2006; Curtner-Smith, 2001, 2002; Smith and Sparks, 2014). This form of
analysis focuses the researcher on further data collection until the point of data
saturation is reached (Charmaz, 2002, 2006; Smith and Sparks, 2014). Concepts
and insights are developed directly out of the data, and hence grounded in the data
(Smith and Sparkes, 2014; Hesse-Biber and Leavy, 2017).

3.5.6.1 Data analysis and Coding
All interviews were transcribed and uploaded onto Nvivo20 software. The use of
this software, associated with qualitative data, supported the data analysis process
and in particular ‘coding’. Within GT, coding is key. Initial coding, sentence by
sentence, allowed this study to be ‘open to all theoretical directions’ (Charmaz,
2006). This form of analysis enabled the interviews to be arranged around
identified key themes. Whilst Strauss (1987) argues that coding relies on using
participants’ exact language, Charmaz (2006) identifies that the interaction that
takes place between the research and the participants not only ‘produces the
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data… and the meanings the researcher observes and defines’ (1995, p.8) but also
that ‘no researcher is neutral’ (2006, p.46) when considering the language and
terminology used in the interactions. It is for these reasons that the triangulation of
data is used in this study to try and limit researcher bias.

The initial coding of the data produced a large number of ‘nodes’ in Nvivo20. The
next stage was to consider focused coding (Charmaz, 2006) and identify emerging
themes. At this stage the code moves into what Glaser and Strauss (1967) consider
to be a category, or a ‘conceptual element’. These emergent themes were then
used to compare and contrast interview data with data derived from the other
methods used in this study. These other sources were then scrutinised to identify if
the emergent themes from the interviews could be located in the observations or
documentary analysis. This process of data ‘triangulation’ sought to minimise
research bias as well as offer reliability and trustworthiness in the results of this
study.

3.6 Ethical Considerations

Ethical approval was sought from, and granted, by the University of Bedfordshire
Research Ethics Committee and complied with the BERA (2017) Ethical
Guidelines for Educational Research. This study adhered to the requirements
which included a gatekeeper letter, information for participants and participant
consent forms. These three sources of information outlined this study, methods
and included the initial research questions. The process of recruiting schools took
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longer than expected but once the school had granted permission, the observations
and interviews took place on a weekly basis with the researcher observing a range
of staff, headteachers, classroom teachers and coaches. Participation in the study
by interviewees was voluntary and free from obligation or coercion.
Confidentiality was adhered to as pseudonyms were used for all schools and
individuals taking part in the study. The researcher was required to undergo
Disclosure and Barring Service (DBS) clearance check which involves a check of
criminal convictions and which is in accordance with requirements for all
professionals working in schools.

In qualitative research, the validity of the results relies on the credibility and
trustworthiness of the data along with any assertions or conclusions (Leavy,
2011). Lincoln and Guba (1989) states that there is a basic issue in relation to
trustworthiness. The inquirer must demonstrate that the research being considered
is worth taking account of and worth taking part in. Validation of research
requires that research methods are used appropriately for the particular research
purpose and that the data gathered and the conclusions from the research findings
are also determined to be appropriate (Maxwell, 1992).
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Chapter Four
Results and Discussion

This chapter will discuss the data that was generated from the methods. The
nature of the qualitative data is difficult to present as stand-alone responses,
without ‘context’ to their relevance, therefore a data triangulation has been
employed. Through the data generated from the semi-structured interviews
triangulated against observations, a field diary and the schools’ online reporting,
the researcher seeks to answer the three research questions.

4.1 What effect does the of the Primary PE and Sport Premium strategy
have in the primary school environment both within and beyond the
curriculum?

The first of three research questions centres around the following key areas: the
guidelines of the Primary PE and Sport Premium; the effect of coaches on
delivering the National Curriculum; the background and attitudes including any
preconceptions and time constraints of headteachers; and whether schools invest
in sustainable PE or spend the funding on getting “kids off their bottoms for an
hour” (John, Coach, School 1).

Whether the Primary PE and Sport Premium is being used correctly is an issue
surrounding the funding. The government’s commitment to invest £350 million
into schools (ring fenced within PE) is unprecedented and if used correctly the
monies are a helpful and necessary boost in bringing PE into the forefront of
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school policy. Head teachers and SLT members who aim to transfer policy (by the
government) into pedagogy (in schools) is not always as easy as it seems. Head
teachers and SLT members have reported that they have used the funding
incorrectly in the past. An issue therefore arises as to whether the funding is
considered wasted if headteachers are not using it appropriately.

The two main aims in the Primary PE and Sport Premium are centred around
developing the existing PE, physical activity and sport provision within school
and building a sustainable PE provision that will continue to benefit future pupils
of the school (Department for Education, 2014). Thus it is important to investigate
how schools are allocating the Primary PE and Sport Premium which then
determines how effective it is in supporting the PE curriculum (Department for
Education, 2017; Griggs, 2015).

4.1.1 The role of the headteacher

In the receipt and allocation of the Primary PE and Sport Premium funding each
headteacher is ultimately responsible for where and how the Primary PE and Sport
Premium money is spent (Association of Physical Education, 2016; Department
for Education, 2018). This differs between school to school and often depends
upon the level of value the headteacher places on PE (Rainer, Cropley, Jarvis,
Griffiths, 2011). Within this study this point resonates, as in School 2, Pip as
headteacher considers that in line with the funding guidelines, she uses the money
to invest in staff training within the subject:
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“We’ve spent the money over quite a few years trying to up-skill staff
because the staff are often the ones who don’t feel confident - we don’t
necessarily have the skills to teach all the different sports” (Pip,
Headteacher, School 2).

Pip discusses that she collaborates closely with her staff and Debbie (PE
Coordinator), to review on a yearly basis how and where the monies are spent and
to ensure the money is spent to the school’s best advantage;
“…every year I work with staff talk about how we can best use that money
and are we using it to its best, and do we need to change how we use that
money? and ensure we are using it for resources and equipment, and in
some cases specialist equipment for certain children who need it” (Pip,
Headteacher, School 2).

Pips’ priority was to keep the children physically active by using the funding to
develop and add to current [Physical Education] provision. While the final
decision on the use of funding ultimately lies with the headteacher, there is a
difference of approach taken in School 1 and School 3;
“They [headteachers] are quite keen for me to just take on the budget and
all sports” (Jane, PE Coordinator, School 3).

Although is it ultimately the headteacher’s responsibility to ensure the funding is
used appropriately, in two out of the three schools observed, the PE Coordinator
was also involved in this process. In School 1, there were no other staff members
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involved in administering the funds. Jenny (Headteacher, School 1) had employed
coaches to develop and add to the school’s PE provision. In considering the use
of coaches Jenny considers that the funding has allowed her to bring in
‘specialists’ that without the funding would not be possible;
“…to give Year 2 the opportunity to swim and we have been able to get
specialist people in to teach subjects that wouldn’t normally happen…”
(Jenny, Headteacher, School 1).

However, less than a quarter of the total amount of the funding allocated to the
school was used for employing coaches suggesting that further understanding and
clarification on its use is needed. Interestingly, Thomas recognised that;
“…we [coaches] are what the school spends their Sports Premium on
although I have no idea where the rest of the money was spent” (Thomas,
Coach, School 2).

With the ring fencing of the Primary PE and Sport Premium funding there are a
range of accompanying conditions of grant to ensure fidelity to the aims of the
funding. It seems to Jenny that some headteachers are unsure where and how to
use the Primary PE and Sport Premium money and need more guidance from the
government;
“…the guidance is very broad, and people interpret it in different ways.
Knowing what you can use it for is not readily available to me” (Jenny,
Headteacher, School 1).
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4.1.2 The role of the PE Coordinator

The PE Coordinator, ultimately a generalist classroom teacher has been given the
subject leadership within the school. Whilst this may allude to them having a role
within the decision making and use of the funding, this too is dependent on the
headteacher. In School 1, Helen indicates;
“I have a little bit of a say in the Sport Premium. The main big decisions
are all above me” (Helen, PE Coordinator, School 1).

In School 3, there is an interesting difference in that the funding whilst ‘handed
over’ to Jane in her role as PE Coordinator, the funding is already allocated to pay
for a ‘specialist’[PE] teacher;
“handed over to me to use where necessary however most of the budget is
spent on my [PE specialist’s] salary” (Jane, PE Coordinator, School 3).

4.1.3 The role of the coach

The three coaches in this study are all responsible for undertaking delivery of the
PE lessons. It is important to note the background of these coaches – two [John
and Mark] are qualified to FA Level 1 – equating to a ‘Assistant Coach’ and
should not be in charge of coaching sessions by themselves. It is only Thomas,
who holds a Level 2 qualification and only in football, yet he is expected to
deliver the requirements of the National Curriculum. This problem is not new
and in line with the findings of Jones and Green (2015) where headteachers have

71

noticed that the use of sport coaches in schools is problematic, with one of the
main reasons being their shortcomings as educationalists.

As coaches often work between many schools, they often found it more difficult
to make recommendations;
“…there’s already a PE coordinator and she decides what sports we do or
don’t do” (John, Coach, School 1)

Moreover, coaches were often not consulted on what equipment or resources were
needed. Thomas (Coach, School 2) admitted that he “currently has no say in it”
while John (Coach, School 1) stated that;
“… there is no structured dialogue between the PE Coordinator and us
(John, Coach, School 1).

Within the parameters of the coach’s role there was little opportunity for
discussion.

4.1.4 Hierarchy of the decision-making process

As noted in section 4.1.2. Helen alludes to a hierarchy of a decision-making
process where, whilst she has some say in how the funding is allocated, that ‘big’
decisions are made ‘above’ her. This illusion of a hierarchy of decision making is
not just between teaching staff. For example, in School 1, where Helen has some
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involvement the coaches consider that Helen made these decisions without input
from them;
“…there is more feedback going down the line than up. I think up has
problems” (John, Coach, School 1).

What is interesting here is that the John, as a coach, considers that he should be
able to provide some input into the decision-making process and the allocation of
funding. In referring back to John’s (and Mark’s) background, whilst he is
delivering the PE lesson, he only holds an FA Level 1 (Assistant) Coach
qualification. What this does highlight however is a perceived disconnect between
the coaches responsible for delivering ‘PE’ and those coordinating it, to the extent
that this is recognised by the headteacher;
“There is not any feedback up the chain – no, not much at all” (Jenny,
Headteacher, School 1).

Maria, also alludes to a hierarchical relationship in operation; a relationship in
which she reports into Helen as the PE Coordinator, who in turn expects that
information to be reported into the Senior Leadership Team;
“…if resources or equipment are needed to be replaced then I report that
to the subject leader, who would feed that back up to SLT.” (Maria,
Classroom Teacher, School 1)

Here we can note a hierarchy ‘between’ classroom teachers brought about merely
by which teacher has the ‘lead’ for the subject, not by expertise, as all the
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classroom teachers are considered ‘generalist’. If there is very little feedback
transferring back up the hierarchical chain and a disconnect between headteachers
and those delivering PE, then it is of no wonder that provision in some schools is
confused.

4.1.5 The National Curriculum

All three schools in this study follow the National Curriculum for PE which
recommends a minimum of two hours of curriculum PE per week. In two out of
the three schools, the target of two hours of curriculum PE was not achieved;
“We have an hour and a half each week so it’s two sessions a week of 45
minutes. But yeah it’s supposed to be two hours a week isn’t it?” (Sudeep,
Classroom Teacher, School 2)

Although the target of two hours of curriculum PE was not achieved in School 2,
the physical activity offered was more comprehensive that in the other two
schools, with more time being dedicated to cross curricular links and building
awareness of physical activity (eg. school assemblies);
“It’s [cross curricula learning] solely taken from the children’s interests.
Because yeah, if the children have just done assembly you get them
motivated again by letting them run around” (Pip, Headteacher, School 2)

74

The opportunities on offer in School 2 were broader and were embedded into the
school day, for example the daily mile which all children were required to take
part in each morning for fifteen minutes;
“I introduced the mile a day a few years ago and now we have adapted it
to fit the curriculum” (Pip, Headteacher, School 2)

School 3 met the government recommendation for time spent taking part in PE,
and School 2 also offered lunch time clubs to try to increase physical activity
overall. In comparison in School 1 the National Curriculum target for time spent
taking part in PE was not achieved. In all instances where lunch time clubs were
offered, it was not compulsory for the children to attend;
“I mean there are a lot of different lunch time clubs at school and we try
to make sure there are a range of different clubs going on to try cater for
different needs although the children don’t have to attend.” (Pip,
Headteacher, School 2)

Head teachers had the best intentions to adhere to the government’s guidelines
and believed that they are developing and adding to the sustainable PE provision
within school.

4.1.5.1 The effects of coaches delivering the National Curriculum

When delivering PE lessons within school, the attitude and background of coaches
was a key factor in why they wanted to become a coach;
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“…actually I’ve always been good at sports within KS1, 2 & 3 erm I just
thought to myself what I can I do outside school so I decided to become a
coach.” (Mark, Coach, School 1)

When interviewed, John admitted that school require a service from the coaches;
“they just want their kids to be active and they don’t care what they do
with the kids…. I feel that’s a good way to teach PE if that’s what the
school have paid for. They want us to deliver that service so if they want
their kids to get off their bottoms for an hour then we can play games for
an hour” (John, Coach, School 1).

Here the quality of the coaching is questionable if John considers that the school
doesn’t care about ‘what’ is being done, more so alarming if John considers this is
a ‘good way to teach PE’. This highlights the issue with using coaches in that,
with their little (if any) knowledge of physical education and calls into question
the notion of a ‘coach as specialist’. However, if the recommendation from the
APPG (2019) is adopted, and Johns’ session considered to be physical activity
this could, arguably, be acceptable practice – with maybe only one exception that
this should be National Curriculum PE.

Whilst all three coaches have National Governing Body qualifications to deliver
football, they do consider themselves to be the PE teachers within the school that
they work and responsible for the delivery of PE. John stated that “I am their PE
teacher so to speak” (John, Coach, School 1). It seems the previous football
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expertise of John, Mark and Thomas has resulted in them being confident in
teaching team sports – in particular football, but uncomfortable teaching dance
and gym. As John stated;
“I have a background in football so I prefer football, but I haven’t got a
problem with other team sports. I struggle with teaching gymnastics and
dance” (John, Coach, School 1).

The National Curriculum for PE (Department of Education, 2015) states that gym
and dance are a key part of the Curriculum. During the lesson observation, two
out of the three coaches were overheard noting their dislike for gymnastics…
“I don’t like gym, I think it’s boring” (John, Coach, School 1) and “I don’t like
teaching gymnastics, I have been teaching it for four years and I still hate it”
(Mark, Coach, School 1). These comments are worrying as the coaches are widely
considered to be experts in the field especially when compared to classroom
teachers (Jones and Green, 2015). Furthermore, in the observed lessons in
gymnastics (Appendix 3 and 4) it was noted that both John and Mark were both
present in the same lesson. John led the first gymnastic PE lesson while Mark
assisted but during the second PE lesson, they swapped roles. The school were
paying for two coaches to deliver one PE lesson. Both coaches did not like
gymnastics and were not qualified to deliver the lesson. The Headteacher should
perhaps have considered using the money elsewhere to better effect. In addition,
the coaches had not developed their skills in gymnastics since school; “I have no
prior knowledge of teaching gym, what I do know is what I learnt from school”
(John, Coach, School 1). In the observed lesson (Appendix 3 and 4) it was noted
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that the coaches had no regard for safety of the children due to their [coaches]
lack of expertise. This is a ‘potential disaster waiting to happen’ as the school, and
the coaches are opening themselves up to allegations about potential serious
injury and health and safety issues occurring within the lesson. It is interesting to
question what criteria the coaches position themselves as experts; Maria
(classroom teacher) thought the coaches were not specialised in all areas of PE, as
she explained;
“coaching companies are supposed to be specialised, but they are not
actually that special. They have their own areas where they can teach, for
example the coaches we have now are really qualified in football, but that
doesn’t mean they can teach all the other sports components of PE”
(Maria, Classroom Teacher, School 1).

If the main experience of the coach is in a certain area it will be challenging to
achieve a fully rounded PE programme within schools which adheres to all
National Curriculum elements (Sport England, 2013). It is possible that coaches
have a broader knowledge of sports on which to draw than a typical classroom
teacher (Garrett and Wrench, 2007). However, if headteachers or members of
schools in charge of PE are not constantly managing which coaches are coaching,
then it may result in coaches starting to believe that “all the government really
want is kids to be really active”. Schools and coaching companies must be held
more accountable for who they employ to teach PE. Furthermore, if extracurricular activities such as after-school clubs are being used to supplement part
of the PE curriculum, these sessions should be monitored in the same way as
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mainstream curriculum (Faucette, et al, 2002; Griggs and Ward, 2013; Office for
Standards in Education, 2009).

4.1.6 Differences in motivation: teacher and coaches

It is documented that of the main reasons reported for teachers to go into teaching
was to work with young people and to make a difference – just over 80% of
sample (858 teachers) said they wanted to teach because they enjoyed working
with young people (Allen and McInerney, 2019). In comparison, 36% said that
they wanted to teach because of their love of their subject’.
Maria valued her relationship with the pupils, stating;
“teachers need to build up a relationship with children and have a good
understanding of them” (Maria, Classroom Teacher, School 1)

When positioning the coaches’ experience within this study, the three participants,
John, Mark and Thomas were asked ‘why’ they had become sports coaches. John
states that it was because he “enjoyed and was good at football” (John, Coach,
School 1). It is interesting that Mark, also coaching at the same school responded
that he had “always been good at football… so he decided to become a coach”
(Mark, Coach, School1). In parallel with the Jones and Green (2015) study,
coaches in this study were football focused but with the expectation that although
unqualified in other ‘sports’ and ‘physical education’ they are willing to deliver
the sessions. During the interviews the coaches discussed their primary
motivation to coach was because of their love of a sport;
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“I am coaching because I have always been good at sport and football
was my go to.” (John, Coach, School 1).

“I’ve always been good at sports within KS1, 2 & 3 erm I just thought to
myself what I can I do outside school so I decided to become a coach.”
(Mark, Coach, School 1).

“Myself I was very, very sporty. I was the main part of PE and that is
probably why it has taken me into this job role.” (Thomas, Coach, School
2).

What becomes apparent is a disconnect between the coaches understanding of
‘physical education’ and ‘sport’ and continues to support the notion that ‘sport’
and ‘physical education’ mean one of the same. This is a concern, given that there
are increasing numbers of coaches in schools which could result in PE lessons
delivered by coaches are ultimately influenced by their [coaches] perception of
what the school requirements are.

These noted differences in motivation are in line with current research that
considers this could be due to teachers’ experience a child-centred approach to
their work, whereas the coach is skill-centred (Hedlund, et al, 2018).

The flexibility that coaching companies possess which allows different coaches to
teach in different schools can be difficult for headteachers to manage;
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“I don’t know what’s going on with this year’s coaches” (Jenny,
Headteacher, School 1).

For a school to gain a high variety of expertise in different sports, a headteacher
must closely monitor the coaches are in her school. School 1 had two coaches
who were both in charge of the PE lessons. Both coaches came from a football
coaching background which limited their ability to coach other disciplines.
Moreover, when Thomas describes his experience [and influence] in more depth,
he shares his interest and qualifications in football;
“… I was very, very sporty. We had two PE teachers who inspired me with
everything I did… that is probably why I have ended up in this job…”
(Thomas, Coach, School 2).

4.1.7 Head teachers have no time or knowledge to invest the money

The attitudes and previous experiences of the administrators of the Primary PE
and Sport Premium and providers of PE lessons have impacted how the PE
curriculum is both constructed and delivered. Head teachers have reported widely
differing experiences of PE, for example, Pip remembers PE positively from her
school days and actively promotes as many opportunities to take part as possible;
“My primary school was quite proactive actually…. We did do quite a lot,
netball and stuff, but there are probably more opportunities now…. PE is
important, children taking part and being physically active is important”
(Pip, Headteacher, School 2).
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She values PE and states;
“as a school we see PE as important… we believe in teaching the children
both inside and outside, so if we are saying PE is as important as writing
we have to fund things as equally as possible” (Pip, Headteacher, School
2).

In contrast, Jenny (Headteacher) had limited opportunity for participation in PE,
recalling that she didn’t enjoy PE at school due to it being exclusive;
“they weren’t inclusive, there were the good ones in sport and there were
the rubbish ones… and I was with the rubbish ones” (Jenny, Headteacher,
School 1).

These statements determine that positive or negative experiences from childhood
have impacted their attitude towards PE. It can also be concluded that there is a
relationship between the headteachers’ own PE experiences and their involvement
in the allocation and use of the Primary PE and Sport Premium. Pip who had a
positive experience in a ‘proactive’ school has continued this approach in the
delivery of PE in her school. Jenny, and her contrasting experience as being
‘rubbish’ has led to a disconnect or disinterest in how coaches and the Primary PE
and Sport Premium funding is being used. Their attitudes towards PE, combined
with the fact that PE needs “a lot of time to do it well” (Jane, PE Coordinator,
School 3) suggests that some headteachers are not giving PE as much time as it
requires. As reported by both headteachers, there are other more pressing
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priorities within the school “the core subjects take priority and money will always
go to Maths or Science resources” (Jenny, Headteacher, School 1).

4.1.8 Other demands in the curriculum

Between 2002 and 2010, the government provided similar unprecedented levels of
funding (via PESSCL and PESSYP) to the Primary PE and Sport Premium
(Pickup, 2012). During 2002-2010 responsibility for how this funding was used
lay with the Partnership Development Managers (PDM). The provision of this
money was dissolved in 2010, however under a new government in 2013, the
Primary PE and Sport Premium was created (Griggs, 2013). It is therefore not a
new concept for schools to have access to large amounts of funding earmarked for
the provision of PE. The way the funding is distributed to schools has changed
significantly in that it is now the sole responsibility of the headteachers of each
school to distribute the Primary PE and Sport Premium correctly (Slough-Kuss,
2015). Head teachers identified that they needed time to focus “on the other
demands going on in the curriculum” (Jenny, headteacher, School 1).She
considered that she had ‘many things’ to do and prioritise so funding for PE is low
on her priority list;
“…there are so many things to do and so many things in the curriculum
to prioritise. … there is not enough time [to organise the Sport Premium]”
(Jenny, Headteacher, School 1).
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It could be suggested that Jenny has employed the use of coaching companies to
deliver PE, which she considers a less important subject, in order to allow her
classroom teachers to focus on the planning and delivery of the ‘important
subjects’ (Maths, English, Science);
“…there are other demands going on in the curriculum, and you are not
judged on PE – you are judged on English, Science and Maths (Jenny,
Headteacher, School 1).

Jenny admits that she is often too busy with other school priorities to consider the
finer details of the use of the Primary PE and Sport Premium;
“I don’t coordinate enough with the PE lead… I have so many other
things to do and so many other things on the curriculum to think about.”
(Jenny, Headteacher, School 1).

This has left PE relatively unchecked as PE is low down on the list for
headteachers to manage. It is not possible for the headteacher to monitor PE if
they are too widely stretched to liaise with the PE coordinator. When interviewing
School 3, the headteacher was ‘too busy’ to be interviewed by the researcher.
However, the headteacher had left instructions that the PE coordinator was to
answer any questions that the researcher posed as she had full responsibility for
the Primary PE and Sport Premium;
“they are quite keen for me to just take on the budget and all the sports”
(Jane, PE Coordinator, School 3).
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Bearing in mind that the PE coordinator is first and foremost a teacher, the
headteacher should have been available to answer questions about the running of
his school and one wonders why he was absent and did not want to take part in the
study.

4.1.9 Prioritising Statutory Assessment Tests (SATS)

Jenny identifies the reason why she does not give enough time to PE (by her own
admission) she states;
“…it’s not right, it shouldn’t be right because some students who excel at
PE will do very well but you are just not judged on it.” (Jenny,
Headteacher, School 1)

This may also be indicative of other schools especially where the pressure on
schools regarding SATS and league tables (Kover and Hogge, 2017) continues to
marginalise PE (Kover and Hogge, 2017) even when significant ring-fenced funds
are available for investment. The lack of monitoring of the funding for PE vastly
contrasts to the core subjects which are continuously monitored with a variety of
assessment methods. Head teachers did not place the same importance on PE and
were aware that schools are judged by the results of KS1 and KS2 SATS rather
than not the physical activity levels of their pupils;
“… you have so many other demands going on in the curriculum...you
have this data for English, Science, Maths and Reading which you need to
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hit for your core targets… you are assessed on SATS on the end of the
day” (Jenny, Headteacher, School 1)

Jane explains this further, indicating that communication between the government
and the school was slow with regards to the amount of funding the school would
receive. This ultimately compromised the teachers’ ability to plan and deliver PE
lessons effectively;
“it was a farce the other year, when funding doubled as you couldn’t put
the planning in as no one told us it was doubling” (Jane, PE Coordinator,
School 3).

In the event of the Primary PE and Sport Premium funding ending, it is possible
headteachers will no longer use outside providers. “I don’t know what the legacy
will be” (Jenny, Headteacher, School 1). This indicates that Jenny does not see
any sustainability in what the Primary PE and Sport Premium is trying to achieve,
and that little value is placed on PE. It is without a doubt, if the Primary PE and
Sport Premium funds was not ring-fenced, headteachers would not hesitate to use
the money in other areas;
“I think if it wasn’t (ring fenced) then we would spend the money
elsewhere and we would target other subjects and I think we wouldn’t
target PE. I think it’s a lot of money that they give us, so I think at least
part of it needs to be ring fenced and then you can use the rest for
something else. It’s a lot of money! (Jenny, Headteacher, School 1).
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4.2 How does the relationship between schools and external providers impact
the delivery of Physical Education and School Sport and what are the
opportunities to share good [bad] practice?

The second question the researcher considers will discuss the role of coaches and
staff in the delivery of the PE curriculum and school sport. There are many factors
within the school environment which affect the role of the coaches and school
staff to ensure that quality PE lessons are delivered to the children. The factors
that will be discussed through this section are: the levels of input coaches and
school staff have on the allocation of Primary PE and Sport Premium funding; the
confidence and skills of coaches and staff to teach PE effectively; the perceived
opinions and misinterpretations of coaches and staff with regard to job roles; and
classroom management and the deployment of TAs.

4.2.1 Lack of teacher confidence to teach PE

There are many ways schools approach the distribution of the funding to improve
the provision of PE in their schools. The use of coaching companies and outside
external agencies continues to heavily influence where schools choose to allocate
the monies. It is widely recognised that PE is an area which classroom teachers
feel less confident to teach (Jones and Grant, 2015). Many SLT members have
doubts about the confidence and subject knowledge of teachers with regards to PE
(Jones and Grant, 2015). Often the coach has more subject specific knowledge
than the classroom teacher (Griggs, 2010). Within this study the coaches’
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responses seemed to confirm Griggs’ position with Thomas considering that the
lack of teacher confidence in the subject area is the reason he is ‘hired’ by the
school;
“a lot of teachers don’t teach their PE lessons at school because they
don’t feel comfortable teaching it…. that’s why they hire us, to do
specialist PE lessons” (Thomas, Coach, School 2).

Where teachers have had a positive experience in PE, they may well consider
themselves to be best placed to deliver the subject. For example, Maria (position)
recalls her experience and how this influences what she delivers in her [PE]
lessons;
“when I was younger, I used to be quite physical so I do know a bit about
PE and used to do gymnastics and netball” (Maria, Class Teacher, School
1).

Whilst Maria was confident enjoyed taking part in PE as a child, she considers
that her subject specific knowledge wasn’t sufficient to effectively perform
demonstrations, however she was confident enough to teach her class, as she said;
“I have good discipline and a good understanding of the children so I can
deliver good lessons. I can even use the children to model how to do things
- it’s very important for them” (Maria, Class Teacher, School 1).

In support of Maria’s recollection, Jane (PE specialist) also considers the
importance of her prior experience when teaching PE;
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“Teachers come into school feeling not confident to teach PE …teaching
PE is using what you’ve seen in class. I think if you didn’t have any
interest in sport then it would be quite difficult to do. Or if you have not
played sport before…” (Jane, PE Specialist, School 3).

This raises the question that if a classroom teacher has had negative experiences
of PE and/or little or no interest in sport and physical activity then they may not
be best positioned to deliver PE. Jane is confident that her personal experience,
participation and interest has enabled her to draw on her prior experience when
teaching. Whilst Maria considers herself not to have as much subject specific
knowledge, she still considers herself to have the appropriate knowledge to
deliver a lesson;
“…I know how to put together a PE lesson and I know the importance of
warming up, cooling down and how to do a lesson safely, how to keep
children safe and use them to demonstrate and model” (Maria, Class
Teacher, School 1).

It is not surprising that confidence to teach PE is lacking among classroom
teachers; Jane (PE Specialist) stated that in her Initial Teacher Training (ITT)

“ …had about six hours of PE training - three two-hour practical
sessions” (Jane, PE Specialist, School 3).
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If this is a common experience amongst most classroom teachers, skills should be
developed to increase confidence and scaffold learning through coaching courses
and teachers’ CPD discussed in section 4.2.3.

4.2.2 Upskilling

The Primary PE and Sport Premium indicates that one of the five areas that
schools should be using funding for is to increase confidence, knowledge and
skills of all staff in teaching PE and sport (Department of Education, 2017). The
guidelines suggest that schools achieve this aim via teachers CPD (discussed in
section 4.2.3) or by hiring qualified sports coaches to work alongside teachers to
enhance opportunities to take part in PE. The schools in this study
overwhelmingly employed coaches to work alongside teachers instead of
investing in their teachers’ CPD.

This research records two of the three schools used upwards of 76% of their
funding to employ external agencies. The third school used 76.8% of the budget
on a specialist PE teacher whose background and ITT was at secondary level. All
three schools aimed to help their teaching staff by outsourcing the responsibility
for PE to other agencies and that a transfer of learning from agency to classroom
teacher would occur. The result was that classroom teachers still had disconnect
from PE and agencies become the sole provider of PE. This is worrying as these
coaches were unqualified and held only a Level 1 coaching badge in football,
which is assistant coach level. However, these coaches were observed in two PE
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lessons and two afterschool club lessons being the teacher in charge (Appendices
3, 4, 5 and 6).

It is perceived that the main advantage of employing a coach is that they are a
specialist in their area and should have more skills knowledge than a classroom
teacher. Thomas admitted;
“I wouldn’t say I offer more than a classroom teacher but it is probably a
confidence thing” (Thomas, Coach, School 2).

However, if a coach is proven to only be knowledgeable in a certain area of their
specialism, then it could be argued that they are lacking in key skills needed to
deliver all aspects of the PE curriculum especially if their only qualifications are
coaching badges applicable to specific sports. Sudeep reported that the coaches
are supposed to have specialist skills knowledge, but recognised that was not
necessarily the case;
“They have their own areas where they can teach, for example, the
coaches we have now are really qualified in football but that doesn’t mean
they can teach all the other sports” (Sudeep, Classroom Teacher, School
2).

While many teachers are aware that the coaches are possibly more skilled in
certain sports, teachers see their role as more than imparting skills to their pupils.
One of the aims of outsourcing PE and employing coaches is primarily to plug the
subject specific knowledge gap that classroom teachers may display when
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teaching PE. However, both teachers and coaches acknowledge that coaches (or
indeed teachers) cannot be specialist in all sporting areas. While coaches can
provide niche skills knowledge, it seems that their lack of specific teacher training
does not enable them to transfer their subject specific skills to teach other sports
that they may not be so familiar with. If this is the case, it is questionable as to
whether employing coaches is the appropriate choice. Maria pointed out;
“Coaches are supposed to be specialised, but they are not actually that
special. They have their own areas where they can teach but that doesn’t
mean they can teach all components of PE” (Maria, Classroom Teacher,
School 1).

Furthermore, the classroom teacher has undergone in depth teacher training and is
familiar in the pedagogy of teaching, whereas coaches do not hold these skills
(Blair and Capel, 2011; Burgess and Mayes, 2007; Flintoff, 2003). It could be
suggested that a classroom teacher is best placed to teach PE due to their
understanding of the pedagogical elements of teaching (Morgan and Hansen,
2013; Stroot and Ko, 2006; Whipp et al, 2007; Williams, Hay and Macdonald,
2011). The coaches had a remarkable lack of understanding as to the training that
a classroom teacher must undergo. Mark shows his lack of knowledge by stating;
“they don’t have the qualifications for teaching PE” (Mark, Coach,
School 1).

This statement is untrue as teachers undergo ITT and have QTS – furthermore in
this study coaches held basic coaching badges which does not give them the skills
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to teach, let alone upskill fully qualified teachers. Two coaches did not perceive
PE as any different from a football club;
“…I think physical activity and physical education is the same thing”
(John, Coach, School 1)

“…the skills you learn in a football club are very similar to a PE lesson”
(Mark, Coach, school 1).

This again exemplifies a lack of understanding by coaches as to what makes up a
good lesson and a complete disconnect between teaching a PE lesson and a
physical activity club. The limited experience of the coaches does not give them
the necessary tools to teach a high-quality PE lesson but it may give them the
tools to teach a specific club for which they have a coaching badge.

One school had the best intentions to upskill their existing staff while others saw
the employment of coaches as a quick fix. Pip positively recalls her experience
with the coach ‘Ben’ and his relationship with her staff, maintaining that the
requirements of the coach was to upskill the classroom teacher via observation
during lesson time;
“We do upskilling here…. we have a fantastic chap called Ben who comes
in and who has taught our teachers football skills” (Pip, Headteacher,
School 2).
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Through employing coaches, Pip believes that their expertise has supported staff
in developing their skills and knowledge to become confident in delivering the PE
curriculum;
“…we are trying to upskill staff because staff are often the ones who don’t
feel confident… the idea for us is that our staff are out there with them.
We’re learning from what’s happening, they are leading, but we’re out
there learning and teaching those skills” (Pip, Headteacher, School 2).

Though Pip had the best intentions and tried to lead the school to upskill her
teachers, Thomas, the Head Coach, did not perceive that his main role within the
school was to upskill staff. He ‘hoped’ staff would be upskilled;
“…by them simply watching and joining in… they might even add [to the
lesson] if I’ve said something wrong” (Thomas, Coach, School 2).

The guidelines state that teachers and coaches should work alongside each other
to enhance teacher confidence. Thomas felt that
“…they [teachers] are just helping, listening to his demonstrations and
stepping in if they feel confident” (Thomas, Coach, School 2).

During the observed lesson, the classroom teacher was present for ensuring the
good behaviour of the children rather than looking to upskill her knowledge of
PE. Pip’s good intentions are well placed however if teachers are simply present
and only stepping in to maintain behaviour, then teachers will not engage in
quality upskilling. Furthermore, there was no quality control by headteachers as to
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who was employed, whether coaches were competent to teach PE lessons and
whether they had the knowledge to upskill teachers.

4.2.3 Continued Professional Development

Teachers who are less confident in delivering PE would benefit from the use of
training and upskilling to help improve their skills. However, some coaches have
identified teachers often “just simply watch and join in” (Thomas, coach, School
2). This will not ensure quality transference of practise between coach and
teacher; and schools may ultimately pay for coaches with no return in terms of
teacher improvement in teaching PE. The presence of coaches in school should
be decreasing as teachers become more confident and their PE teaching skills
improve. Some coaches recognised that their ‘days are numbered’ if teachers are
being upskilled. John states;
“eventually teachers will have the knowledge to teach PE and therefore
we will no longer be needed” (John, coach, School 1).

Head teachers who choose to invest in upskilling existing staff through CPD will
be more successful in developing teacher’s confidence in delivering PE, and are
more likely to achieve the aims of the Primary PE and Sport Premium. Spending
the funding on external agencies to upskill teaching staff is an approach which is a
short term fix with no guarantee that staff will become more proficient in their
teaching abilities. Some schools in this study had good intentions however their
teachers’ CPD was not the main priority of their decisions when distributing the
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funding. It was discovered that teachers were not observing coaching companies
as expected and used the time for PPA (a direct infringement of the guidelines of
the Primary PE and Sport Premium discussed in section 4.3). Nevertheless, it is
important to invest the funding in CPD to increase the confidence of any
practitioner to effectively deliver the PE curriculum.

4.2.5 Non-qualified staff present in PE lessons

Some schools see their teachers’ time as a precious resource which is wasted on
observing the coaches and resort to using their TA’s to be present in the lessons.
John reported that if teachers are present “they just sit there and mark” (John,
Coach, School 1) which indicates that there is no upskilling of the classroom
teacher. Some coaches reported that in many of the schools they have worked at
the TA is present, with some TAs being asked to observe and feedback to teachers
in order to upskill them. Where teachers or TAs were present in the lessons, some
schools have opted to use TAs for upskilling while the teachers take the time for
PPA (the use of teachers taking PPA time during PE will be discussed in section
4.3.1). Alternatively, some TAs were present in lessons but were not engaged in
the activities. It seems that occasionally TAs were present in lessons, but they are
often deployed to do other things. Mark reported;
“we had two ladies coming in each of our classes and they were obviously
doing the board” (Mark, Coach, School 1).
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Coaches use the occasional TA presence to help with their classroom
management. Mark stated;
“It is our lesson but if we need a hand, they’re there for toilet breaks,
injury, and discipline” (Mark, Coach, School 1).

Furthermore, Sudeep reported that;
“…our TAs are present throughout the lesson. We get fed back through
our TAs so it’s not usually how or what the children are taught but if there
are any children struggling with behaviour issues” (Sudeep, Classroom
Teacher, School 2).

From these statements, it seems that coaches require extra support with classroom
management though they are considered the specialists in their field. It can be
argued that there is no such provision made for a classroom teacher who is
expected to manage these issues as well as teach a subject in which they are not
confident. Jenny reported that her perception was that the coaches found class
management challenging;
“…behaviour management is not there at the moment so they’re not really
teaching the children - I do feel that we waste the money on those coaches
because they’re not very good quality and I think they’re spending more
time disciplining than teaching” (Jenny, Headteacher, School 1).

Interestingly, some teachers did not try to improve their skills knowledge by
observing the coaches. Maria stated that;
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“…the coaches have a weaker relationship with the children. I think in a
lesson I have more discipline and a better understanding of the children”
(Maria, Classroom Teacher, School 1).

In this particular school there was a sense of ‘us and them’ between teachers and
coaches. Thomas felt pastoral care rested with classroom teacher;
“They have things they have to watch as teachers, if they see a child
struggling, they may be struggling in other areas”. (Thomas, Coach,
School 2).

This statement raises an issue that coaches are unaware of the pastoral and
individual needs of the children in his care and are unprepared to deal with such
issues. It could be argued that it should be his responsibility to be aware of these
additional needs of the children and their role should include more than simply
imparting his skills knowledge. It is also worth noting that cross-curricular links
should also be made by the coaches with regard to healthy living and the effects
of exercise (Ward, 2011; Williams, Hay and Macdonald, 2011).

One of the key aims for how to use the Primary PE and Sport Premium states that
all staff should benefit from increased confidence, knowledge and skills in
teaching PE and sport (Department for Education, 2017). This has resulted in a
lack of clarity as to who should be upskilled by observing and taking part in the
specialist coach led PE sessions. As TAs have not undergone the ITT, they (like
coaches) have not been exposed to the pedagogical training of a classroom
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teacher. If the TA is being upskilled in their PE knowledge, will the TA then be
expected to teach whole class PE? This would then impact the overall role of the
TA within the class as they would then be required to lead a whole class.
However, if the TA is expected to feedback to the teacher, questions arise as to
why the teacher is not initially present in the lesson in order to benefit from
upskilling their practice.
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4.3 How do schools comply with the conditions of the PE and Sport
Premium?

The third question will discuss areas which the Primary PE and Sport Premium
should not be spent on including employing coaches to cover PPA time; whether
the National Curriculum is being delivered without the Primary PE and Sport
Premium funding; and unacceptable practice.

The government has stipulated that there are certain areas for which the Primary
PE and Sport Premium funding should not be used. These are;
•

“To employ coaches or specialist teachers to cover planning preparation
and assessment (PPA) arrangements – these should come out of core
staffing budgets

•

To teach the minimum requirements of the national curriculum – with the
exception of top-up swimming lessons after pupils’ completion of core
lessons (or, in the case of academies and free schools, to teach
existing PE curriculum)

•

To fund capital expenditure”
(Department for Education, 2018, online)

This section will centre its discussion around the first two of the three areas that
headteachers have been advised to adhere to when allocating the Primary PE and
Sport Premium funding. The research found no capital expenditure in this study
and therefore is not going to discuss the implications.
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4.3.1 PPA time

The government has stipulated that the funding should not be used to cover
teachers’ PPA time although some schools are misusing the funding in this way.
Mark (Coach) reported that often TAs or teachers are not present in the lessons;
“…so it’s just a passing over process and I might be going to cover the
PPA time, and then at the end of their PPA time we hand them back
over…” (Mark, Coach, School 1).

In contrast, Pip reported that;
“…they (coaches) don’t do PPA here, they do do it, but they don’t do it
here…” (Pip, Headteacher, School 2).

Further questioning resulted in teachers admitting that the coaching companies did
cover their PPA time. As Jenny stated that in her school when the;
“…coach is teaching PE, her teachers are in planning, preparation and
assessment time” (Jenny, Headteacher, School 1).

It is possible that headteachers are unaware of the limits for which the Primary
PE and Sport Premium can be used, especially as some external coaching
providers advertise on their websites that they can cover PPA time for teachers
(Challenge Sport & Education, 2019). This study has uncovered that a third of
schools are using the funding for PPA and the money that is supposed to be ring
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fenced in PE is being used in an unacceptable way (Department of Education,
2017). If this reflects what is happening in schools throughout the rest of the
country, it directly flouts the government stipulation. There are currently no
robust checks as to how the funding is spent. Schools must publish online their
yearly accounts of the Primary PE and Sport Premium, but there are no other
mechanisms in place to track what is happening or that what the schools publish is
accurate. Therefore, there are no consequences for schools if they decide to use
the funding for PPA.

4.3.2 Minimum requirements of the National Curriculum

There is a disconnect between the National Curriculum and the guidance for the
Primary PE and Sport Premium. In KS1 and KS2 the National Curriculum states
the basic areas of skills which children must cover in their PE lessons (for
example, running, jumping, dance etc). The guidelines for the Primary PE and
Sport Premium state that funding should not be used to teach the minimum
requirements of the National Curriculum. In this study, the schools spent more
than 70% of their Primary PE and Sport Premium budget on external agencies. In
two of these schools, 45% of the funding was spent on coaching companies
employed to either upskill staff or cover PPA time. If teaching staff are not
present in the PE lessons then it falls on the coaches to deliver the ‘minimum
requirements of the National Curriculum’. This directly flouts the government’s
guidelines of the Primary PE and Sport Premium. Recently the government has
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recognised that the distribution of the Primary PE and Sport Premium varies
considerably between different schools with many schools completely misusing it.

4.3.3 Standards of teaching

As the coaches participating in this study were teaching the minimum
requirements of the National Curriculum, they were observed against the National
Teaching Standards. Debbie was observed delivering a lesson where ‘discipline
and class management were excellent. Progression of learning was evident as
children moved from train and tunnels and applied their ideas to moving over the
apparatus’. In contrast to this, John and Mark were employed to deliver PE
lessons, lunchtime and after school clubs yet throughout they were not adhering to
the Teaching Standards, as John states; “I have never taught gym before…. so I
just wing it” (John, Coach, School 1). In some cases, the coaches did not turn up
in time to deliver the lesson. This occurred when John, arrived thirty minutes late
to the session, which lead to the club being cancelled (Appendix 2). Parents were
understandably disappointed and were overheard to be saying “this session is
absolutely shocking” (Appendix 5). This is an unacceptable practice and
headteachers should not just assume that coaches are good practitioners within
their schools. The unprofessional quality of the coaches was recognised by the
headteachers when stating “[they] don’t know what’s going on with coaches this
year” (Jenny, Headteacher, School 1). Consequently, there should be quality
assurance by the headteachers to ensure have the necessary qualifications and
knowledge to lead PE. PE has been placed in an unprecedented position by

103

receiving £350 million from the Primary PE and Sport Premium, enabling
coaching companies to gain a foothold within schools. However, if the quality of
education provided by the coaching companies is limited, then this is a totally
unacceptable use of the Primary PE and Sport Premium and the money should be
spent elsewhere.

The government guidelines of the Primary PE and Sport Premium clearly state
that it should be used to teach far more than the basic requirements of the National
Curriculum. The results of this study show that some schools are employing
coaches to deliver the basic PE National Curriculum. If this is the case, then
coaches should adhere to the school’s PE planning documents. However, it should
be noted that it is at the discretion of the school as to whether they share their
planning with the coaching companies’ staff. As Maria, mentioned;
“We discuss and liaise with the providers which areas to cover for each
half term so that all the areas are covered between us” (Maria, Classroom
Teacher, School 1).

If schools do not provide detailed lesson plans to their coaches, it is likely that the
absence of a plan will cause the coach to teach whatever is most convenient and
familiar to them. Mark stated;
“…at the moment, there is a PE Coordinator there and she decides what
to do and what to buy but I think I am a good coach even though I might
not know how to do some sessions and I haven’t been trained in some
sports I still feel confident without any help” (Mark, Coach, School 1).
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Even though little direction was provided by the school, Mark felt confident in his
ability to deliver a good PE lesson and did not feel that the lack of opportunity to
discuss planning with the PE Coordinator was a problem. Nevertheless, questions
must be raised around whether this will provide quality PE provision for the
children. John reported that;
“I don’t always have a set curriculum for some schools – sometimes they
want you to have a lesson plan and teach a structured lesson whereas
other schools just want their kids to just be active for an hour. So I can be
good at getting kids to run around but I might not be so good at planning a
structured lesson and curriculum lesson” (John, Coach, School 1).

When teaching a planned lesson, John described his teaching as following a set
structure;
“…a starter, main activity, progression and then a match at the end if we
have time” (John, Coach, School 1).

This plan does not include any model-based practice or relevant pedagogy on how
to teach, something which a primary school teacher would have been exposed to
in ITT. Coaches stated that although there are lesson plans available to use, they
often did not like using them. For example, some coaches stated that they did not
like teaching gym as they ‘thought it boring’. This provides a sense that the
coaches are just simply doing the bare requirements of their job role, rather than
aspiring to improve the quality of PE provision. If coaches are delivering National
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Curriculum PE then they should be subjected to the same checks and balances that
classroom teachers must adhere to. In certain schools, coaches stated they play
“random games on Friday, as it’s so fun” (John, Coach, School 1). This is not
considered quality PE teaching which suggests that the state of “PE needs
checking and constant management” (Jane, School 3, PE Coordinator). One PE
coordinator, Helen, saw her role was to;
“…make sure there is a full curriculum, my thing is to get children as
active as possible and engaged for as much of the lesson as possible”
(Helen, PE Coordinator, School 1).

While on the surface this seems to be similar to the aims of the coach, Helen
acknowledges that she “wants to give [the children] the broadest range of
experiences as possible”. In contrast, one of the headteachers within the study
was completely unaware of the content of lessons being taught by her coaches;
“…they are not really teaching them anything. I don’t really know what’s
going on with this year’s coaches… they are just crowd controlling”
(Jenny, Headteacher, School 1).

In the same school, John and Mark acknowledged that there was little learning
taking place in the club which they both led when admitting;
“… this session was absolutely shocking” (John, Coach, School 1).

“… it was carnage and the parents would be fuming” (Mark, Coach,
School 1).
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The notion that there was no teaching taking part in the lessons; and with the
coaches identifying their own shortcomings in the delivery of a safe and effective
club, are completely unacceptable. With the amount of funding from the Primary
PE and Sport Premium going into schools it is reasonable to expect that
headteachers should be accountable for the quality of the coaching companies that
they employ.
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Chapter Five

Conclusion
The implementation of the Primary PE and Sport Premium has not had an impact
on the top down approach to PE. This research aimed to understand how
pedagogy was changed from policy to practice but found that there was little
change. Head teachers had too much autonomy when allocating the Primary PE
and Sport Premium and not enough direction from government agencies. Policy is
not transferred by government to pedagogy in schools because at all levels there is
no communication back up the chain of hierarchy. Head teachers are ultimately
responsible for how the Primary PE and Sport Premium funding is spent and this
research suggests they are trying to adhere to the guidelines but no checks are
being done to ensure quality practice is happening in PE. Furthermore coaches did
not develop teachers’ confidence and therefore the transfer from policy to practice
does not occur. Thus, while new policy spaces open up (Newman, 1995) agents
and agencies benefit more than schools.

5.1 Invest in teachers or spend on coaches

One of the aims of the Primary PE and Sport Premium is to upskill teachers
although in all the schools spent the funding on coaches who were sub-standard in
the quality of their delivery and upskilling. This study found that teachers were
not engaging in upskilling – either they [the teachers] did not value the coaches
upskilling them or they used the time inappropriately eg. marking. The
collaborative relationship between coaches and school staff is crucial to upskill
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successfully. In order for effective upskilling both teachers and coaches must be
engaged in learning.

If the upskilling of school staff is effective, it is possible that classroom teachers
will become knowledgeable in teaching subject specific PE. Therefore the future
for coaches teaching in schools should look uncertain.

This study further found that CPD of teachers would ensure quality deliver of PE
and increase teacher confidence when teaching. It seems that schools are paying
large quantities of money out for coaches with no return in terms of teacher
improvement and upskilling. Schools are paying year on year for external
agencies to provide coaches to lead PE which is a quick fix rather than investing
the money back into their school. If teachers undertake quality CPD, this money is
well spent and the school will benefit long term. Ring fencing part of the Primary
PE and Sport Premium for teachers CPD will ensure sustainability.

Recommendation: To ring fence part of the Primary PE and Sport Premium
funding for teachers’ CPD.

5.2 Coaches knowledge of Pedagogy

This study showed that coaches often became a coach through their love a
particular sport and saw PE as ‘their’ area of expertise. It was perceived by all
members of staff that coaches had specific skills knowledge. Many staff thought
they [coaches] were well placed to deliver PE lessons. However, the specific
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subject knowledge was not transferrable across all sports that they were required
to teach and consequently they prioritised teaching the sports they enjoyed most to
the children.

In 2011, Blair and Capel (2011, p.107) considered that whilst PE in primary
schools has been ‘traditionally taught by qualified primary teachers’ that there
was now a move for PE to be taught by coaches who in the main were ‘football
coaches’ that whilst being NGB qualified ‘do not hold teaching qualifications’
and thus argued that these coaches may not be appropriate for teaching curriculum
physical education. Almost a decade later, not much has changed. Coaches within
this study all had a football background and held NGB accredited coaching
qualifications;

“I’ve got a football level 2” (Thomas, coach, School 2)

Whilst the coaching awards are relevant and accredited to the National Governing
Body, they are not ‘teaching’ qualifications.

Since Blair and Capel (2011) not much has changed. The footballing background
of all the coaches within this study ensured that they had specific skills
knowledge. Coaches in this study held national governing body awards, “I’ve got
a football Level 2” (Thomas, Coach, School 2). The coaching awards are not a
universal teaching award. These badges only allow coaches to lead specific
sessions. In addition, schools employing Level 1 coaches into school to lead and
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teach the National Curriculum is unacceptable when their Level 1 qualification is
purely as an assistant coach. At the very least there should be quality control of
coaches to ensure their knowledge and qualifications are appropriate for teaching.
By using unqualified coaches to upskill existing teachers, PE is effectively being
deskilled. The coaches’ lack of pedagogical knowledge and class management
skills (gained from ITT) limited the effectiveness of their PE teaching.

In the minds of the coaches there is no difference between PE and physical
activity;
“I think physical activity and physical education is the same thing and a
football club is very similar to a PE lesson” (Mark, Coach, school 1).

This shows a lack of understanding by coaches as to what makes up a good lesson
and there is disconnect between what the coaches believe a PE lesson is and what
afPE state PE should be, “it is the planned progressive learning that takes place in
curriculum” (Association for Physical Education, 2016, online). An element that
John is quite open about
“I am good at getting the kids run around for an hour but might not be so
good at planning curriculum structured lessons” (John, Coach, school 1).

The wider Teaching Standards are evidently not adhered to by the coaches and if
coaches are to be a long-term solution for PE, this study would suggest they need
to engage in pedagogical and classroom management training.
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Recommendation: All coaches undergo class management and pedagogical
training to the level of QTS (in addition to their skills based coaching courses) and
to standardise and quality assure the skills required by coaches throughout all
coaching companies.

5.3 Priorities of Head Teachers

The pressure on schools to perform well in SATS and league tables continues to
marginalise PE. All headteachers in this study reported that there were “so many
things to do and other things take priority” – as Jenny stated ‘SATs was what they
[the school] were assessed on’. Head teachers reported that year on year they
were unaware of amount of funding that they would receive and that they needed
guidance, structure and time to plan effective use of the funding.

Whether the Primary PE and Sport Premium had been used effectively was
determined by whether the headteachers valued PE. In all cases, headteachers had
been given the authority to spend the funding as they saw fit within the parameters
of ring fencing. Once a headteacher had allocated the funding within the school, if
the headteacher had little interest in PE and was under pressure with regards to
other priorities, it was apparent that there was no further investigation by the
headteacher as to whether the money to was spent with good effect. In all cases
headteachers reported that they prioritised the areas within the curriculum and
running of the school that they would be assessed upon. This created a lack of
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time for them to consider the implications of their allocation of the Primary PE
and Sport Premium.

Possibly due to a lack of time or the headteacher’s lack of knowledge, in some
schools headteachers had already passed the responsibility to allocate funding to
other staff. In these cases, staff responsible endeavoured to invest in the subject
but reported that;
PE needs constant management and needs a lot of time to do it well’ (Jane,
PE Specialist, School 3).

By passing the responsibility for the funding, headteachers are recognising that
they do not have the time or knowledge to administer the funding effectively.
Appointing a member of staff to manage the Primary PE and Sport Premium some
headteachers are creating a new role within the school which is similar to a
Primary Link Teacher (PLT)7. This new role draws comparisons to a PLT and
does not have the scaffolded management of the PESSCL and PESSYP strategies.
It would be bold to recommend bringing back the School Sport Partnerships or a
version of them.

Recommendation: local and regional infrastructure for primary schools to
collaborate to support the improvement of PE that operates in a similar way to the

7

Under PESSCL and PESSYP Primary Link Teachers were responsible for leading the PE
strategy in a single school set by the PDM.
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School Sport Partnership and for PE, sport and physical activity to be separated
out from PE to have a specific focus within the National Curriculum.

5.4 Working outside of the guidelines: PPA

This study found that some schools were not adhering to the guidelines of how to
use the Primary PE and Sport Premium funding. The government explicitly states
that monies should not be used to cover PPA time or to teach the minimum
requirements of the National Curriculum.

Within some schools the Primary PE and Sport Premium funding was being used
to cover PPA which is in direct contrast to what the government stipulated.
However, headteachers are obliged to provide their teaching staff with PPA time.
This study has found some headteachers allocated PPA time during PE as “there
are other demands in the school day” (Jenny, headteacher, school 1). Some
schools spend the funding on covering PPA (Griggs, 2010) and coaches are
employed to cover the PE lessons. Jenny reports “when the coaches are teaching
PE our teachers are on their PPA time”. Head teachers do not seem to be worried
or even aware that they are misusing the funding. It seems that at best
headteachers are unaware of this mistake – the worst-case scenario is that the
money is being used fraudulently. There needs to be checks and balances to
ensure that schools are accountable for their actions.
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This study has uncovered that in all schools’ coaches were employed to either
upskill or cover PPA time. Subsequently teachers were not present in PE lessons
resulting in the coaches delivering the National Curriculum. In addition, when the
notion of upskilling took place within PE lessons led by the coaches, teachers
were not engaged (eg. marking) and the National Curriculum was being taught by
coaches. More than 45% of the funding was spent on coaching companies and
with teacher absent from lessons coaches were teaching the National Curriculum
content. This is flouting of the rules set by the government and checks and
balances would ensure that disregard for the rules would not occur.

Head teachers must be made accountable for their use of the Primary PE and
Sport Premium. Checks and balances, either by existing organisations such as
OFSTED or new monitoring organisations, would help ensure headteachers spend
the funding appropriately. These organisations would also be best placed to
monitor coaching companies. At present coaching companies are not accountable
and are delivering the PE National Curriculum. The quality of the practice where
‘I get £15 per hour so I just wing it’ is not acceptable and coaches should be
adhering to the teaching standards as classroom teachers do. Checks on the quality
of PE being delivered would resolve this situation.

Recommendation: Schools to be held to account for the way in which they adhere
to the guidance and checked explicitly by OFSTED.

115

5.5 Align primary PE to EYFS Physical Development

The KS1 and KS2 PE National Curriculum does not effectively give children the
competence, confidence and motivation for lifelong physical literacy as lessons
focus on the skills, sports and activities on offer in KS3 and KS4. Classroom
teachers and headteachers within this study reported that children are lacking in
basic physical development and believed “if you can’t climb or ride, how can you
possibly write?” (Pip, Headteacher, School 2). One of the recommendations from
the APPG was to align the KS1 and KS2 PE to the Early Years Foundation Stage
curriculum, in particular the Physical Development area of learning. Within the
EYFS, Physical Development is considered a prime area of learning. In KS1 and
KS2 PE is no longer perceived as a core subject. To ensure continuity, the
recommendation by APPG is that KS1 and KS2 PE is elevated to a core status
within the curriculum. By doing this, formal assessment would need to take place.

Currently within schools there is no formal tracking or assessment of a child’s
progress in PE. Core subjects are tested via SATS and schools are held
accountable for their results. PE is in the unique position of receiving
unprecedented levels of funding but with no assessment criteria. There is an
argument for a formal assessment in Year 6 to check physical literacy levels
thereby making schools accountable for the Primary PE and Sport Premium
funding.

Recommendation: KS1 & KS2 to align with EYFS Physical Development
curriculum and a Year 6 national physical literacy check.
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5.6 Limitations of the study

This research has limitations. Firstly, I was a limitation. Prior to this study and
working as an undergraduate, my Bachelor of Science degree required
quantitative research methods. This study has been a qualitative research design
and I had to move from a positivist stance to an interpretivist point of view.
Furthermore, the triangulation of data was not comprehensive as the research
process developed over time. Documentary analysis gathered from coaching
companies and schools was limited.

There were a number of limitations due to the lack of response from schools.
Whilst a number of schools have been invited to take part in the research the
responses were disappointing. This resulted in purposeful sampling, based upon
using the researchers own contacts in schools. Another limitation born out of this
situation was that the sample was then limited to a particular geographical area.
This relatively small sample size impacted on the analysis of data. In applying
Grounded Theory, it is recommended to get to the point of ‘data saturation’ whilst
there were emergent themes around PPA, competence of teachers and coaches and
‘how’ the schools spent the funding the quality of the study could have been
improved by not only a larger sample size, but also the opportunity to re-interiew
the participants once the emergent themes had been identified. For example, the
initial study did not discuss the quality assurance process, which is now
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considered an important aspect, when in School 1 PE lessons are being delivered
by Level 1 football coaches.
To minimise the impact of this on any future studies of this nature, a wider sample
would be necessary (Charmaz, 2002, 2006; Sparkes and Smith, 2014) with a
larger number of interviews with coaches and teachers.

It could be argued that is impossible not to be biased during the research process
although interpretive researchers strive not to contaminate the setting and data to
ensure that findings and conclusions were developed from or grounded in the data
(Laker, 2002).

At the outset of the study the researcher aimed to apply Bernstein’s Pedagogical
Device Bernstein (2000, 2003, 2004) as a tool to understand how pedagogy was
changed from policy to practice. However, as the research process went on, it
became apparent that the pedagogic device was not an effective tool as policy was
not transferred to pedagogy and therefore social constructivism was solely used as
the theoretical framework. Furthermore, coaches did not develop teachers’
confidence and the transfer from policy to practice did not occur. Therefore, while
new policy spaces open up (Newman, 1995) it seemed to be dominated by
‘coaches’ and their relevant coaching companies, for their benefit and not for the
benefit of schools.
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5.7 Further study section

During the research process, the researcher identified some areas for further
research. This study did not consider the effects that the Primary PE and Sport
Premium had on the attainment of children in swimming lessons. Swimming is a
statutory part of the PE National Curriculum and the Primary PE and Sport
Premium should not be used to fund basic swimming curriculum time. However
the funding can be used for top up lessons. Future research into whether
headteachers are funding swimming out of the DSG or the Primary PE and Sport
Premium is necessary to ensure that funding is spent correct.

Though this study briefly looked at the Physical Development area of the EYFS, it
did not it was not a main focus of the study as the Primary PE and Sport Premium
is concerned with KS1 and KS2. Future research regarding how KS1 could align
to the EYFS curriculum is an ongoing issue that requires further research.

This research uncovered areas of misuse of the Primary PE and Sport Premium
funding and some serious professional misconduct. However the study did not
research in depth the quality assurances that coaching companies and coaches
should provide to schools. This area is a cause for concern and requires future
research.

PE and Sport is socially constructed and marginalised. However during the Covid19 outbreak the government stated that physical activity and exercise were the
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only recreational activity that people were allowed to go out for. This brings into
question what the social constructs will look like for PE and sport after the Covid19 pandemic. The legitimating publics who hold particular ideas of what PE looks
like in a post Covid-19 world may change (Williams 1985). Furthermore this will
potentially impact the government’s decision as to whether to continue or
withdraw the Primary PE and Sport Premium funding post 2020. The economic
outlook after Covid-19 would perhaps indicate a withdrawal of the funding
however the social constructivism that has surrounded physical activity and
exercise during the pandemic has created a strong argument for continuing the
funding. Research into how PE looks post Covid-19 and whether legitimating
publics have redefined PE in schools would be potential further research.

5.8 Moral Dilemma
Working as a PGCE student which involves teaching placements; and having
undertaken this study at the same time it has become apparent that many schools
align with some of the findings of this research, particularly with regard to the
mis-use of coaches within PE. This presents a moral dilemma – while the
researcher is not the PE coordinator and it was not his role in placement schools to
highlight issues that surround PE, he is aware that funding is being used
inappropriately. Moving forward, on gaining QTS and having completed this
research, the researcher understands the implications of this study.
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5.9 Summary of Recommendations:

From the results of this study we can draw seven recommendations all of which
are in line with the All-Party Parliamentary Group (2019) recommendations and
which should be adopted by the government. The seven recommendations are:

1. To ring fence an allocation of the Primary PE and Sport Premium funding
solely for teachers’ CPD.
2. All coaches undergo class management and pedagogical training to the
level of QTS (in addition to their skills based coaching courses) and to
standardise and quality assure the skills required by coaches throughout all
coaching companies.

3. Local and regional infrastructure for primary schools to collaborate to
support the improvement of PE that operates in a similar way to the
School Sport Partnership.
4. PE, sport and physical activity to be separated out from PE to have a
specific focus within the National Curriculum.
5. Schools to be held to account for the way in which they adhere to the
guidance and checked explicitly by Ofsted.
6. KS1 & KS2 to align with EYFS Physical Development curriculum.
7. A Year 6 national physical literacy check.
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5.10 Message to the Department for Education

The aims and priorities of the Primary PE and Sport Premium must be made
clearer by the Government8. In some schools the quality of delivery of PE is
lacking as they are superficially using the funding to increase physical activity
levels. Physical activity is of benefit to children however the benefits are limited
as there is no engagement in physical literacy. The government must decide
whether its investment of £350 million is worthwhile if its priority is simply for
children to be active.

8

Because PE and Sport is socially constructed the subject is always marginalised and yet in Covid19 physical activity and exercise are the only recreational activity that people are allowed to go out
for. This brings into question what the social constructs will look like for PE and sport after
covid-19 and what social constructs develop out new norm.
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Appendices
LESSON OBSERVATION

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.

Appendix 1

Job Title: PE Specialist (Jane)

School: School 3

Date of Observation: 28.09.18

No of Students: 22

Year 3

Promote good progress and outcomes by pupils?

Y

Set high expectations which inspire, motivate and challenge pupils?

Y

Demonstrate good subject and curriculum knowledge?

Y

Plan and teach well-structured lessons?

Y

Adapt teaching to respond to the strengths and needs of all pupils?

Y

Make accurate and productive use of assessment?

Y

Manage behaviour effectively to ensure a good and safe learning environment?

Y

ILLUSTRATIONS - PE Lesson: Football 9:30 – 10:30
9:35 – 9:45
stuck in the mud football
Teaching children about taking eye off the ball. All children active
9:45 – 9:50
Discussion time, teacher explaining the teaching points of how to pass
9:50 – 10:05
Interception game - very similar to a FA coaching course activity
Teacher highlighting good performances and letting the children try to discover what to do on their own.
10:05 – 10:20
Small modified game – all children playing in a modified game ( 3 small sided games going on)
PE coordinator and teacher split between three games.
10:20 – 10:25
Plenary – highlighting the teaching points of the lesson, referring to the curriculum and how passing affects the
wider games and different aspects of PE
OBSERVATIONS:
Classroom teacher is out with the specialist PE teacher.
Initially the classroom teacher is very quiet but as the session progresses (by9:50am) the classroom teacher becomes
more confident and involved in the lesson .
Classroom teacher used as a TA, sometimes disciplining the children but also helping with teaching small groups.
Specialist teacher confident in her teaching points and specific sports vocabulary eg. “don’t trap the ball, use the side
of the foot”.
Actual classroom TA not present at the session.
Specialist teacher progresses skill well.
Equipment was available for teaching eg. cones.
Children expected to bring PE kit from home.
Supervision ratio of 1:11
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LESSON OBSERVATION

Appendix 2

Job Title: Coaches 1a & 1b (John & Mark)

School: School 1

Date of Observation: 01.10.18

No of Students: n/a

Year: n/a

15.

N/A

Promote good progress and outcomes by pupils?

N/A

16.
Set high expectations which inspire, motivate and challenge pupils?

N/A

17.
Demonstrate good subject and curriculum knowledge?

N/A

18.
Plan and teach well-structured lessons?

N/A

19.
Adapt teaching to respond to the strengths and needs of all pupils?

N/A

20.
Make accurate and productive use of assessment?

N/A

21.
Manage behaviour effectively to ensure a good and safe learning environment?

ILUSTRATIONS - Lunchtime Club: Ball Skills

Coach 1a ran 30 minutes therefore the club was cancelled.
Coach 1b was present but had no equipment to take the session.
On arrival, Coach 1a admitted that they often run late.
Coach 1a was also late to start his curriculum PE lesson.
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Appendix 3

Job Title: Coaches: John, Mark (leading)

School: School 1

Date of Observation: 01.10.18

No of Students: 26

Year 2
(class 1)

22.
Promote good progress and outcomes by pupils?

N

Set high expectations which inspire, motivate and challenge pupils?

N

Demonstrate good subject and curriculum knowledge?

N

Plan and teach well-structured lessons?

N

Adapt teaching to respond to the strengths and needs of all pupils?

N

Make accurate and productive use of assessment?

N

Manage behaviour effectively to ensure a good and safe learning environment?

N

23.
24.
25.
26.
27.
28.
ILLUSTRATIONS - PE Lesson: Gymnastics 1:30 – 2:30
1:30 – 1:45
Warm up: running round, children stop on cue as coloured cones held up by Mark - all children active
1:45 – 1:50
Discussion time, Mark explained how children must explore how to travel over, though, under
equipment/apparatus.
Helping Coach put out the equipment
1:50 – 2:20
Children moved to the equipment/apparatus
No groups, children allowed to access any apparatus they liked.
2:20-2:30
Plenary –asked children how they went through the apparatus.
Then handed the children back to the Classroom Teacher
OBSERVATIONS:
Coaches not prepared or sure what they were teaching.
Mark ran the session. John stood to the side – not engaged in what the children were doing.
Coaches not working together to team teach.
Teachers not present.
TAs present but putting up displays.
Safety was an issue with children running everywhere – no restrictions on what they could do.
There were no boundaries for the children to adhere to.
The hall was also a walkway (being in the centre of the school) with classroom opening onto it.
During the lesson, as other classes walked through the hall, children could have joined another class.
No effective classroom management.
Lesson not put in context for the children.
Lesson was rushed without a Learning Intention.
Coaches disengaged with children, they weren’t sure of names or abilities of children.
John jumped in to help Mark with discipline and with teaching points – this caused further disruption even
Though the intentions were good.
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Appendix 4

Job Title: Coaches: John (leading), Mark

School: School 1

Date of Observation: 01.10.18

No of Students: 28

Year 2
(class 2)

29.
Promote good progress and outcomes by pupils?

Y

Set high expectations which inspire, motivate and challenge pupils?

N

Demonstrate good subject and curriculum knowledge?

N

Plan and teach well-structured lessons?

N

Adapt teaching to respond to the strengths and needs of all pupils?

N

Make accurate and productive use of assessment?

N

30.
31.
32.
33.
34.
35.
Manage behaviour effectively to ensure a good and safe learning environment?

Tried to

ILLUSTRATIONS - PE Lesson: Gymnastics 2:30 – 3:30
1:30 – 1:45
Warm up: running round, children stop on cue as coloured cones held up by Coach 1a - all children active
2:45 – 2:50
Fireworks: cones thrown out from coach – in teams, children retrieve their coloured cone.
Discussion time, Coach 1a explained how children must explore how to travel over, though, under
equipment/apparatus.
Coach 1b put out the equipment
2:50 – 3:20
Children moved to the equipment/apparatus
Progression, children asked to make a four point balance using the apparatus
No groups, children allowed to access any apparatus they liked.
3:20-3:30
Plenary –asked children how they went through the apparatus.
Then handed the children back to the Classroom Teacher
OBSERVATIONS:
Coaches not working together to team teach.
Teachers not present.
TAs present but putting up displays.
Safety was an issue with children running everywhere – no restrictions on what they could do.
There were no boundaries for the children to adhere to.
The hall was also a walkway (being in the centre of the school) with classroom opening onto it.
During the lesson, as other classes walked through the hall, children could have joined another class.
There was a structure to the lesson.
There was some discipline – was it effective? Children asked to sit on a bench to the side. At one point there were
eight children sitting on the bench messing around.
Lesson not put in context for the children.
Lesson was rushed without a Learning Intention.
Coaches disengaged with children, they weren’t sure of names or abilities of children.
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QUOTES FROM THE COACHES

Appendix 5

Job Title: Coaches: John, Mark

School: School 1

Date of Observation: 01.10.18

No of Students: N/A

John:
“The CSE lesson plans have too many words, I don’t like them.”
“I don’t like gymnastics, I have been coaching it for four year and I still hate it”.
Mark:
“I don’t like gymnastics. I think it’s boring.”
“Coaches are often late.”
“I’m not sure what we are doing.”
“I have not prior knowledge of teaching gym, what I do know is from what I learnt at school.”
“On Friday, we just pay random games so it is fun.”
“I don’t know where the CSE lesson plans are.”
“I get £15 an hour so I just wing it, but there are lesson plans”
“I have never taught gym before.”
Observers comments:
Plans are structured like a coaching award book rather than a teacher long term planning document
The lesson plans had six sections;
•
•
•
•
•
•

attack, defend and shoot,
dance,
gymnastics,
hit catch & run,
send and return,
physical literacy
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Appendix 6

Job Title: Coaches: John, Mark

School: School 1

Date of Observation: 01.10.18

No of Students: 31

Year 1
Year 2

36.
37. Promote good progress and outcomes by pupils?
38.
39. Set high expectations which inspire, motivate and challenge pupils?

N/A
N/A

40.
41. Demonstrate good subject and curriculum knowledge?

N/A

42.
43. Plan and teach well-structured lessons?

N/A

44.
45. Adapt teaching to respond to the strengths and needs of all pupils?

N/A

46.
47. Make accurate and productive use of assessment?

N/A

48.
49. Manage behaviour effectively to ensure a good and safe learning environment?

N/A

ILLUSTRATIONS - After School Club: Football 3:30 – 4:30
3:30 – 4:30
4 different small sided games going on.
Parents sitting on the side watching.
OBSERVATIONS:
Once all children were out from changing, coaches asked if anyone needed the toilet. Half of the children did, so
one of the coaches then took them back into the toilet. This took approx. 15 minutes to organise so the club was
late to start.
Both coaches admitted “it was carnage and the parents would be fuming”.
Coach 1a went onto say “when my kid goes to school, if I were watching this I would be fuming”.
At the end of the session, a parent was trying to get involved with one of the small sided games to give it some
structure.
The observer overheard parents saying “this session is absolutely shocking”.
At the end of the session, the children were told to “go and find their parents” with dismissal procedures
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Appendix 7

Job Title: Classroom Teacher 1a (Maria),
Qualified Swimming Instructor 1
2x TAs
2x Parents

School: School 1

Date of Observation: 12.10.18

No of Students: 30

Year 2

Promote good progress and outcomes by pupils?

Y

Set high expectations which inspire, motivate and challenge pupils?

Y

Demonstrate good subject and curriculum knowledge?

Y

Plan and teach well-structured lessons?

Y

Adapt teaching to respond to the strengths and needs of all pupils?

Y

Make accurate and productive use of assessment?

Y

Manage behaviour effectively to ensure a good and safe learning environment?

Y

ILLUSTRATIONS - PE Lesson : Swimming 9:30 – 10:30
9:30 – 10:30
Children were grouped into 3 groups of 10 children
Children had a 20 minute session in the pool.
Not all children were in the pool together.
They were sitting in the waiting area with 2x parent volunteers and a TA.
Children changed together and then were rotated to swim, moving into the pool area.
After their 20 minutes session, the children went back to change with a TA.
Teacher and one TA was in the water helping the children.
For each session:
Swimming Instructor told children what they would be doing.
Warm up was with a float in hand and kicking.
She demonstrated this out of the pool so the children could see.
She demonstrated the progression (adding in arm stroke)
Better swimmers swam in the deep end
Poor swimmers had use of a float
OBSERVATIONS:
A structured session, with good class management.
Good demonstrations so children knew the expectation of what they needed to do.
The children understood the Learning Intention.
There was differentiation (deep end, use of floats).
There was progression as some children started to use arms in their swimming.
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Appendix 8

Job Title: Classroom Teacher (Sudeep)

School: School 2

Date of Observation: 12.10.18

No of Students: 26

Year 1

Promote good progress and outcomes by pupils?

Y

Set high expectations which inspire, motivate and challenge pupils?

Y

Demonstrate good subject and curriculum knowledge?

Y

Plan and teach well-structured lessons?

Y

Adapt teaching to respond to the strengths and needs of all pupils?

Y

Make accurate and productive use of assessment?

Y

Manage behaviour effectively to ensure a good and safe learning environment?

Y

ILLUSTRATIONS - PE Lesson : Gymnastics 1:30 – 2.00
1:30-1:35
Walking out of classroom to hall
1:35-1:40
Warm Up – teacher led static stretching shoulders, arms and neck
1:40-1:55
Teacher explains the Learning Objective
Using apparatus to discover how to travel over, under, around etc
Children worked in pairs
After first attempt, teacher calls children back in and re-enforces teaching points
Children have another attempt, much more successfully.
1:55-2:00
Plenary – teacher recapped on the lesson.
Then children had a relaxed, lying on floor, regulating breathing
Equipment - Apparatus & safety mats
OBSERVATIONS:
A structured session, with good class management.
Good demonstrations so children knew the expectation of what they needed to do.
The children understood the Learning Intention.
Discipline a real strength
Defined warm up
Apparatus & mats already set up – good preparation
Cones set out to limit boundaries – children understood the expectation
Teacher put the lesson in context reinforcing what they learn last session and where this fitted into their next
session.
Peer assessment as children helped each other with suggestions for moving across the apparatus.
Equipment left out for next Y1 class to use
NB. This was a short session (25 minutes of activity
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Appendix 9

Job Title: Coach 2 (Thomas)

School: School 2

Date of Observation: 09.10.18

No of Students: 28

Year 1

Promote good progress and outcomes by pupils?

Y
Y

Set high expectations which inspire, motivate and challenge pupils?

Y

Demonstrate good subject and curriculum knowledge?

Y

Plan and teach well-structured lessons?

Y

Adapt teaching to respond to the strengths and needs of all pupils?

N

Make accurate and productive use of assessment?

Y

Manage behaviour effectively to ensure a good and safe learning environment?
ILLUSTRATIONS - PE Lesson : Motor Skills 1:05 – 1:45
1:05-1:12
Changing & walking out to playground
1:12-1:16
Warm Up – coach led – walking around, jumping, squatting on command

1:16-1:35
Coach explains the Learning Objective – rolling a ball accurately.
Coach also set up the gates for children to roll the ball through.
Children worked in pairs and rolled the ball to each other.
Coach praised good practise and ability, correcting if necessary and re-enforcing teaching points.
Progression – rolling ball through the gate to their partner.
Introduced an element of competition as children could score points.
Progression again – one child rolled ball their partner who had `to stop it and pick it up, then rolled it back
1:35:1:40 - Fireworks: cones thrown out from coach – in teams, children retrieve their coloured cone.
1:40-1:45 - Plenary - coach recapped on the lesson.
OBSERVATIONS:
Classroom teacher observed and tried to get involved.
Discipline good and reinforced with teacher being present.
Children demonstrated for the coach.
A structured session, with good class management.
Limited space available but used well.
Due to nature of activity and age of children, it seemed a little chaotic but progression and learning was taking
place.
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Appendix 10

Job Title: PE Coordinator (Debbie) / TA present

School: School 2

Date of Observation: 12.10.18

No of Students: 28

Year
Reception
Y

Promote good progress and outcomes by pupils?
Y
Set high expectations which inspire, motivate and challenge pupils?
Y
Demonstrate good subject and curriculum knowledge?
Y
Plan and teach well-structured lessons?
Y
Adapt teaching to respond to the strengths and needs of all pupils?
Y
Make accurate and productive use of assessment?
Y
Manage behaviour effectively to ensure a good and safe learning environment?
ILLUSTRATIONS - PE Lesson : Motor Skills 10:00 – 10:35
10:00-10:10
Warm up – Children practise their tuck jumps
10:10-10:15
Trains & Tunnels, children going under and over each other
The teacher explains the Learning Objective – discovering different ways of travelling over/under apparatus
10:15-10:30
Children worked in pairs discovering different ways of travelling over/under apparatus
Teacher praised good practise and re-enforcing teaching points.
TA working with specific children, and assessed them
10:30-10:35
Plenary – teacher recapped on the lesson.
OBSERVATIONS:
A teacher led structured lesson.
TA being used effectively, joining in lesson.
Teacher reinforced good techniques rather than speed.
Discipline and class management excellent.
Progression and learning was evident as children moved from Train & Tunnels and applied their ideas to moving
over the apparatus.
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Coach; Thomas – School 2

Appendix 11

Interviewer:

So, talk me through your experiences with PE when you were in school?

Participant:

So, me teaching PE

Interviewer:

Yeah, you teaching PE

Participant:

So… I went to a… 3 form entry school with 120 kids in each year, up from
reception to year 6, so a lot of children in the school. Erm, Myself I was very,
very sporty. We had two male PE teachers, erm who were active themselves
they strived me towards everything I did. And to be honest, personally I
couldn’t fault what they did they pushed me in every sport I was playing
football for the football team I was … the main part of PE and that is probably
why it has taken me into this job role. Because of I saw what they could do
and I saw my ability and they pushed me to teach kids I think just that
positive enforcement from them and I felt like this is the sort of age I’d like to
teach

Interviewer:

In terms of the curriculum in what you teach and what you were taught how
does it compare or do you teach a lot of the things you were good at in school?

Participant:

Yeah so I feel all the curriculum I was taught I am now teaching there’s
clearly some change in certain sports there’s more disability sports so things
such as goal ball and things like that where you have to be more aware with.
Gymnastics is still very basic. I’m still surprised if I go into a school and
someone can’t do a roly-poly by the age of year one… I was always taught to
do a roly-poly in year 1 that’s how I go by it that I go by it my Year1s should
be able to do a roly-poly if there confident enough or at least try a roly poly.
Erm football all still very basic but I think games have slightly advanced
because everything, everything was very you stand here you stand here you
stand here and its more freedom now for children they can go in whatever
position they want to do a defender doesn’t have to stand here or there or
whatever it may be they can run around and do what they need to do

Interviewer:

When do you think you learnt that aspect of freedom

Participant:

Freedom?

Interviewer:

Obviously if you were taught in schools to have more structure and more
teacher led how do you think that student led approach has come about?

Participant:

It’s more from, sort of, so I’ve got a football level 2 so it’s more from that and
just experience I know it works, I personally when I came into the job 3-4
years ago I was very yes, structure, structure, structure then the kids were
messing around so I thought let’s try it lets develop it, let’s add a bit more, you
can run wherever you want a bit more freedom a bit more like er yeah pupil
learning in the role. Because if they make a mistake then it makes them feel
bad especially with the older ones, if you’re playing a Year6 football game and
you say you 2 are the defenders but it doesn’t mean you have to defend all the
time and then they have to defend all the time but then they make the mistake
of you’re the defender and in themselves they know that if I go forward I then
have to get back I can’t just do it, and especially I found it just works, that if
you put some… not pressure on them some… I don’t know how to word it,
you could say pressure that you are the defender but you can do whatever you
want, but if they get past you they are going to be the people moaning at you
the other players on your team and you’re going to have to take that but its part
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of leaning and everyone gets to play in that position. I don’t just go when I
play Year6 football I don’t just go look you two are playing in defence for the
rest of the season its not how it works everyone has their rotation they’ll go in
goal they’ll go in defence they’re upfront everyone has their niche position
they might not be the best in that position but everyone has got to play in it
and that’s how I work what I need to do
Interviewer:

Are many of your lessons student lead?

Participant:

They ‘re not quite student lead, so there is structure to it… there is clearly,
there are cones out and there is someone out there but the children have to
follow what my basic demonstration or instruction might be but there no…
I’m not going to shout at them if they do it completely wrong, if they can
manage to, I don’t know, if they’re playing hockey to dribble past someone
instead of passing it and the drill is passing, personally it’s a benefit to them
because they’ve done dribbling past them and they’ve seen ah I can round
them and they’ve anticipated the defender anticipating the pass, I’m not going
to moan at them and I can just say Tyler that amazing but the purpose of this
drill is passing.

Interviewer:

What’s your normal working day, how many clubs do you teach compared to
timetable Physical Education lessons?

Participant:

So my normal working day is 9 -3 and afterschool clubs is normally 1 hour, so
3:10 to 4:10. Personally afterschool clubs I use as… so if I’m teaching rugby
in an afterschool club I can develop the rugby skills for the niche children who
are coming so that they can become better rugby players in the next few
lessons so I will use an afterschool club for that. And there is a chance for
them to play something they want to do so we might play dodge ball one week
okay were not playing that next week were going to play a different sport and
keep rotating the sports because unless it’s like a specific club like football
basketball whatever it might be then it’s up to the children because it’s there
time they’ve signed up for this club. They don’t want to go Mr smiley has put
on this for them, They want to be “let’s go have a bit of fun” and “let’s try
something we haven’t tried”.

Interviewer:

So what are your feelings towards Physical Education?

Participant:

Love it. I think whoever is in the role if you’re not passionate about it then
why are you doing it, personally coz it every child should be active every child
should be doing it I set myself daily targets I set monthly targets I set myself
yearly targets. So with my year ones if I throw a ball at them I don’t want them
to run away from it I want them to catch it by the end of Christmas I want
them just to embrace it and catch it instead of being scared of it. So…
everyone should be active everyone should get 2 hours a week if not more

Interviewer:

How many hours do you feel that they get here?

Participant:

Here? At this school, errr… 2 hours a week and then they have afterschool
clubs. They have an afterschool club every day which is fantastic. Many
different sports for children to do

Interviewer:

Do you go about teaching PE the way you would a club?

Participant:

Yeah you would say the afterschool clubs is slightly more relaxed. So, it’s
their time at the end of the day they’re there to have fun but also play games.
In class they learn and have fun in curriculum you have to get the stuff out,
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they have to learn it. Whereas afterschool clubs its purely fun games there’s
obviously a limit of if they’re messing around they aren’t getting anything
from it but, let’s be real about this situation in an afterschool club you want to
go and have fun and play games. You don’t want the kids to turn up to go ‘Mr
Smiley keeps shouting at me because I keep doing this wrong’ it’s not about
that.
Interviewer:

And what are your feelings do you prefer teaching the PE lessons or the
afterschool clubs?

Participant:

To be honest it doesn’t really bother me, I enjoy both because it gives you
that… more… it allows it to be more relaxed so it can show my personally to
the kids and instead of being ‘Mr Smiley the teacher’ it can be ‘Mr Smiley can
have a laugh and joke’, because that’s what everyone is at the end of the day
everyone has their own niche personality and as long as you can show that
along potentially with afterschool clubs. And even in lessons you can do it. No
afterschool clubs, 100% is way more relaxed than in the curriculum.

Interviewer:

Do you feel you are a good teacher?

Participant:

Yes I 100% I do back myself a as a good teacher and coach

Interviewer:

What about in other lessons, if someone asks you to cover a lesson would you
back yourself?

Participant:

Yeah I haven’t done it before. er yeah its obviously more a struggle because
it’s not my certain area. PE is my area. erm but yeah in PE I would back
myself 100%. but if there was a plan and I knew it at primary school age I
would hope I could deliver other lessons. PE wise, if you ask a lot of the
teacher around PE doesn’t come high on their spectrum, a lot of teachers don’t
do there PE time at some schools because a lot of teachers don’t feel
comfortable teaching it. That’s why they hire ourselves to do specialist PE
lessons for them because the kids won’t have it otherwise

Interviewer:

Do you feel you provide more specialist lessons than a classroom teacher?

Participant:

I wouldn’t say I offer more because they could be an ex professional whatever
but it’s the confidence thing is probably. If they threw an English lesson on
phonics lesson at me I’d probably go ooo I probably get by but its not going to
be the best of lessons, and potentially for them a PE lesson might be that.

Interviewer:

Why do you think that happens with PE

Participant:

For some reason PE is just an area where, I don’t want to sound horrible but
female teachers some female teachers struggle really badly and primary school
is heavily female orientated and they just curl up into a ball and panic for some
reason from my experience being at schools, that I’ve been at for four years
they’ll only do my PE lessons they won’t do anything else because the
teachers are like ‘oo I dunno if I can do it’. I don’t know if that’s because
there’s children running around screaming and they’re not in class with pen
and paper, it’s just an area for some reason where I don’t know what It might
be. There are some male teachers that don’t like doing it and feel like they
can’t do it they can’t have the control and the freedom outside

Interviewer:

Do you think it’s an absolutely different skill being in a classroom to being
outside?
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Participant:

Yeh could do, it 100% relies on your kids if you’ve got a tough class. It makes
it so much harder containing them in four walls compared to a 2 acre field or a
playground or whatever ‘cos then you’ve got to deal with accidents and things
like balls flying, hockey sticks flying … complete danger but in a classroom
you are contained within four walls. Yes I would probably say so I would
probably say out on the field with the equipment 100%

Interviewer:

Do you see any benefits from the Sport Premium or do you think it could be
spent in a different way?

Participant:

Well I get no say in it because we are what the school spends their sports
premium on – we are the coaching companies that the school go we can’t
afford a PE teacher for the whole year but we can afford a coaching company
to come in for one day a week to do PE for every single class and that’s what
we do so I have no say in it because it’s being spent on me. So if next year
they get minimal funding and they can’t afford me I can’t go “Oh you must be
able to get a couple of grand from here or there” because I have no say in it at
all and schools pull and go then I have experience in my four years being here
that a lot of schools have gone we can’t afford you anymore and that is part of
what it is sadly and some schools can afford us for four days a week.

Interviewer:

If the funding stops do you think you will leave PE in a worse state?

Participant:

Yeah, I would 100% agree that if it is pulled completely, it will reduce
massively I feel as in ability wise. I feel like it would as you are not getting
specialist into schools that might need it or it might be that some kids in
Primary school might never see a male teacher as it’s so heavily female
dominated that as a sports coach PE teachers are males. They are the role
models for the child. If that pulled and the sports coaches can’t go in, children
may not see a male teacher in their whole career at being in primary school. It
could affect that.

Interviewer:

How much cross curricula learning goes on in your lessons?

Participant:

So a lot of schools it will be especially when you are doing Dance or
Gymnastics that you are trying to relate it to something that they are trying to
do that week. So for example in History you might be learning about the
Romans so we will do a dance about the Romans so I will have to do some
research on how Romans might move and what Romans might do and work
like that…… especially with younger ones we do a lot of edgie move so like
colours, counting ummmm moving a letter. It’s coming across as a lot of cross
curricula – I try to. We talk to the teachers about what we are doing, what they
are doing. so I did a nursery session for pre-school this morning at the school,
they wanted each child to at least try and balance on one foot, cos my session
was to balance on 3 points either 2 feet or 2 hands. They said can we try today
to balance on one foot so… that‘s what it might be. You have got to be open.
You have got to learn their needs. They have things that they have to watch as
teachers. If they see a child struggling they might be struggling in other areas.
They might be struggling here but their PE might be fine – they need to look
and they need to gauge especially at this school as I only see them for 35 to 40
minutes a week because I am only here one day a week. If I was here everyday it would be different.

Interviewer:

Do you feel that you up skill teachers in their PE knowledge?

Participant:

I would hope so by them simple watching and engaging and joining in and
most of the time they are joining in, they are helping, listening to my
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demonstration they might even add if I’ve said something wrong. If they feel
their children might not be able to understand and they can put it into simpler
terms then I am completely open to it and to be honest it makes me feel that I
have done what I needed to do and they’re slightly more confident stepping in
and doing this ...progressing them kids that could potentially go even further.
Head teacher; Pip- School 2

Appendix 12

Interviewer:

Can you talk me through your experiences with PE when you were in school?

Participant:

From when I was in school?

Interviewer:

Yes

Participant:

Erm……. Can I remember, erm… no I think my primary school was quite
proactive actually – yes cos we played netball and stuff at my primary school
erm…. I don’t relly remember the infants side of it to be fair but I remember
when I was in primary and junior school so I know we did do quite a lot but if
I’m honest I don’t really remember but … erm… there probably is more
opportunities now than what I remember.

Interviewer:

If there are more opportunities what are the reasons behind that?

Participant:

My secondary school we didn’t do that much PE as my girls do now. Erm….. I
think in that case I would say that feelings have changed and sport and
education and forms of exercise are more important. The nation believes it
now where perhaps initially it wasn’t and I think in the age of technology that
technology has changed because people use television, ipads and iphones as
babysitters because children swipe I think it becomes even more important that
children do exercise. Its become a bigger thing.

Interviewer:

So personally do you think it’s a good thing that your school is active in PE?

Participant:

Absolutely, it’s a key thing for early years education, children need physical
development. If you can’t climb, ride how can you possibly write? Erm so…
but I think as school we believe that rather than being told that we have to do
it. You can see the development of little children is really important. So
therefore our equipment at this school has been designed to challenge those
children in particular the equipment outside. Their core strength is often quite
poor so we have got to improve that in fact it is vital

Interviewer:

In terms of the Sports Premium, who do you work closely with to use funding?

Participant:

Well when you’re given the funding you work you the best way to use that
money for the children. So every year I work with the staff, with Debbie
(sports coordinator) to talk about how we can best use that money and are we
using it to its best and do we need to change how we use that money and using
it for the staff, the resources and equipment and in some cases specialist
equipment for certain children who need it as well but is very much a team
decision about where were going with it and makes sure where using that
money, well it’s all being spent on sport and also improving it, so last year we
erm I spoke to some of the local heads about doing an inter school, which was
the first year were doing it, so were doing an intersports day, interschool
sports, this year we might do it with 4 schools but I want local schools to do a
mini sports day. I think you can have a little bit of competition, so I thought of
buying a shield, so we bought a shield, our school didn’t win it, which was
absolutely fine, because actually it’s about.. that actually sometimes there is
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competition and we promote, erm we, I mean there are a lot of different clubs
at school and we try to make sure there are a range of different clubs going on
to try cater for different needs although the children don’t have to attend. At
the end of last year before school finished Debbie spoke to all the afterschool
clubs to ask them what they would like to do so we used to do a gymnastics
club and a erm… a…. a… 2 gym clubs we ran and now we do a hockey club
and basketball club and a multi sports one so we slightly change them listening
to what the children would like. And also we have spent time with our pupil
premium children that if they are not joining in on any clubs then we make
sure we get them as involved as they can. And we can use our sports premium
money to enable them to join a club if they wish to do one so they’re not
limited from not having the funding, so we can help them, they can have a
club.
Interviewer:

If the money from the sports premium was not ring fenced do you would or
could be spent on other areas of the school?

Participant:

PE is important, children being physically active is important erm so we’ve
spent money over quite a few years erm, erm trying to up-skill staff because
staff are often the ones who don’t feel confident, were alright at athletics, were
alright at running and balancing bean bags but necessarily teaching the
children football skills or rugby skills or lacrosse, we don’t necessarily have
the skills so we will end up teaching the same things, so we’ve often asked
people to come in and teach, we have kim Henderson come in we had a
fantastic chap called ben, he came in via Tesco actually and he taught the staff
football skills so we’ve had a range of different people in and for us the staff
we are confident in dance so it’s about if that’s where the staff need is then
that’s where we will spend some money. It is but I think we would, if there a
need in the school we would ring fence it anyway, because as a school we see
PE as important so therefore money is allocated to that and erm again it
depends because as a school you prioritise so children being physically able
and active is a key need, so actually… I introduced the mile a day a few years
ago, which is great, and now we’ve adapted it to fit the curriculum which is
great, but actually it is important that we do something it doesn’t have to cost
money but you’ve got to give the time. But actually if you want to start it
you’ve got to be skilled in it and you’ve got to give your staff the time to be
trained in it or offer training, so we would offer, and part of PE is forest
school, part of our education is forest school, we very much are a forest-school
school, so this year we’ve trained two more members of staff to be trained in
forest-school. Every term we have staff training using the outdoor equipment
because you’ve got to make sure you keep being upskilled, especially if you
haven’t done it for a while. As a school we believe in teaching the children in
both inside and outside so if were saying PE is as important as writing we’ve
got to fund both things as equally as possible. And depending on what it is.. so
erm so not last summer but the summer before-hand the money our pta raised
was spent on the outdoor equipment so we spent 28,000, the year before that
we improved the outdoor area, and 50,000 was spent on the outdoor area, so I
look at things and I prioritise things, so the last summer holidays the year one
area has been redeveloped for their outdoor area looked at where we can spend
the money and prioritise it.
CSE offer two things in their company, they offer PPA and they offer
upskilling
They don’t do PPA here, they do do it, but they don’t do it here. They can do it
definitely, but that’s not the idea for us, our staff are out there with them.
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And also we’re learning from what’s happening they are leading it but we’re
out there learning and teaching those skills and then you can… if the lesson
gone really well but some children haven’t got it then you can go back out
with them. Because of our flexible timetable here, if you then wanted to go out
the following day or that afternoon and teach the same lesson you can because
you can go out and teach that lesson. Because if your class need another lesson
and they really didn’t get it and you think they’d really benefit doing that again
then you can take your class out and you can do it.
Interviewer:

How much cross curricula learning is there then?

Participant:

That’s the whole thing. It’s solely taken from the children’s interests. Because
yeah, if the children have just done assembly, they’ve just been sitting in
assembly, you can’t get them siting down again it’s probably better if you go
on a walk, get them reenergised let them let off steam, and come back in 5
minutes. If after another 45 minutes they are all a bit fidgety and you’ve lost
them again then let them do something active. We tend to let them use the
field and we tend to let them play, maybe play a slightly different game,
something to get them motivated again. Or reenergised again.

Interviewer:

Do you think PE has a bigger place in the curriculum that sort of music and
art; do you focus a lot on music and art, and other subjects like that?

Participant:

Erm….. we do, we do, we have some amazing chalk drawings done, we had
some sixth formers come over and do some drawings with the year 2s. So I
think if you’re not careful art and music can be pushed aside but actually for
us we will try and fit it in in a cross curricula way, if that’s the way to try and
engage the children through art and music then, then we will bring that in
through music art and drama. And obviously you can be painting with water
outside, and practising those, erm there’s a little girl in Erm….. Year 2 who
needs to practice their motor skills and keep within the lines, but you can find
a lot of different ways to enable her to do that, so today she was painting
outside, and today, she was painting unicorns, so actually you’re going on
what the children interests are to try and bring it into the classroom, so we try
very hard so we can use all the elements within that. A flexible curriculum
means you can do that.
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PE Coordinator; Jane - School 3

Appendix 13

Interviewer:

How many hours of PE training did you receive on your primary teacher
training course?

Participant:

About 6 – he’s brilliant the guy, Barry, but I think we had three 2 hour
practical sessions. No wonder teachers come into school not feeling confident
to teach PE and you know, areas even now that I don’t like teaching eg.
Gymnastics because 30 children and 1 adult isn’t always …. Even within my
training, my training isn’t that detailed. When you do the afPE course you’re
not going in and being “this is what you do in each of these subjects. It’s very
much using what you’ve seen in class then that’s still not hours of training…
then comes from your background as well so. I think if you didn’t have any
interest in sport then it would be quite difficult to do. Or if you have not
played sport before.
I was a hockey player, so I played hockey before my children, then I played
tennis and running as it fits around everything, and I coach netball outside of
school for my daughter, I’ve got certain bits of England athletics and I take
certain groups of adults when I run taking novice runners from 0 to 5k – I set
that up in the club. General sports background… I have a lot of experience as I
just played sport from when I was younger

Interviewer:

Do you think that all of this is influential in why you have done this?

Participant:

Yeah definitely. I love being in school with the children and doing sport. It’s a
different relationship that you build. I like going off with the teams and having
different clubs, wanting to do that and not having to do all the classroom
teaching. It just needs a lot of time to do it well and to implement the money
from Sports Premium and make the difference is something that needs a lot of
time and dedication and I think it’s quite hard if you have somebody who is
looking after PE and teaching to try to be able to make a big difference with
the money because PE just needs managing constantly.
As I say that’s why, in my previous job I did look elsewhere as I wasn’t even
getting an hours leadership time so I was doing all of it in my own time. It
made me look for another job and this is a rare job. They had a sports coach
previously – he was very experience in football, I’m going to teach football
today and I can apply my invasion skills and I find it very difficult in the fact
that we have boys who are put into football from the ages of 3 and 4, girls
typically don’t play team sports until at least 8 or 9 – most netball clubs won’t
take girls in until they are Year 4 so girls understanding of team games, special
awareness is just not there, and not developed as it is in boys at such a young
age. You do have a real disparity when you are teaching. It’s not a complete
boy/girl divide there are boys who haven’t had that experience but it is really
difficult and in this class there’s a few of the girls that “I can’t play football”,
“I don’t like football” – so the gender stereotyping comes in as well and then
they can see that a lot of the boys are better. It’s really difficult to teach.
It is quite difficult to manage the dominance of boys in PE lesson, and
depending on how experienced you are it can be difficult to pick that up and
overcome it. That is to condition the game and it might be easier for me as I
see the whole range from Reception to Year 6. That’s the difficult thing to
ensure skills progression – to ensure people don’t start too early with things.
Also in schools like this where you have children who go to clubs outside of
school, clubs outside go much quicker with the sports so in Y3 and Y4 you
really should be playing the rapid fire cricket, no bowling – hitting off a
batting tee. I’ve got boys in Y4 who can do full over arm bowling. So we have
been told in the primary sector that sports specifics should start at Y5 Y6, yes
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there’s an element of sports specific at Y3 Y4, but you’re never playing full
level games, the rules aren’t the same but they go to clubs outside of school
and they are experiencing the full sport from a very early age. So then you get
parents saying to you that they were at the cricket club, are they going to do
overarm bowling at the cricket club – they were Y3 and Y4. I said you have
got to look at the range of abilities that you have – if we were doing overarm
bowling the level of success that you are potentially going to get is going to be
small so if my objective is to be able to strike a ball whether its bowled or not,
am I going to get all the children to just overarm bowl the ball is either going
to go wide nowhere near the direction or the batsman isn’t going to be able to
hit it. Its managing children’s external experiences can be quite difficult.
I’ve been on England Netball Courses for primary school teachers they only
push high five because high five is a mixed game with girls and boys, and its
rotational you play six minutes and there’s a rotation so goal shoot goes to
goal attack, goal attack goes to… so the children aren’t being pigeon holed
playing a position at a very early age. But then you go into clubs and sort of
instantly they go back to the 7 aside netball and very much pigeon holing
children
So the association that oversee the clubs and schools…
Is the same one, its England Netball, it’s very bizarre so you know I have girls
here who playing outside of school all of our competitive netball here within
our St Albans primary school association we have quite a good sports
association that organises all the interschool competitions as 7 aside netball.
Whereas when I was in Welwyn garden we were only allowed to
competitively play high 5 netball. Because the agreement had been taken
within our sports partnership that we went by England netball had asked.
There’s no standardised set of codes for primary schools.
We were going to fixtures night in Welwyn Garden with all the schools in our
secondary school families. So we were going to Stan-borough and people from
our secondary school family would come there, but we’re not a very strong
secondary school family so in the end they got 9 courts from the money left
from England netball they invited two other families and all the ones that came
from the different families came prepared to play 7 aside netball even though
we were playing high 5 and so our SSCo had to say when you come to this its
high 5. So they’re the sorts of problems you get. So even when you play 7
aside or high 5 there are rule differences.
It’s confusing for the children and for the coaches and teachers because
straight away what we are used to shouting and what the children are used to
hearing doesn’t happen. So as I said I was really shocked when I heard that at
year 4 they were playing full cricket matches at that age.
I think it’s got to be a centralised thing and agreement with the codes with the
curriculum. The codes are obviously England cricket have brought in lots of
things for modified games for schools, but obviously those clubs outside of
school aren’t doing that but they are governed by English cricket. That’s
where the problem lies. They talk about school versions of games but you’re
children who are at school playing those games are then outside at those clubs
playing the full versions of those games. So there the things I really come up
against. And educate parents that I am not going to be overarm bowling,
probably not even with the year 6s.
Interviewer:

Do you think PE is just physical activity or are you educating?
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Participant:

Interviewer:

Well the education is there in the physical literacy to be there to learn some
fundamental skills…………
I spend most of my summer here playing cricket, cricket or tennis. It’s perfect
It’s quite hard for me I have moved from a big area massive fields, loads of
facilities it was previously a secondary school, now I’ve got this hall with this
little climbing bars, and the older say ‘we’ve never been on the climbing bars’
and I always say ‘that’s probably because you can reach the top without even
climbing’. I’m all about giving children the experience of lots of different
sports. Or lots of different activities,
Yeah I saw a lot of sports on your sports premium document.

Participant:

Some of those are afterschool clubs. The things like football netball and crosscountry are me. Oh athletics I do, there no cricket on their which I do.
Rounder’s we did last year as well. I came and I changed quite a few things,
but yeah we do enter both school games competitions and we are in this St
Albans partnership as well, some of its teacher led and some of it are external
agencies. So we still have external people come in, there’s not a big push here
for teachers to run afterschool clubs. Whereas in my old school it was very
much an expectation. I’m pushing for the daily mile

Interviewer:

Do you think you are up skilling the staff?

Participant:

Yeah with most of my lessons the teachers are within my lessons and
observing me. You’re expected to teach a lot of sports that you’re not a
specialist in, you are a specialist in the concept of some of the sports
I like the little document we have for sports premium

Interviewer:

Oh have you not seen it?

Participant:

No I have seen it but its little. They are quite keen for me to just take on the
budget and all sports. A lot of the budget is me. It was a fast though the other
year when it doubled because you couldn’t put in the planning as no one told
us.
Inter competitions are vital we do them 2-4 times a term.
The cream of the cream are the ones who do the inta-competitions.
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Coaches; John & Mark - School 1

Appendix 14

Interviewer:

What were your experiences in PE?

Participant:

Me, personally I had very good experiences in PE, I enjoyed it. I had a good
teacher who enjoyed it at the primary level.

Interviewer:

Is that why you ended up as a teacher/coach?

Participant:

Potentially, and always being good at sport, it was always my go to

Interviewer:

What about you Mark?

Participant:

Same as John actually I’ve always been good at sports within KS1, 2 & 3 erm
I just thought to myself what I can I do outside school so I decided to become
a coach I just like to help kids and improve them as well.

Interviewer:

Talk me through what you teach, how many schools, whether it’s in
curriculum time or whether you teach clubs?

Participant:

I work mainly in one school, so I am their PE teacher so to speak, I teach
Nursery up to Year 6 and I teach the whole curriculum. I teach football,
hockey, basketball, gymnastics, tag rugby, dance tennis. I can’t remember any
more,

Interviewer:

Do you prefer one to another?

Participant:

Background in football so I prefer football, but I haven’t got a problem with
other sports, I struggle with gymnastics and dance but I don’t mind it, if I have
a session plan and I know roughly what I am doing I haven’t got a problem

Interviewer:

What about you Mark?

Participant:

So I have 2/3 main set of schools, actually I have 4 so I teach different PE
lessons for different schools and different ages. Sometimes I don’t have a set
curriculum for some schools. The same sports as Kieran has mentioned. I do
two after school clubs as well, two football clubs

Interviewer:

What do you mean when you don’t have a set curriculum for some?

Participant:

I don’t have a set school to go to, some of the school’s curriculums are
different, My preferred subject is football but I am happy to do any lesson
within any sport.

Interviewer:
Participant:

Do you think you are good at teaching?
Good question, erm and different for different schools, some schools want you
to have a lesson plan and teach a structured lesson whereas other schools just
want their kids to just be active for an hour. So I can be good at getting kids to
run around for an hour but I might not be so good at planning a structured
lesson and curriculum lesson

Interviewer:

As a coach/teacher, do you think there is a place for both in the curriculum?

Participant:

Me - personally - my school is mostly structured lesson plans because that’s
what they want. I think what I said earlier and I think I’m good at that because
I have lesson plans and I do my lessons in 15 minute blocks and that worked
for me so that’s my hour lesson so to speak, and I think that works because the
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kids are active and having fun. Starter, main activity, progression and then a
match at the end if we have time, and then we get changed whereas other
schools have been in the past like, they just want their kids to be active and
they don’t care what they do with the kids on the chairs running around.
Interviewer:

Do you feel that that is a good way to teach physical education, considering
someone is paying for that?

Participant:

In my opinion, yes, if that’s what the school have paid for then they want us to
deliver that service so if they want their kids to get off their bottoms for an
hour then we can play games for an hour, in my opinion if that’s what the
school wants.

Interviewer:

Mark, do you think you are good at teaching physical education, and the clubs
you do? And also do you feel that they are the same things?

Participant:

Because a football club is very similar to a PE lesson, In football because you
can teach skills you can do matches and that’s the same for in class, but it
maybe for a larger scale. I have kids on Friday for example where I have 60
kids in afterschool clubs and you can’t teach that many in one school lesson.
But apart from the amount of people I feel it is the same. But you have to treat
it as much as a structured session because then you get more out of it, whereas
if it is all over the place then your kids don’t get as much out of it. I think I am
a good coach even though I might not know how to do some sessions and I
haven’t been trained in some sports I still feel confident without any help. My
past experiences have helped me just teach any sport lesson. Whereas a class
teacher might not know different types of sports, they might know how to get
a class going.

Interviewer:

Since you’ve taught in your school have you seen any improvements in PE?

Participant:

Hard to say - yes and no - yes you’ve got the ones who like sport and play
sport And the energy levels are very good but then you have the ones who
don’t like PE don’t do any PE outside of school. One of the things my school
wanted when I first started was pupils participating and they didn’t want pupils
sitting out So I’m guessing before I started there a lot of kids not having PE
kits, not doing PE and that’s not an issue anymore. I could be wrong but I
would like to think my school the participation is because of me but hard to
say. Hopefully it’s no longer pupils deliberately not bringing in PE kit because
they don’t want do PE - everybody takes part in PE

Interviewer:

It’s cool at the moment, the school is getting a ring fenced amount of money
for the Sport Premium. Do you have any say in that?

Participant:

No at the school I’m at the moment there’s already a PE coordinator there and
she decides what sports we do or don’t do.
I’d like to think I have some say in the sport she chooses there is no structured
dialogue to assess what sport we should do so currently I have no say.

Interviewer:

Do you feel like there’s feedback going back up to the people in charge for
example governing bodies or headteachers?

Participant:

Erm Yes, Potentially but there is more feedback going down than up. I think
up has problems. As long as it’s getting done I don’t think they have a problem
with what the sport is as long as the children are active.

Interviewer:

Would you agree with that Mark?
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Participant:

Yes 100% all the government really wants is kids to be really active And that
could be playing games doing different sports but as like John said, at his last
school they didn’t want anyone sitting out they wanted everyone to have fun,
be active, do your two hours of your PE a week and to actually enjoy it and not
just sit at home doing PS4 or something like that. They want you to try and get
out and do activities

Interviewer:
Participant:

As coaches do you like competitions in your lessons?
At my school no especially in Year 6 because they had proper fights in
competition. Yes it’s good to have those kids who excel but in Year 6 we had
fights galore. We had to try and cut down the competitive matches. I think it’s
good to have competitive matches but in some schools it might not work

Interviewer:

Mark?

Participant:

I think it’s good to have some sort of competitive. But like today we have the
kids coming round shouting with three nil up and you look at them and you
think you don’t need to be competitive yet,
I don’t know if you heard at the end of the club but I said to them it doesn’t
matter about the score so by the time they’re at Year 6 hopefully it will be
reinforced that it doesn’t matter about the score I think sportsmanship side has
to start from young to school I was I am out now it is too late for the Year 6s
to learn. It’s just about development at this age and then they can push onto
clubs at 15, 16.
And then the winning comes but then you should all know by that age then
losing gracefully is better

Interviewer:

Talk me through how are you work with teachers and teaching assistants?

Participant:

At my school there’s always a teacher or TA with you and they’re really good
like that. And they are there to help. We only have two eyes and of course we
miss things so the TA and teachers are there to help. They help with discipline
so yes in my school they are very helpful but I have been to other schools
where they just sit there and do nothing so it does depend on school to school.
Some schools don’t have a TA or teacher so it’s just a passing over process
and I might be going to the PPA time and then at the end of their PPA time we
hand them back over.
We saw that today it wasn’t too bad today though we had two of the ladies
coming in of each class. They were obviously doing the board but their
presence there they can say why are you sitting down? why are you not doing
this? The TA sitting in my lesson tries and incorporate some rules. It is our
lesson but if we need a hand they’re there for toilet breaks and injury.

Interviewer:

Did the teachers or TAs stay around In both of your schools?

Participant:

In my school it’s the TAs - no teachers are present… The same with my
school last year it was only TAs. This year now it’s the teachers - some of
them join in, some of them just sit there and watch, some are there and just
mark books. But more choose to sit there and just watch rather than join in.
Only if the teachers hear excessive noise do they come out.
Do you feel more confident teaching than the teachers teaching?

Interviewer:
Participant:

I think in general we have more enjoyment and we are more confident than the
teachers who teach PE. Teachers just have no interest in PE and would much
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Interviewer:

prefer to be employing us to teach it. I can think of only three teachers who are
happy to teach PE
Do you add more than the teachers who want to teach PE?

Participant:

I don’t know - good question because I don’t know how much knowledge they
have of teaching PE. They might have a broader range of knowledge so I
probably might not be better.

Interviewer:

What about you Mark?

Participant:

It’s very similar because it depends on the teacher really - could be a lady or
could be a man but if he or she loves sports all their life then they’re going to
be comfortable teaching PE. Therefore they will be okay to teach it where as if
you have a guy who doesn’t like PE the person is going to be very
uncomfortable with doing a PE lesson but it could be that he controls the class
better than I could. I think the behaviour of the class is down to respect the
teacher has got that over me because I haven’t been here as long as the
teachers who have been there five years with the same class. Then that teacher
will have more respect than I would.

Interviewer:

Do you think you’re more confident teaching compared to the ones who don’t
like PE?

Participant:

Yes I think if a teacher didn’t like PE I would be more confident than them
teaching it.

Interviewer:

Do you think in the school there are teachers who don’t like PE?

Participant:

You can’t judge a book by its cover but yes I think there are teachers who
don’t like PE - I can add to that point
When I was leaving the school more teachers came up to me then not to say
‘oh no I am going to have to teach PE’ so I think more teachers are worried
about teaching physical education. They had no interest in teaching it. I think
it’s a fine line with teaching I think you have your classroom subjects Maths,
English, Science and I think you can be good at teaching all of those but with
PE it is just teaching sport and people don’t like that. Primary school teachers
wanted to become primary school teachers because they wanted to teach a
broad range of subjects and I think PE is quite specialised. If you ask me to
teach Maths I would have no chance but if you ask me to do a sports lesson
then I think I could and if you flip it around they would probably rather do that
Maths class than to teach PE.

Interviewer:

Do you think you upskilling the teacher?

Participant:

What do you mean by upskilling?

Interviewer:
Participant:

Improving teachers knowledge
Well this is the fourth week when the teachers have actually been in the
lessons so actually don’t know how much they are being upskilled. I’d like to
think that taking notes - potentially they are.

Interviewer:

What about you Mark?

Participant:

Most of my schools teachers will not learn anything because they’re not in my
class. I have had a couple and that say that’s a good idea even if the sitting on

162

the lap top marking they could learn but the finer skills they will probably
need more help with.
Interviewer:

If the funding stopped and there wasn’t money to hire coaches at the school do
you think you would leave physical education in a better state? Do you think
standard would decline?

Participant:

The physical education at my school wouldn’t decline in terms of being active
and fun now but the standard probably would decline because of certain
teachers in my school not wanting to teach PE so the standard is bound to
drop. I think my answer is very similar to John because certain teachers might
really, really, really like sport, but they just don’t want to teach it and they
don’t have the qualification for it if a teacher is good at PE then they probably
would make a really good PE teacher or a coach at CSE but a person who
doesn’t like PE also tends to be a primary school teacher - they will probably
have as much fun as possible and then probably have different games but
progressing people in choosing the right games to become good at sport would
be a lot, lot harder to find. I think ability and lessons will decline.
I think our days are numbered as in coaching companies because if we are
supposed to be upskillling teachers then eventually the teachers will have the
knowledge to teach PE and therefore we’ve been no longer needed to get into
schools eventually they will be just as good as us so I think a days are actually
numbered.
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PE Coordinator; Helen – School 1

Appendix 15

Interviewer:

Talk me through your experiences when you were at school?

Participant:

I hated it. I hated it I wasn’t particularly sporty and I felt that if you weren’t
sporty then you were rubbish at it so I hated it, luckily because I always tried I
got an A like a 10 for effort, I tried and I got an A.
I didn’t really enjoy it but I did do it for a few years in secondary but I didn’t
really like it, I did it for the fun rather than the competitive side of it, i think I
was a bit embarrassed that I couldn’t do it because back then I was shorter I
was a bit heavier back then so I was just embarrassed so I couldn’t keep up
with everyone. I loved volleyball, because I was from Canada I loved
volleyball but because I am only 5ft 3 at a certain point I stopped it.

Interviewer:

Was the sport different in Canada when you were a child compared to how it
is now in this country?

Participant:

I think that the majority of it is the same, the cross country would be different
because of safeguarding; we literally went cross country so you couldn’t do
that now. We did baseball soccer curling hockey, it is still in the curriculum. I
think it’s pretty much the same

Interviewer:

So what’s your job role now?

Participant:

OK - so I am the PE coordinator so I making sure there is a full curriculum,
my thing is to get children as active as possible and engaged for as much as the
lesson as possible. I am also in charge of sports day and ensuring that all of
the resources are okay and ensuring they don’t break. Making sure the lessons
are differentiated especially our infant school motor skills aren’t quite
developed yet there gross and fine motor skills are not developed yet, so I
think our focus this year is on the ones who are just naturally talented because
we focus on the ones who are struggling but the ones who have ability
sometimes we don’t push them enough. Trying to always build up the ones
who can’t walk across the beams but the ones who can, who want to try to
push this year. Organising different sport days like a skipping day. The
everyday running of PE.

Interviewer:

What about the afterschool clubs?

Participant:

No I don’t tend to do much with those, I have a list but no, that is more the
head or administration.

Interviewer:

When you teach PE, what do you teach?

Participant:

Well right now we are doing games but I am trying to develop skills first, e.g.
running.
Trying to get the baseline skills kind of developed first. But I also try to let the
outside agencies do gymnastics because I don’t like teaching gym, as I feel
that’s my weakest point, the gymnastics, so I am trying to learn from them
although that is a bit tricky as I am not actually here on the Monday when they
are here, but when I am in on a Monday I do come in and watch. So I would
observe them if I was in. I have done a course on it but I just feel that is just
the one thing that I do not feel okay to teach.

Interviewer:

So what are your feelings towards PE?
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Participant:

Well I think they are little so they should enjoy it. I probably did enjoy it at
this age and it was probably just when I was older that I didn’t enjoy it, when I
was 5ft 3 and the other girls were 6ft was probably when I started disliking PE.
So I think for PE I just try to get them moving from the moment there in there,
that there heart rate is getting up. Not this school, my last school, were in the
top 10 for the most obese children in the country, so they didn’t do enough so
when I had a PE lesson I said let’s go, let’s get out. So I am just trying to give
these kids a very broad range of experiences. We have an obesity epidemic
and I try to combat that through getting the kids healthy and active.

Interviewer:

Is the school more concerned with grass root participation rather than
competition?

Participant:

I think the participation is the focus at this point and just getting them engaged
and interested. 2 years ago we had to take the scoring cards away from their
parents because the parents really competitive were upping the children’s
scores and their 4 to 9 years old, I understand the competitive nature to it, I’m
not against it, but at the same time let’s get them out there and getting them
active because that’s the most important thing.

Interviewer:

How much time a week do the kids have?

Participant:

We have two PE sessions and depending on changing time, as it may take
some 2 minutes and some 15 minutes. Generally speaking we have an hour
slot in the hall but it does depend on how long they take to get changed. So
about 2 hours. We have thought about doing the daily 15, so the kids running
for 15 minutes as its easier to schedule into the day.

Interviewer:

Do you feel you are good at teaching Physical Education?

Participant:

I think I am still learning, I think I have the best intentions in the sense that I
want to give them the broadest range of experiences as possible.

Interviewer:

Can you see any benefits in the Sport Premium?

Participant:

Oh definitely, I mean the opportunities they have if they didn’t have the sport
premium would be minimal, so we get to do swimming because of it. We
have play leaders at lunch time who try and engage the kids and get them into
more activities and they are there because of it, a good chunk of their
experiences with PE and physical activity as a whole are because of sports
premium, so I mean its appreciated.

Interviewer:

Are you glad the Sport Premium is ring fenced or would it be better to be spent
in other areas?

Participant:

Er.... as a teacher you can see where other areas have gaps, but if we didn’t
give it to PE then if it went through the budget the money just wouldn’t get
there, so I think it is important otherwise the money would never get there.

Interviewer:

Why do you think it wouldn’t get there?

Participant:

Because the core subjects take priority and it will always go to Maths
resources or Science resources.

Interviewer:

Why do you think that is, as you said there is an obesity crisis?
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Participant:

Because when it boils down to it schools are judged by their standards not
there physical activity levels. Yes they want PE to be fab but when it boils
down to it they care a lot more with other subjects. It’s a results based system.
Heads will as well. Heads have the best intentions with everything but they
would want us to have a full curriculum but when it comes down to it they
would want the money to go to the core subjects.

Interviewer:

Do you think the system needs to be changed then?

Participant:

Yes I do think so but money is short and therefore I don’t think it will be
changed.

Interviewer:

Is PE more marginalised than other subjects then like Music or Art?

Participant:

Well we are very lucky in this school we have a music teacher come in, I
would say PE probably get more than.. I don’t know, probably not… I don’t
know of those three they would get the least amount of funding as they are the
three bottom subjects. Erm probably Music would probably get less I would
assume as I have been at schools where they don’t offer Music. It is a very thin
line between those three. I think it would depend on the preference of the
headteacher. I had a headteacher who was into Art and he spent £30,000 on art
supplies but you go to the next head were our singing assembly was our Music
curriculum. So it just depends on your headteacher

Interviewer:

Do you have any say on the Sport Premium?

Participant:

I have a little bit, the main big decisions are all above me, so no, I do spending
on PE equipment, and coaches coming in, sports day, on the ground level
that’s me.
I know what we spent it on I don’t know what the costing is.

Interviewer:

Do you help other teachers?

Participant:

Where I can I help and observe other teacher, but then I am their equal so it’s
just suggestions I give them, so if I go to a course then I will feed that back
into their lessons.
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Head teacher; Jenny - School 1

Appendix 16

Interviewer:

What were your PE experiences in school?

Participant:

They weren’t inclusive There were the good ones in sport and there were the
rubbish ones And I was in the rubbish ones that weren’t any opportunities.
There are opportunities - now there are given opportunities to take part. The
lesson should be differentiated. When we do competitive sports it’s for
everybody but I know when you go to secondary it’s is the top end. We give
opportunities for the lower end and top end. No there are not any competitive
lessons in our school. The sports day wasn’t even competitive - it was working
as a team. The problem is in life even if you get a rejection you need to be able
to pick yourself up on life so I think it needs to be because it prepares you for
life if you don’t get a job or something.

Interviewer:

Do you have a role in physical education or do you coordinate with the PE
lead?

Participant:

Not enough. As a headteacher you have so many things to do and so many
things in the curriculum. She just does physical education she organises the
curriculum. I do the Sports Premium thing that she organises the curriculum
but there’s not enough time. You have so many other demands going on in the
curriculum at the end of the day. You’ve got this data that your job is done for
English, Science and Maths and Reading then you need to hit your core
targets. It’s not right - it shouldn’t be right because there are some students
who excel at PE and will do very well in PE but on the way it is you’re not
judged PE.
I think that’s because of what the government asks us to do I think that’s why
working in the private sector you can do much more. You don’t have as many
demands - you don’t have KS1 SATs at the end of the day and your judged on
those

Interviewer:

You almost go out your way to promote other academic subjects?

Participant:

Yeah, yeah I do.

Interviewer:

Does that include other subjects like Art and Music?

Participant:

They’re not promoted as what matters as they should be and the government
has done that because they’ve made English, Maths and Science the core
subjects and the important ones and they’re the ones you’re assessed on. But
you’re not promoting people who could be… Blacksmiths at the end of the
day you only promoting Mathematicians or Scientists.
Where does physical education sit on the hierarchy of education?

Interviewer:
Participant:

It’s not up there, no, I think it’s lowdown, That’s because you have so many
other subjects and it’s always done in the afternoon and I don’t think it’s done
effectively, It’s just like… right I’ve got to do my PE lesson so what we trying
to do is get outside providers to come in and do it just to give it that push but
when this funding stops we won’t be doing that.

Interviewer:

So do you think the funding is essential?

Participant:

It has helped we have been able to give a Year 2 opportunity to go swimming
we have also been able to get specialist people in to teach subjects to the
children and the staff and that wouldn’t normally happen but then the
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government are put in a big push on English, Reading, Writing and Maths.
That’s why are they’re giving us money for that. That’s what you’re charged
on but it has been good because they’ve been able to go swimming because
it’s a life skill.
I think PE is just marginalised but then it’s funny because if you hear about the
most successful people it isn’t the academic people -it’s the ones that didn’t do
well at school - but they excelled at other things.
Interviewer:

Do you think the system needs to be changed?

Participant:

It’s been changed so much we have so many disillusioned people out there. I
think I just need to get rid of the data and then you can be more flexible with
what you do and you won’t have the pressure of I’ve got to get this many
children achieve greater depth. We were doing our pupil progress meetings
last week and we only look at the ones with English, Writing and Mathematics
but there are children who have more need to do more PE or need to use a
knife and fork. I need to develop their motor skills - they should be pushed just
as much but they not because the government only look at English Writing and
Mathematics.
We had a push down and early years with our physical development to push
fine motor because we find without your teacher they can’t sustain writing for
a long time because they’re always on their iPads or things.. Think we have
things coming in from so many different angles you have to prioritise

Interviewer:

What are your feelings of physical education compare to other subject?

Participant:

I think it’s put at the bottom and I think what would be really good is a good
kind of physical activity to wake you up in the morning with the children
because if I go to the gym in the morning I feel really good and ready to learn.
It gets the frustrations out of them. Something like the daily mile, but I don’t
have time and the more physical you can do the better physical education is
and it’s very good for peoples mind-sets. Their mental health will be better. I
wonder in time if they will link physical education with mental health and
there will be a big push to it.

Interviewer:

Who do you think teaches better the coaches or your teachers?

Participant:

Teach... errrr.... you would say the coaches because of their background but
then their behaviour management is not there at the moment with them so
they’re not really teaching them anything. They are just crowd controlling. I
don’t know what’s going on with this year’s coaches but then Helen (the PE
coordinator ) has done some teaching where she’s been on a couple of
coaching courses for dance and gymnastics. What she’s learnt she has
transferred but I think the teachers subject knowledge is not as good as it
would be for English, Maths and Science because they do a couple of times a
week. I don’t think the teachers have the subject knowledge to teach PE - for
example I would have to read up in the hockey lesson.

Interviewer:

Talk me through your thoughts on the Sport Premium?

Participant:

I think that money is good - we have bought a new resources and the children
have been able to go swimming and it’s good that we have had experts is
coming in with them. It’s a lot of money that we get so we are using to impact
the children. I don’t know what the legacy will be. It’s a lot of money and I do
feel that we waste it on those coaches because they’re not very good quality
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and I think they’re spending more time disciplining them than teaching. Most
of them are football coaches that’s what they’re specialities are.
Interviewer:

Do you think it should be ring fenced?

Participant:

I think if it wasn’t then we would spend it elsewhere and we would target
other subjects and I think we wouldn’t target PE. I think it’s a lot of money
that they give us so I think at least part of it needs to be ring fenced and then
you can use the rest for something else. It’s a lot of money.

Interviewer:

Do you think too much money for just physical education then?

Participant:

Yes because you want it for the other subject we get about £17,000 for our
Sport Premium.

Interviewer:

If you could choose for the money to go somewhere else, would it make it
easier?

Participant:

Yes and we are also using the money to enhance our playground provision I
think I need to learn how to be more creative with it.
I think they need to be clearer with the guidance with it. It is very broad and
people interpret it in different ways. It’s knowing what you can use it for and
that’s not readily available to me. We have had a push in a Physical
Development. I think it is good that we have given opportunity to go
swimming and that had an impact. I would question the effectiveness of the
sports coach. It’s had a good impact on play leaders but the coach side of it I’d
question.

Interviewer:

What feedback do you get from teachers and coaches about the effectiveness
of the Sport Premium?

Participant:

There’s not any feedback back up the chain - no not much at all. We haven’t
fed back the impact of it to the staff. We probably haven’t managed to do
enough - SLT have done our monitoring and we’ve done an impact statement
but no no (laughing) no that’s awful isn’t it?
It just good that we’ve got this money but what are we going to do with it?
Have we made impact? We write ‘yes’ and move on – it’s awful.

Interviewer:

What do you think of the whole PE curriculum?

Participant:

I think it isn’t creative - it doesn’t cater for everybody’s learning styles and it’s
very… the expectations are too great - you’re setting up children to fail. In
Year1 you’re already passing or failing at the age of Year 1.

Interviewer:

So even though you were trying not to push competitiveness would you say
the curriculum is competitive in itself?

Participant:

Yes, yes it is yeah -The curriculum is been messed with so many times. It’s
been quiet at the moment because of Brexit. There’s been nothing at the
moment - it’s funny when there’s something else to talk about educating goes
on the back burner.

Interviewer:

Would you say the coaches are upskilling the teachers and do you think that’s
a fair analysis of what’s going on in the school?
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Participant:

No - it should be but it’s not happening because you’ve got someone teaching
the class and there’s so much more they could be doing… so, no, the only way
it has is I send Helen on courses that she comes back from and shares with
everybody.

Interviewer:

When the coach is teaching PE what are your teachers doing?

Participant:

It’s their planning preparation and assessment time.

Classroom teacher; Maria - School 1

Appendix 17

Interviewer:

Talk me through your experiences when you’re at school?

Participant:

My experiences at school are you gosh I can’t really remember primary school
I think is more apparatus now I don’t remember having all the beanbags and
hoops there is a lot more choices now,

Interviewer:

Do you teach physical education as well as all other subjects on the
curriculum?

Participant:

Not every week because this half term they have two physical education
lessons and one of them is with the CSE providers And one of them is
swimming so that’s their PE but next half term so have their providers and I’ll
be teaching their PE lesson because the other class will swim not ours

Interviewer:

Do you feel you like teaching physical education

Participant:

Reasonably Generally I do that because I am not the fittest person I might not
feel the best person at their level I feel I can do it and I can use the children to
model how to do things it’s very important for them. Being someone who is on
fit I think it is very important for them to start understanding fitness

Interviewer:

Do you or do the coaching company teach them about health?

Participant:

We do, It’s not just 3 Year we do it for PHSE as well so we do healthy living
the effects of exercise

Interviewer:

Do you think that is more important than Sport

Participant:

I think there both just as important because I think it’s important they do it and
I think it’s important that they are fit and I think it’s important for health is
well and especially for those children who struggle academically they might
be more physical I think it’s important that they understand the effect it’s
having on their body

Interviewer:

Do you like teaching physical education compare to other subject?

Participant:

It’s not my favourite but that’s only because of my fitness hopefully in the
future I will enjoy just as much I think everyone has their Strengths and
weaknesses. I think some teachers are more inclined to focus on their strengths
rather than their weaknesses. I mean when I was younger are used to be quite
physical so I do know a bit about physical education are used to do gymnastics
and are used to do netball but I think it all comes down to the fact that each
teacher has their preferences
Do you think you’re good at teaching physical education?

Interviewer:
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Participant:

Yes because I know the elements that we have to cover I know how to put
together a PE lesson and I and I know the importance of warming up cooling
down how to do a lesson safely how to keep children safe and using them to
demonstrate a model

Interviewer:

Do you observe the coaching company at all?

Participant:

Interviewer:

No not at all.
I think the coaching company has a weaker relationship with the children. I
think in a lesson I have more discipline and a better understanding of the
children. I think they have to build a relationship up with the children.
Do you know what the Sport Premium is?

Participant:

Yes, it is special funding that comes into the school for PE

Interviewer:

Do you have any say in where that is spent and do you feedback where you
think that funding needs to be spent?

Participant:

Yes - if we feel resources need to be gathered or equipment needs to be
replaced we say to the subject leader Helen and then she will feed that back up
to SLT so we do have some say - we don’t have the final say.

Interviewer:

What is your opinion on the fact that swimming has been incorporated into the
Sport Premium’s budget?

Participant:

I think it is a life skill I think it is a good thing some of the children haven’t
ever got in the water before some children do. You have private lessons but for
the ones that don’t, it is a very essential thing because they may not have had
any contact with swimming before.

Interviewer:

How do you work with other members of staff to deliver the PE curriculum?

Participant:

We have to follow the National Curriculum and that has the skills that we have
to cover and then we discuss and liaise with the providers which areas to cover
for each half term so that all the areas are covered between us.

Interviewer:

What do you think of the curriculum - do you think some subjects are more
important than others?

Participant:

No I think all subjects are equally important because children are different and
where is one child might be better in English, another might be better in Art.
But obviously there is much greater emphasis on English and Maths and the
core subjects and I think there is too much pressure like with the SATs at the
end of Year 2, the children are expected to do so much but they’re still only
six and seven years old and some of the things that they’re expected to know
we didn’t know until secondary school. I think they should be allowed to be
children - for example, times when they are playing that’s when you see their
full personality. Not when they are doing English or Maths or another subject.
They should have time to be children instead of being squashed down with
having to do adjectives or expanding noun phrases.

Interviewer:

Do you think you put more emphasis on the core subjects?

Participant:

We have to… I think as long as all the lessons are covered it’s OK. I think the
timetable is very can be very complicated some lessons do get dropped. In
another school I worked at, it tended to be Music and RE that if there wasn’t
time for it, it tended to get dropped… so the government want to make sure
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your English, Maths and Science and Computing gets done and the other
subjects are fitted in around them.
Interviewer:

Do you think the coaches are upskilling you?

Participant:

It depends how the coaches are used because in this school they are used to
cover lessons so I’m never in a lesson with them and the SLT members have
time out of their lessons during physical education to do SLT stuff
Also the coaching companies are supposed to be specialised but they’re not
actually that special. They have their own areas where they can teach, for
example the coaches we have now are really qualified in football but that
doesn’t mean they can teach all the other sports components of PE.
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Year 1 Teacher; Sudeep - School 2

Appendix 18

Interviewer:

When you were in school what were your experiences with PE and have they
differed to today?

Participant:

No, they weren’t the same. I was in school a long time ago, it was very boring
and it was something you had to do. I think now they really work on teams
skills and motor skills and I think fitness. Where I was I just felt when I was in
school it was a chore.
It was much more teaching lead when we are at school. Now we try and make
it more student lead and if you were not the sporty type you would have no
instruction at all. The sporty ones would have one to ones.

Interviewer:

How much PE do you teach a week and what is the curriculum in PE now?

Participant:

We have several we have one on Monday lunchtime and we have another one
on a Friday after school but there are lots - we have a football club here - we
have gymnastics club there. At the moment the coaching company is covering
us because we need our noncontact time.

Interviewer:

So when you’re not teaching them on Tuesday and they go to the coaching
companies do you go to PPA time?

Participant:

Yes, but our TAs are present though. So we get fed back through our TA so
it’s not usually how they are taught but usually if there are any children
struggling with their any behaviour issues.

Interviewer:

What are your feelings towards PE?

Participant:

I think PE is just as focused as other subjects. I personally think they are
having two lessons a week and no other subjects other than core subjects have
two lessons a week I actually think we really have PE correct. We have an
hour and a half each week so it’s two sessions a week of 45 minutes. But yeah
it’s supposed to be two hours a week isn’t it?

Interviewer:

Do you think you’re good at teaching PE?

Participant:

Yes, yes I think I am good. I know what it’s like to have a horrible experience
of PE.

Interviewer:

Do you think you can teach it just as well as the coaches?

Participant:

No I think they have more skills. I think the coach much feel empowered
because they’ve been coming in for a few weeks. They must feel much more
empowered now that they know the children’s names. I think teachers who are
with their children for the whole week, obviously know them much better but I
do think it’s a good thing that the teachers are upskilled. I think in every
subject it is good to be up skilled. I think every practitioner needs to be up
skilled.

Interviewer:

Do you have much saying where the Sports Premium is allocated?

Participant:

No and there is no cross curricular learning between coaches and us.
I think PE just sits directly under the core subjects. You do the core subjects
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every day and you do PE two days of the week and you do all the other
subjects only once a week.
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