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ABSTRACT 

Physical education (PE) is an important opportunity for girls to accrue physical activity 

(PA), health benefits, and healthy PA behavioural patterns that track into adulthood. Girls 

often have negative experiences within PE, leading them to become disengaged. Teachers 

are influential on girls' experiences in PE. Professional development (PD) for teachers 

may help address girls’ disengagement and exclusion in PE. Through grounded theory 

qualitative research, we explored teachers’ capacity and PD needs for including and 

engaging girls in PE. Semi-structured focus groups and interviews were used to collect 

data with 10 Ontario teachers (N=10). Results showed that teachers’ capacity to teach 

girl-friendly PE is multifaceted and is influenced by numerous intrapersonal and 

institutional factors. Teacher participants were using many evidence-based teaching 

practices; however, there were gaps to be addressed. This research provides insight and 

recommendations for future PD that aims to support teachers in girl-friendly teaching 

practices.  

 

Keywords: physical education; teacher professional development; teaching physical 

education; girl-friendly physical education; grounded theory 
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KEY TERMS 

Moderate-Vigorous Physical Activity: Combination of moderate physical activity and 

vigorous physical activity. Generally, moderate physical activity is intense enough to 

elevate the heart rate. A person can talk but not sing during activities of this intensity 

(Canadian Society for Exercise Physiology [CSEP], 2017). Generally, during vigorous 

physical activity heart rate increases substantially, body temperature increases quickly, 

and a person cannot say more than a few words without pausing for a breath (CSEP, 

2017). 

Ontario Health and Physical Education (HPE) Curriculum: The province of Ontario 

combines Health and Physical Education subjects into one curriculum offered from 

kindergarten to grade 12. The curriculum is based on the vision that the knowledge and 

skills students acquire in the program will benefit them throughout their lives and enable 

them to thrive in an ever-changing world by helping them develop mental health and 

well-being, physical and health literacy, comprehension, capacity, and commitment they 

will need to lead healthy and active lives (Ontario Ministry of Education, 2019). There 

are four parts to this curriculum, social-emotional learning skills, active living, movement 

competence and healthy living (Ontario Ministry of Education, 2019).  

Physical Activity (PA): Any bodily movement produced by skeletal muscles that result 

in energy expenditure and increases heart rate and breathing (CSEP, 2017). 

Physical Education (PE): Physical Education is a school curricular subject that supports 

the development of the skills, knowledge, and attitudes necessary for participating in 
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active, healthy living. Physical education programs are an integral component of the total 

school experience for students (PHE Canada, 2010). 

Professional Development (PD): Professional development refers to a variety of 

educational experiences related to an individual’s work and is designed to improve 

practice and outcomes (Darling-Hammond et al., 2017; Patton et al., 2015). These 

opportunities may be voluntary or mandatory, individual or collaborative, and formal or 

informal. PD can increase teachers’ knowledge and skills, improve their teaching 

practice, and contribute to their personal, social, and emotional growth (Darling-

Hammond et al., 2017; Patton et al., 2015).  

Teaching Capacity:  Refers to an interrelated set of attitudes, skills, and knowledge that 

teachers draw upon and apply to a particular context to support successful learning 

(Hirschkorn & Mueller, 2016).  

Specialist Teachers: To be considered a Specialist Teacher in Ontario, teachers must 

complete formal training requirements in a specific subject area. Certified teachers must 

take three Additional Qualification (AQ) courses meeting the requirements set by the 

Ontario Ministry of Education and standards set by the Ontario College of Teachers to 

obtain a specialist credential (The Elementary Teachers’ Federation of Ontario, 2015). 

Generalist Teachers: In Ontario, elementary school teachers are typically generalists 

upon receiving their initial teacher certification. Thus, with the standard set by the 

Ontario College of Teachers (OCT) and under the Ontario College of Teachers Act, 

regarding certification, all elementary school teachers in Ontario’s public schools are 
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qualified, at minimum, as generalist teachers (The Elementary Teachers’ Federation of 

Ontario, 2015).



 1 

Chapter 1: Introduction 

 Children’s engagement in physical activity (PA) plays a vital role in their health 

and well-being (Poitras et al., 2016; Saunders et al., 2016). When children engage in 

regular physical activity, they achieve many health benefits including reduced chronic 

disease risk, improved cardiovascular health, mental health, bone density, and overall 

quality of life (Poitras et al., 2016; Saunders et al., 2016). Improved academic 

achievement and enhanced cognitive function are additional benefits of PA that are 

beneficial to school-aged children (Donnelly et al., 2016).  

 Despite extensive evidence that PA is crucial for child development, there is a low 

number of children who meet the 24-hour Movement Guidelines published by the 

Canadian Society for Exercise Physiology (Barnes et al., 2016). The recommended 

movement guidelines for children ages 5-17 years old include 60 minutes of moderate to 

vigorous PA per day, less than 2 hours of screen time per day, and limited sitting for 

extended periods (CSEP 2017). Only 36% of Canada’s youth ages 5-17 years old are 

meeting the PA recommendations and 3% of high school students are meeting the 

recommended sedentary and screen time guidelines (Barnes et al., 2016; Roberts et al., 

2017). It is important to note that adherence to guidelines differs between age groups; 

47% of 5–11-year-olds achieved recommended PA levels, meanwhile only 24% of 12–

17-year-olds achieved recommended levels (Roberts et al., 2017). Maintaining PA levels 

throughout childhood and adolescence is vital for accruing acute and long-term health 

benefits and developing healthy behavioural patterns that continue throughout the 

lifespan (Roberts et al., 2017).  
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 School-aged girls engage in less PA than their boy counterparts, which puts them 

at a higher risk for developing poor health indicators, including body mass index, waist 

circumference, high blood pressure, and low fitness and cardiometabolic health (Carson 

et al., 2017; Roberts et al., 2017; Saunders et al., 2016). The percentage of boys ages 5-17 

years old meeting guidelines is nearly double the percentage of girls; 46.8% versus 

24.6% respectively (Roberts et al., 2017). What is more, the decrease in PA from 

childhood (5-11 years old) to adolescence (12-17 years old) is apparent in both sexes, but 

the difference is much more apparent for girls (Barnes et al., 2016; Roberts et al., 2017).  

Girls’ disengagement in PE is due to intrapersonal, interpersonal, and 

organizational factors (Corr et al., 2019; Cowley et al., 2021). Many of the factors 

influencing girls’ participation in PA can translate directly into PE. Previous research has 

shown that within PE girls often experience low perceived physical competence and self-

esteem (intrapersonal) (Cowley et al., 2021). Additionally, social pressures and 

expectations to conform to gender roles within PE can lead to girls’ disengagement 

within PE (interpersonal) (Cowley et al., 2021). Moreover, PE classes often offer team-

based sports that celebrate stereotypical masculine traits and prioritize boys’ interests 

(organizational) (Cowley et al., 2021).  

PE is an important opportunity in a child’s life to accrue physical activity, develop 

physical literacy, gain physical and mental health benefits, advance fundamental motor 

skills, and practice social skills (Cairney et al., 2019; García-Hermoso et al., 2020; 

Janssen et al., 2017). Research has shown associations between experiences in PE as a 

child, and PA attitudes, intention, and sedentary behaviour in adulthood (Ladwig et al, 

2018; Dargavel et al, 2017). However, a combination of girls’ perceived barriers and 
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characteristics of many PE classes can cause girls to dislike or become disengaged from 

PE. Girls often report that PE is an uncomfortable social environment, it perpetuates 

gender stereotypes, there are few opportunities to exercise choice or voice their interests, 

activities and assessments emphasize insecurities in their movement competence, and 

they receive a lack of support from their peers and teachers (Corr et al., 2019). Despite 

these perceived barriers that exist for girls, there is a large body of evidence that has 

identified teaching practices in PE that can successfully attract and retain girls (Gibbons 

et al., 2011; Gibbons, & Humbert, 2008; Lamb et al., 2018; Pierce, 2017; Sulz et al., 

2020).  

The widely used term ‘girl-friendly PE’ was originally coined by Felton et al. 

(2005) and is now used to describe PE that incorporates specific features that aim to 

include and engage girls in PE. Some of those features include utilizing methods of 

assessment that focus on learning and progression, offering a variety of non-competitive 

activities, providing opportunities to develop meaningful physical skills and personal 

fitness, facilitating a positive, safe, and respectful class environment, and ensuring PE 

classes are fun (Felton et al., 2005; PHE Canada, 2021b). Most of these features are now 

considered best practices in the provision of quality physical education (PHE Canada, 

2021b) but were rooted in addressing the marginalization of girls in PE and are still 

considered essential in addressing the gap in PE enrollment and engagement for girls.  

Professional development (PD) may be one tool to help teachers build the 

capacity to implement a PE curriculum that supports girls in PE, as the facilitation of girl-

friendly PE heavily relies on the teacher’s capacity (Mitchell et al., 2015; Pollock et al., 

2021; Sulz et al., 2020). This is particularly relevant as most teachers who teach 
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elementary PE in Canada are not PE specialists (Hardman & Marshall, 2014; Truelove et 

al., 2021). Generalist teachers with limited training, knowledge, and self-efficacy in PE, 

are responsible for delivering quality PE, in addition to the many other subjects taught at 

the elementary level (Truelove et al., 2021). Although both generalist and PE specialist 

teachers experience barriers when teaching PE, generalists require additional and 

specialized support in this area (Truelove et al., 2021).  

There are different types of PD, however, high-quality PD is typically content-

focused, involves active learning, and offers opportunities for feedback and reflection 

(Darling-Hammond et al., 2017). The purpose of PD is to initiate positive changes in 

teacher capacity and student learning outcomes (Darling-Hammond et al., 2017). Teacher 

development should be emphasized throughout the entirety of teaching careers as new 

pedagogy evidence emerges, not only in pre-service teacher education (Bechtel & 

O’Sullivan, 2006). PD has been a successful method of improving teacher practices and 

student outcomes in other domains of PE (Darling-Hammond et al., 2017; Pollock et al., 

2021). 

Girls’ perspectives are well known and researched when it comes to their 

experiences in PE (Corr et al., 2019; Oliver & Kirk, 2016); however, teacher perspectives 

and needs regarding teaching girls in PE are poorly understood. Understanding what 

support and information teachers need is the first step in creating a future PD opportunity 

that may support teachers in facilitating girl-friendly PE.    
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1.1 Purpose Statement & Research Questions 

 

The purpose of this study is to develop recommendations for future PD to support 

teachers in their teaching practices that are inclusive and engaging for girls in PE, based 

on the knowledge, perspectives, and experiences of Ontario teachers.   

The questions that will guide this research are: 

1. What is the capacity of Ontario teachers to facilitate inclusive and engaging 

physical education for girls?  

2. What are the professional development needs of teachers to improve their 

capacity to facilitate inclusive and engaging physical education for girls?  

1.2 Significance of Research 

To our knowledge, there are no studies available exploring teachers’ PD needs 

regarding the inclusion and engagement of girls in PE. The gender disparities occurring 

within the PE environment have the potential to be changed and challenged by physical 

educators. Understanding the knowledge, attitudes, and behaviours of teachers 

surrounding gender-inclusive PE is the first step to creating PD opportunities that meet 

the needs of teachers. The findings from this study may be pertinent to stakeholders, 

organizations, and institutions that support PE teachers.  
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Chapter 2: Literature Review 

2.1 Girl-Friendly Physical Education  

Gender inequity within PE has been researched for over three decades, and 

historically the narrative has been focused on blaming girls for their lack of interest and 

naming them as the problem (Biddle et al., 2005; Enright & McCuaig, 2018). Much of 

the research has associated some girls’ desire to be feminine and disinterest in PA as the 

reason why they are not successful in PE; however, this narrative was superficial, did not 

carefully examine all variables, nor offer a solution to the problem (Biddle et al., 2005; 

Oliver & Kirk, 2016). On the contrary, prominent scholars in this field have long warned 

that it is the curriculum and traditional pedagogy that are failing to engage and include 

girls in PE (Cameron & Humbert, 2020; Gibbons, 2014; Gibbons et al., 2011).  

 Research focusing on girl-friendly PE in recent years has used a participatory 

approach to engage girls and build PE programming approaches that are inclusive and 

engaging for girls (Enright & O’Sullivan, 2010; Gibbons, 2014; Gibbons et al., 2010; 

Oliver & Kirk, 2016). Research indicates that engaging girls in PE include four practices; 

student-centred pedagogy, creating spaces in the curriculum for girls to study their 

embodiment, inquiry and action-based learning and sustained listening to girls (Enright & 

O’Sullivan, 2010; Oliver & Kirk, 2016).  

2.2 Factors Influencing Girls’ Experiences in Physical Education  

PE is well-situated to improve childhood and adolescent PA levels and multiple 

markers of health and well-being (Carson et al., 2017; García-Hermoso et al., 2020; 

Roberts et al., 2017; Saunders et al., 2016). However, for students to receive these 

benefits they need to be enrolled and engaged in PE. Research indicates that girls often 
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have negative experiences within PE, leading them to become disengaged and eventually 

choose not to enroll in PE when it becomes an elective (Cairney et al., 2012; Davis et al., 

2018; Gruno & Gibbons, 2016).  

A study by Wiseman & Weir (2017) utilized data from the National Longitudinal 

Survey of Children and Youth (NLSCY) to examine trends in adolescent enrollment and 

perspectives on PE and PA. The survey data from 2008 were collected from 4963 (51.6% 

male) adolescents ages 12-15 in Ontario, and the results showed that girls rate PE lower 

than their male counterparts in terms of enjoyment (Wiseman & Weir, 2017). This is 

consistent with the enrollment rates in PE from 1999 to 2006 in Ontario, as lower 

percentages of girls enrol in elective PE than boys every year (Wiseman & Weir, 2017). 

Although there is no recent published data on the rates of enrollment in elective PE in 

Canada, descriptive data shows that some girls are hesitant to enroll in PE and do not rate 

their experience in PE well (Davis et al., 2018; Gruno & Gibbons, 2016).  

Girls opting out of elective PE and having negative experiences within PE is a 

problematic trend (Davis et al., 2018; Gruno & Gibbons, 2016; Wiseman & Weir, 2017). 

There is a large body of literature identifying the factors that shape girls’ experiences 

within PE and evidence-based recommendations that may increase the inclusivity and 

engagement of girls in PE  

2.2.1 Value of Student Voice and Choice 

The value and attention PE teachers give to girls’ opinions and perspectives 

greatly influence the enjoyment and engagement of girls in PE (Cowley et al., 2021; 

Davis et al., 2018; Gibbons & Humbert, 2008; Gruno & Gibbons, 2016; Lamb et al, 

2018; Mitchell et al., 2015). Research by Mitchell et al. (2015) qualitatively investigated 
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the experiences of girls ages 11-16 years old in PE classes through semi-structured 

interviews. The authors utilized a case study methodology to gather the experience of five 

girls who participated in a girl-centred PE program, and the authors conducted three 

interviews over the 18-month program length (Mitchell et al., 2015). The girls were 

identified as disengaged in PE, and they conducted interviews before and after the 

program so that they could gather a detailed understanding of why they were disengaged 

in PE (Mitchell et al., 2015). Mitchell et al. (2015) used a framework following Self-

Determination Theory (SDT) to guide the research. According to SDT, intrinsic 

motivation is a critical component of learning and behaviour change (Deci & Ryan, 

2000). Deci and Ryan (2000) who have written extensively about SDT, describe that for 

behaviour change to occur the person must have a sense of autonomy, relatedness, and 

competence in their environment. This study found that before they participated in the 

girl-centred PE program, girls reported a dislike for the restrictive, and often repetitive, 

PE activities that are chosen for them. Mitchell et al. (2015) concluded that girls feel 

frustrated that they are often expected to only do activities they are not confident in or do 

not enjoy, which leads to a decrease in autonomy and satisfaction. The intervention 

involved teachers implementing girls’ preferences for activities into the lesson plans, 

which included dance, outdoor activities, fitness activities, and games such as softball 

(Mitchell et al., 2015). Teachers also included more opportunities for students to choose 

activities in class and their groups (Mitchell et al., 2015). The greater value on students’ 

voices and increase in the choice of activities, positively influenced girls’ engagement 

and needs satisfaction in PE (Mitchell et al., 2015). 
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Voice and choice were also recurrent themes among the participants in research 

by Davis et al. (2018). In this qualitative inquiry, Davis et al. (2018) conducted semi-

structured interviews with 16 girls aged 15-17 years old, to inquire about the factors that 

influence their decision to participate in elective PE. Davis et al. (2018) concluded that 

girls valued the opportunity to be physically active with their friends and that they wish 

there was more variety and choice in the activities offered in PE. Similarly, to the 

findings of Mitchell et al. (2015), participants reported that the repetitive schedule of 

competitive sports and games was not inclusive of their PA interests, therefore leaving 

them uninterested and unmotivated to participate in PE (Davis et al., 2018; Mitchell et al., 

2015).  

An intervention study by Lamb et al. (2018) used an activist approach to run a PE 

program that aimed to engage girls by utilizing a student-centred pedagogy. The program 

guided teachers to co-create a PE environment with their students in a girls-only class. 

The program occurred over 10 months and began with five participant teachers being 

trained in student-centred pedagogy, who then implemented ideas from their students into 

their lesson plans (Lamb et al., 2018). The authors conducted focus group interviews with 

at least 12 girls from each teacher’s class (Lamb et al., 2018).  

In the focus group interviews, the girls expressed how happy they were that their 

voice was being heard during the co-creating of the curriculum (Lamb et al., 2018). 

Embedding students' voices and offering a choice of student-selected activities were 

appreciated by the student participants in this program (Lamb et al., 2018). This created 

an exciting and new aspect of PE that kept the girls motivated and interested to 

participate in class (Lamb et al., 2018). The girls also reported that they felt new 



 10 

ownership and responsibility for their learning, as they knew their voices were being 

represented (Lamb et al., 2018). This study indicates that sustained listening to girls’ 

voices by teachers can keep girls engaged and motivated during PE programming (Lamb 

et al., 2018). 

Following this idea, a qualitative study in the United Kingdom and Ireland 

interviewed 48 girls from low socioeconomic areas in focus groups to explore 

perspectives of physical activity (Cowley et al., 2021). PE was often a PA experience 

mentioned by the girls in this study, as the delivery of PE itself was a barrier for girls that 

was perpetuated by an overarching sense of gender inequality (Cowley et al., 2021). 

Cowley and colleagues (2021) found that girls reported that they did not feel respected in 

PE, as they were forced to engage in activities that were neither fun nor interesting to 

them. The girls also reported that not being able to choose their partners or groups in PE 

negatively influenced their engagement in PE (Cowley et al., 2021). The authors 

indicated that listening to girls’ voices and considering their PA interests in PE can 

support their autonomy, break down perceived barriers and increase their motivation to 

participate (Cowley et al., 2021). 

Although research on student-centred pedagogy and student voice in education is 

ongoing, experts have recommended it for over a decade. Gibbons and Humbert (2008) 

completed a qualitative case study utilizing the experiences of female students to make 

recommendations on how to engage girls in PE. The authors used a variety of sources 

including semi-structured interviews, one-on-one interviews, and questionnaires guided 

by ethnographic techniques (Gibbons & Humbert, 2008). One of the identified themes 

included “Variety and Choice for a Lifetime”, as girls most commonly report that they 
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dislike when PE activities lack variety, with a high emphasis on disliking highly 

competitive games or activities (Gibbons & Humbert, 2008). This research indicates that 

physical educators should try to expose their students to a wide variety of skills, games, 

sports, and activities, that allow for each student’s talents and interests to be appreciated 

(Gibbons & Humbert, 2008). The authors suggest that the goal of physical educators 

should be to inspire an interest in PA for life, starting with teachers empowering their 

students to engage in their preferred methods of physical activities and discover new 

types of physical activities (Gibbons & Humbert, 2008).  

2.2.2 The Learning Environment  

Both the physical and social learning environment has been reported as a barrier 

to inclusivity and engagement of girls in PE. A positive and encouraging social and 

physical environment is an important attribute of a PE that is engaging for girls (Enright, 

& McCuaig, 2018).  

In a case study conducted by Gruno and Gibbons (2016) the participant identified 

that the main reason why she did not continue to enroll in co-educational PE at her school 

was that she did not feel supported and that the environment was too serious. The 

participant was asked about her past experiences within PE and her current participation 

in a tailored PE course for girls, and the data was collected through interviews and PE 

class observation. She reported that boys dominated the PE space in the regular PE 

course and that the girls-only environment was fun, judgement-free and welcoming 

(Gruno & Gibbons, 2016). She felt more comfortable participating in PE without the 

dominating presence of boys and she could feel her teachers’ efforts to make the girls-

only programming welcoming (Gruno & Gibbons, 2016). This case study indicates that 
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some girls’ participation in PE may be heavily influenced by the presence of boys and 

how welcomed the girls feel within the PE space by the teacher.   

Similarly, a qualitative case study by Fisette (2013) also described how gender 

can impact the learning environment. Fisette (2013) followed an activist approach to 

gather an understanding of the lived experiences of 9th and 10th-grade girls in PE, with 

an additional focus on how gender power relations contributed to their experiences. Data 

was collected through focus groups and formal interviews with seven girls and their 

teachers, and PE class observation (Fisette, 2013). The authors used a variety of data 

collection strategies in addition to the interviews, including freewriting, field notes, and 

visual methods (Fisette, 2013). Although this study was published over eight years ago, 

the findings are strengthened by the study’s strong trustworthiness (Fisette, 2013).  

Girls reported multiple barriers to participating in PE including feeling 

embarrassed to do activities in front of the whole class, fear of having to prove 

themselves, and the notion that girls are only supposed to do “girly” activities (Fisette, 

2013). Some girls identified that they become frustrated when they seem “invisible” to 

their male peers or teachers in the PE environment, others use invisibility as an advantage 

to be unnoticed and avoid engaging in class (Fisette, 2013). Additionally, students in this 

case study reported that their PE teachers tended to pick favourite students based on 

athletic talent, rather than effort, which led to a lack of social encouragement (Fisette, 

2013). Students acknowledged that teachers often perpetuated gender stereotypes and 

created hostile environments that make girls unlikely to succeed in PE (Fisette, 2013). 

This research indicates that some girls do not engage in PE due to an unwelcoming 

learning environment. Furthermore, the authors suggest that teachers should be mindful 
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of their behaviour that may perpetuate gender divides, which can further girls’ 

disengagement in PE. Girls want to be supported, encouraged, and cheered on in PE by 

both their teachers and peers and a positive learning environment can be created by 

physical educators. 

In addition to the social environment, the physical environment of PE also 

impacts inclusivity and engagement. A qualitative study by Coen and colleagues (2019) 

explored girls' perspectives on the features of their environments that facilitate or inhibit 

their participation in PA. The sample consisted of 19 girls ages 10-12 years old from 

Southern Ontario, which participated in one of six focus groups (Coen et al., 2019). 

Using a feminist approach, the authors conducted a thematic analysis, identifying two 

major themes, one of which was “outdoor education matters” (Coen et al., 2019). Coen et 

al. (2019) found that their sample of girls valued outdoor opportunities of PA. Wide 

spatial ranges allowed for open-ended activities, freedom, and imaginative play (Coen et 

al., 2019). Girls found that indoor spaces such as gymnasiums do not allow for as much 

free play or creativity, additionally, traditional equipment found in schools is somewhat 

restrictive (Coen et al., 2019). This study demonstrates that integrating a variety of both 

indoor and outdoor activities and specifically those that coincide with student interests, 

can make the PE environment more inclusive for girls.  

Expecting girls to be engaged and learn in an environment where they are 

uncomfortable, uninterested, and often unwelcomed, is problematic. Teachers should 

continually develop a sense of trust and community within the PE space by fostering 

relationships, listening to student voices, and challenging gender bias, which can allow 
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for all students to learn and be active within the PE environment (Coen et al., 2019; 

Fisette 2013; Gruno & Gibbons, 2016).  

2.2.3 Social Connections and Relationships 

Peer relationships and teacher-peer relationships have been identified as 

influential on the inclusivity of PE classrooms. The friendships that girls have both inside 

and outside the PE environment can either promote or deter their engagement in PE.  

A study by Corr et al. (2019) reviewed qualitative studies investigating girls’ 

perspectives on PA. Although this study looked at PA specifically, it often included data 

on PE as it was referred to as a PA experience. This research is valuable as it illustrates 

the parallels in the experiences of girls in PE with their experiences in other PA domains. 

This review collected 24 articles published between 2001-2016, which explored the 

views of girls ages 12-18 on PA (Corr et al., 2019). One of the major themes identified 

was the importance of friends, as when girls have active friends, it can act as a motivating 

factor to participate in PA themselves (Corr et al., 2019).  

Similarly, the study by Coen and colleagues (2019) discussed in the previous 

section identified that having friends of the same skill level can be an affordance for PA 

within PE.  Furthermore, the previously discussed case study by Gruno and Gibbons 

(2016) also found that a successful factor of their PE course tailored to girls was the 

strong sense of social safety it provided the girls.  

In the study focused on student-centred pedagogy discussed earlier by Lamb et al. 

(2018), “building relationships” was identified as a major theme. The student-centred 

program that valued student voices also created a positive social environment fueled by 

developing peer relationships (Lamb et al., 2018). Relationships between students were 



 15 

improved during this program, as teamwork and group activities taught the girls to work 

together, support each other, and created a sense of relatedness (Lamb et al., 2018). 

Similarly, the participants in the previously mentioned study by Mitchell et al. (2015), 

revealed that they were unlikely to enjoy PE when their friends were not on their team or 

present during the activities, as it caused a lack of relatedness (Mitchell et al., 2015). 

These studies indicate that girls having strong social connections and friendships in the 

PE space can improve their willingness to participate. 

A study by Cameron and Humbert (2020) utilized an ethnographic methodology 

to explore girls’ experiences during middle school PE with a feminist lens. Participants 

consisted of 24 fifth and sixth-grade students and their teachers, and methods of data 

collection included observations, semi-structured individual interviews, focus groups, and 

document analysis over four months (Cameron & Humbert, 2020). The main theme 

identified in this study was the concept of “strong girls”. This study indicates that having 

groups of strong female friendships can be utilized as a support system within PE, that 

provides social, political, and physical support in the PE environment (Cameron & 

Humbert, 2020). This research shows that with the support of a “strong girls” friend 

group, girls are braver and more confident in PE (Cameron & Humbert, 2020). The 

authors suggest that fostering these important female friendships can improve the 

engagement girls have in PE.  

The student-teacher relationship for girls is also influential on their participation, 

as the support from a role model figure can highly motivate girls to participate in PE 

(Corr et al., 2019; Lamb et al. 2018; Mitchell et al., 2015). In the previously discussed 

research by Lamb et al. (2018) and Mitchell et al. (2015), girls reported that they would 
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rather have their friends and favourite teachers within the PE environment to support 

them and cheer them on, rather than peers and teachers they do not have a good 

relationship with.  

The study by Corr et al. (2019) discussed in the previous section, found that girls 

who are highly active and engage in PE often attributed that to their teacher’s 

encouraging feedback. This research indicates that physical educators’ encouragement of 

female students, can improve their willingness to participate. However, as much as 

teachers can be positive influencers on girls’ engagement, they can also be detrimental. In 

the previously discussed qualitative study by Fisette (2013), girls reported that their PE 

teachers often prioritized their relationships with athletically talented and male students. 

This suggests that girls’ relationship with their teachers can be detrimental to their 

participation in PE if their teacher’s interactions with the students perpetuate gender 

stereotypes and disregard their students’ experiences within PE.   

2.2.4 Societal Expectations and Gender Bias 

Research has shown that the PE environment can perpetuate gender stereotypes, 

which discourages girls from engaging in PE and PA altogether (Corr et al., 2019; 

Cowley et al., 2021; Fisette, 2013). Teachers can unknowingly be facilitators of gender 

bias, and as a role model figure, it impacts the way girls see themselves within the PE 

environment (Corr et al., 2019). The previously discussed research by Fisette (2013) 

acknowledged that teachers often perpetuate gender stereotypes and create hostile 

environments that make them unlikely to succeed in PE. Girls in multiple studies report 

that their teachers (often male teachers) make wrong assumptions about their interest in 

PA, they only invite boys to engage in sports opportunities, they use gendered language, 



 17 

and label activities as ‘feminine’ and ‘masculine’ (Corr et al., 2019; Cowley et al., 2021; 

Fisette, 2013). This research suggests that these teaching practises are common in PE and 

they send an implicit message that girls are not suited for PE (Fisette, 2013). 

The group of “strong girls” previously mentioned in the study by Cameron and 

Humbert (2020) performed well or excelled in all other areas of school, however, in PE 

they were passive and often tolerant of dominating behaviours by boys in PE (Cameron 

& Humbert, 2020). The authors suggested that if these girls are enjoying and succeeding 

in all other aspects of school, it may be the environment of PE that is creating barriers to 

success (Cameron & Humbert, 2020). The authors concluded that teachers need to 

engage in discussion with students and promote opportunities for girls to feel confident in 

PE (Cameron & Humbert, 2020). Even though the participants in their inquiry 

acknowledge and report numerous gender issues within PE, they may not completely 

comprehend or be able to challenge the issues on their own (Cameron & Humbert, 2020). 

This research indicates that teachers should listen to and support groups of “strong girls” 

to unite within the PE environment, as it may change the culture of PE within their 

classrooms (Cameron & Humbert, 2020). These groups of girls are inherently strong, and 

this research suggests that it is the teacher’s responsibility to recognize when they need 

support in PE, where they might not be their strongest (Cameron & Humbert, 2020). 

A major theme identified in the investigation by Corr et al. (2019) on girls' PA 

experiences was “Gender Bias in Sport”, which was mentioned in 15 of 24 reviewed 

articles. Girls often report teasing or bullying due to low physical competence, or because 

they do not conform to doing traditionally feminine types of PA (Corr et al., 2019). This 

can diminish girls' desire to participate in sports that are considered masculine, including 
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team sports such as basketball and soccer, or can drive them away from PA in general 

(Corr et al., 2019). Another highly discussed topic surrounding gender bias in sports was 

pressure from peers (Corr et al., 2019). In previously discussed research, girls have 

reported that to participate in activities or sports with boys, girls feel like they must walk 

a fine line between portraying a feminine image and being skilled or aggressive enough 

for the boys to let them play (Corr et al., 2019; Cowley et al., 2021; Fisette, 2013). This 

study indicates that harmful gender expectations and stereotypes are sustained in PE 

spaces and are detrimental to girls’ participation in PA and PE.  

Research has shown that ideals of the feminine body and societal expectations of 

females play a large role in girls’ engagement and inclusivity in PE. In the review by 

Corr et al. (2019), much of the research indicated that girls report a fear of 

embarrassment in PE that they would not look good while performing, and that they 

somehow must uphold standardized views of beauty while participating in PA during PE.  

In addition to expectations of an image, society has also placed expectations of 

responsibilities and success on girls. In the review by Corr et al. (2019), 14 of 24 

reviewed articles indicated that many other events and responsibilities in adolescent girls’ 

lives take precedence over PE. Girls tend to value high academic performance, their 

parent’s expectations to look after younger siblings, and pressure to work part-time jobs 

or new leisure time activities (Corr et al., 2019; Cowley et al., 2021). These 

responsibilities and events can be time-consuming and overwhelming for girls, leaving 

little time or energy to participate in PE (Corr et al., 2019).  

Additionally, in the previously discussed inquiry by Davis et al. (2018) girls 

reported that the physical discomfort and appearance required to participate in PE (gym 
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clothes, sweating, messy hair, etc.) are seen as undesirable by some girls due to the 

influence of societal norms (Davis et al., 2018). Moreover, the scheduling of PE can be a 

deterring factor for girls, as they feel uncomfortable if they are not given sufficient time 

or a safe space to change before or after PE (Cowley et al., 2021).  

Gibbons and Humbert (2008) called on teachers to create an emerging sense of 

gender equity, which is still relevant today. The call asks teachers to recognize the bias 

they perpetuate in their classrooms, acknowledge the barriers girls may face and monitor 

how boys’ behaviours can become dominating in an environment such as PE. The 

research indicates that gender norms, feminine ideals of beauty, and societal expectations 

of girls can hinder a girl’s participation in sports, PA and PE, if not challenged.  

2.2.5 Assessment Methods  

Research has shown that some girls report the assessment methods in PE as a 

factor that decreases their enjoyment and engagement in PE (Davis et al., 2018; Gibbons 

& Humbert, 2008; Gruno & Gibbons, 2016). The girls in the study by Davis et al. (2018) 

described how assessments in PE are often performed in front of the entire class, and girls 

with low perceived physical competence describe this as humiliating and unreasonable. 

PE assessments are traditionally skill and performance-based, and girls report that it is 

discouraging when their effort and talents are not taken into consideration (Gibbons & 

Humbert, 2008; Mitchell et al., 2015).  

The students in the previously discussed study by Mitchell et al. (2015) described 

how a source of their disengagement in PE is their low perceived physical competence, 

and how they feel inadequate during PE assessments in front of the class. This research 

suggests that including a variety of learning outcomes that are based on behaviour, effort, 
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attitude, participation, teamwork, and fair play, are other areas of assessment that can be 

done which can minimize situations where students’ skill is on display (Mitchell et al., 

2015).  

It is known that girls tend to have different PA and sports interests than boys and 

appreciate when their interests are considered, however when assessments are based on 

traditionally masculine ideas of PE, girls feel like they are at a disadvantage (Cowley et 

al., 2021; Davis et al., 2018; Gruno & Gibbons, 2016; Mitchell et al., 2015). For example, 

a girl who competitively swims and does judo outside of school may not have the same 

opportunity to succeed in PE as a boy who plays on traditionally masculine sports teams 

such as baseball and basketball. Research indicates that providing assessment methods 

that are meaningful to students’ lives is important for creating an inclusive PE 

environment and confirming that girls are valued and belong in PE (Davis et al., 2018; 

Gibbons & Humbert, 2008; Mitchell et al., 2015). 

2.2.6 Promotion of Physical Literacy 

 Physical literacy is often highlighted in PE programs across Canada; it is defined 

as motivation, confidence, physical competence, knowledge, and understanding to value 

and takes responsibility for engagement in physical activities for life (Whitehead, 2010; 

Ontario Ministry of Education, 2019). This holistic vision of movement has gained 

traction in the research community over the past decade as many feel it is a prerequisite 

to the development of a healthy, active lifestyle (Cairney et al., 2016). However, a lack of 

physical competence and motivation has been identified as a barrier to girls’ participation 

in PE by the following research. 
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 Cairney et al. (2012) completed a longitudinal cohort study over 3 years to 

evaluate the enjoyment of PE and perceived physical competence over time, with a focus 

on gender associations. The participants were in grade 4 when baseline values were 

collected through multi-item questionnaires and the Perceived Athletic Competence 

questionnaire (Cairney et al., 2012). They found that children with low perceived 

physical competence had a decrease in enjoyment of PA over time (p < 0.001) (Cairney 

et al., 2012). On average girls reported a slight decrease in enjoyment of PE over the 3 

years (SD = 0.08), meanwhile boys reported an increase in enjoyment (SD = 0.18) 

(Cairney et al., 2012). Girls were also noted to have a lower perception of physical 

competence at baseline than the boys, which likely contributed to their decreased levels 

of enjoyment over time (p < 0.001) (Cairney et al., 2012). This evidence suggests that 

physical educators should focus on creating competence-building experiences for girls, 

opportunities to develop physical literacy and motor skills, include activities that students 

enjoy, and promote positive experiences for female students (Cairney et al., 2012).  

 Perceived physical competence is also a major theme in the review by Corr et al. 

(2019) that was mentioned in nearly all 24 reviewed studies. Those who perceived 

themselves as less skilled than their peers, tend to drop out of PA opportunities and resist 

learning new skills during adolescence (Corr et al., 2019). Inactive girls or girls with low 

skill levels pulled back from participation in PA as levels of competitiveness increased 

and avoided team-based activities in fear of being left behind by their peers (Corr et al., 

2019). The girls do not enjoy playing with boys, and would much rather play or compete 

with girls, who are less likely to harass or bully them (Corr et al., 2019). In contrast, girls 

who perceived themselves as having high perceived physical competence report enjoying 



 22 

all types of PA and actively seek out competitive opportunities, mostly with boys. This is 

a concerning disparity that displays the importance of focusing on physical literacy 

within PE so that girls can develop the physical competence that will allow for sustained 

engagement.  

 Furthermore, the literature shows that physical literacy development through PE 

programming can improve sex differences in motor competency (Kriellaars et al., 2019; 

Stoddart et al., 2021). In a study by Kriellaars et al. (2019), they examined the impact of 

circus arts instruction in PE on the physical literacy of children in grades 4 and 5. Circus 

art instruction is viewed as an inclusive, non-competitive, and safe environment for 

students, that allows for the development of the psychological, physical, cognitive, and 

social domains of physical literacy (Kriellaars et al., 2019). Utilizing a clustered, quasi-

experimental design they compared the physical literacy of 101 children receiving a PE 

program with circus arts instruction, to 110 children receiving standard PE instruction 

(55% female) (Kriellaars et al., 2019). The schools were in the Montreal area and were 

matched based on socioeconomic status (Kriellaars et al., 2019). Physical literacy 

assessments were performed before and after one semester using the Physical Literacy 

Assessment for Youth tools (Kriellaars et al., 2019). Significant improvements were seen 

in average motor competency for both groups, however, the circus arts instruction led to a 

greater magnitude of change in motor competence (Kriellaars et al., 2019). After the 

semester, the gender gap in average motor competency increased in the schools that 

received the standard PE instruction, whereas the gender gap slightly decreased in the 

schools with circus art PE (Kriellaars et al., 2019). Additionally, the females in the circus 

arts PE programs reported that they were more eager to participate than those in the 
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standard PE program (Kriellaars et al., 2019). This research indicates that PE instruction 

focused on the development of physical literacy can help decrease the gender gap 

between girls’ and boys’ physical competence, which can lead to disengagement in PE.  

Another component that has been reported as a factor influencing girls’ 

participation in PE is motivation. Sulz et al. (2020) conducted a 4-month intervention on 

girls’ motivation in grade 10 PE, and their consequent enrollment in elective PE. Sulz and 

colleagues (2020) utilized a PE program called Health Promoting Secondary Schools 

(HPSS) that was designed to increase positive health behaviours (nutrition and PA) 

within Grade 10 students. The authors utilized SDT to guide their intervention, focusing 

on girls’ needs for autonomy, relatedness, and competence (Deci & Ryan, 2000; Sulz et 

al., 2020). This intervention took place in Western Canada, where PE is compulsory up to 

Grade 10 (Sulz et al., 2020). 373 students participated in this study, 194 of whom 

received the HPSS PE delivery (Sulz et al., 2020). The 22 teachers who taught HPSS PE 

received a binder resource and attended a workshop, that provided them with ideas on 

how to enhance students’ perceptions of autonomy, competence, and relatedness, in 

hopes of promoting Grade 11 PE enrolment (Sulz et al., 2020). Pre and post-

measurements were collected using the Physical Education – Autonomy, Relatedness, 

Competence Scale, and a survey indicating whether or not the student had intentions of 

enrolling in Grade 11 PE (Sulz et al., 2020).  

A MANCOVA analysis displayed that there were no significant psychological 

need satisfaction or intrinsic motivation improvements after this intervention (Sulz et al., 

2020). Additionally, no significant associations were found between the intervention and 

control group for intention to enroll in non-compulsory PE across both genders (Sulz et 
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al., 2020). After gendered analysis, this intervention showed a significant increase (p = 

0.013) in the number of girls who intended on enrolling in non-compulsory PE in Grade 

11 (Sulz et al., 2020).  

A limitation of this study by Sulz et al. (2020) was that participants had unusually 

high baseline scores in needs satisfaction in both groups, which may have led to the null 

results. Secondly, the students who volunteered also consented to be a part of a larger 

study, which may have led to the recruitment of more physically active, confident, or 

skilled students (Sulz et al., 2020). Despite these limitations, the gender analysis did 

reveal that the HPSS program did seem to have a favourable effect on the number of girls 

intending to enroll in non-compulsory PE (Sulz et al., 2020). This research suggests that a 

lack of needs satisfaction and intrinsic motivation is a primary cause for girls not 

enrolling in PE when it is no longer compulsory (Sulz et al., 2020). Moreover, this study 

indicates that focusing on the needs, interests, and social relationships of girls during PE 

may increase girls’ motivation to participate in PE during school (Sulz et al., 2020).   

Promoting physical literacy should be a PE outcome for all students, regardless of 

gender or skill level, as a lack of physical competence and motivation has been 

established as barriers to participation in PE. Previously discussed research by Gibbons 

and Humbert (2008) identified through their ethnographic inquiry with middle school 

girls, that teachers should allow adequate amounts of time for students to get acquainted 

with a skill before applying it in a group setting so that they can increase their perceived 

competence as a step towards developing physical literacy.  
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2.2.7 Focus on Fitness and Health 

Participants in the previously discussed study by Davis et al. (2018) felt that PE 

would hold more academic rigour and interest if they could further their health-related 

fitness and PA knowledge. Girls admit they feel a social stereotype to prioritize studying 

and academics, and that they are not interested in PE if there are no positive health-

related or academic outcomes (Corr et al., 2019; Cowley et al., 2019). Only 2 out of 16 

girls in the Davis et al. (2018) study that planned on taking elective PE felt that it would 

benefit their future careers and that it was a fun break from regular classes. Although 

many girls in the study considered themselves active, they felt PE had no long-term 

benefits (Davis et al., 2018). This research indicates that girls’ disengagement may stem 

from a disconnect or misunderstanding of how PE could play a long-term beneficial role 

in their lives.  

A reasonable approach to tackle this was proposed by Gibbons and Humbert 

(2008), as they call for teachers to remain focused on teaching students physical literacy 

and health concepts (Gibbons & Humbert, 2008). Girls often have a good understanding 

of “A Healthy Body is a Moving Body”, but boy counterparts and teachers need to 

appreciate this message in the classroom also (Gibbons & Humbert, 2008). 

A scoping review by Spencer et al. (2015) reviewed 28 articles with aim of 

understanding how gender norms play a role in health-related behaviour, including PA, in 

adolescent girls. This research found that issues with body image and construed ideas of 

health are common health concepts that influence girls’ participation in PA (Spencer et 

al., 2015).  
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There have been numerous PA interventions that have aimed to improve girls’ 

body image. A systematic review by Dai et al. (2020) gathered 8 intervention studies 

published after 2007 that investigated the effectiveness of PA interventions on adolescent 

girls’ body image. Many studies were school-based (n=6), with the remaining occurring 

in the community (n=2) (Dai et al., 2020). Most interventions focused on implementing 

fitness-based PA (n=5) into their programs & lessons, meanwhile, others took a sports 

and mixed activities approach (n=3) (Dai et al., 2020). This review found that 7 out of 8 

studies had a positive impact on adolescent girls’ body image. The most common type of 

PA among successful interventions was fitness-based PA, which included strength 

training, aerobic training, and endurance circuits (Dai et al., 2020). Not only do these 

interventions have the potential to increase PA levels and movement competence, but by 

doing so, they also positively enhanced the way girls see themselves and their bodies 

(Dai et al., 2020). This study suggests that physical educators should consider 

incorporating multiple PA options and fitness-based PA into their regular lessons, in 

hopes of helping build a positive body image among school-aged girls.  

A qualitative inquiry by Marttinen and colleagues (2021) investigated the impact 

of an after-school program utilizing a student-centred curriculum on girls’ ability to 

critically analyze ideals of the female body and to identify perceived barriers to PA 

(Marttinen et al., 2021). This study occurred in Southern California and had 10 female 

participants ages 10-11 years old. Field notes, semi-structured interviews, observations, 

and participant journals were utilized for data collection. Unlike much of the research 

surrounding the media’s influence on girls’ body image and health behaviours, this study 

identified that the media promoted body positive movements to the girls participating in 
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this program and that it was not a barrier to PA during this program (Marttinen et al., 

2021). This was revealed from a journaling activity prompted during the program, that 

asked the girls who their favourite celebrity was and why. It was identified that some 

girls actively challenge stereotypical ideas of beauty and gender norms, and the phrase 

“just be yourself” was frequently mentioned (Marttinen et al., 2021). Although there were 

still negative cases of girls holding stereotypical views of beauty and having poor body 

image, through this program the girls were learning to critically analyze and discuss their 

concepts of health and beauty (Marttinen et al., 2021). This research indicates that body 

positive movements through the media should be promoted to youth, especially girls.  

Research suggests that girls should be introduced to critically analyzing their 

beauty ideals to further improve their body image, which may positively benefit their 

participation in PA (Dai et al., 2021; Marttinen et al., 2021). Furthermore, Cowley et al. 

(2021) suggest that PE teachers can promote the development of healthy body image by 

recognizing their own gender biases, educating girls on body appreciation, and increasing 

boys’ knowledge of the relevance of their behaviours and attitudes within PE and PA 

contexts.  

2.2.8 Summary and Limitations of Best Practices Identified in the Literature Review 

for Teaching Inclusive and Engaging Physical Education for Girls 

 From the available literature on factors that influence girls’ experiences in 

physical education, many strategies are consistently identified as best practices. Table 1 

provides a summary of these best practices. Much of the research on this topic is 

qualitative. The quality qualitative research available provides a deep and rich 
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understanding of girls' PE. However, what is missing from the literature is a balance of 

quantitative research that can help control for bias and test assumptions.  

Many of the strategies identified align with best practices for quality PE for all 

students, including; well-planned lessons incorporating a wide range of activities, a high 

level of participation by all students in each class, an emphasis on fun, enjoyment, 

success, fair play, self-fulfillment and personal health, appropriate activities for the age 

and stage of each student, activities which enhance cardiovascular systems, muscular 

strength, endurance and flexibility, qualified and enthusiastic teachers, and creative and 

safe use of facilities and equipment (PHE, 2021b). Through the utilization of quality PE 

practices along with select strategies to enhance and engage girls in PE it may be possible 

to increase girls’ PA levels and numerous health and well-being outcomes, ultimately 

helping females lead healthier and happier lives. 

Table 1. Summary of Best Practices Identified in the Literature Review for Teaching 

Inclusive and Engaging Physical Education for Girls 

Factor   Teaching Practices  References 

Voice & Choice  • Promoting student autonomy and 

allowing students to choose activities  

• Offering a variety of sports, activities, 

and games throughout the year  

• Offering a variety of competitive, 

non-competitive and skill developing 

activities  

• Asking for student feedback and 

incorporate student interests into 

lesson plans 

• Have students fill out a PE profile 

with their PA 

likes/dislikes/experiences 

Cowley et al. (2021) 

Davis et al. (2018) 

Gibbons & Humbert (2008) 

Gruno & Gibbons (2016) 

Lamb et al. (2018) 

Mitchell et al. (2015) 

 

Learning 

Environment 
• Integrating a variety of both indoor 

and outdoor of activities and 

specifically those that coincide with 

student interests 

• Continually develop a sense of trust 

and community within your class  

Coen et al. (2019) 

Cowley et al. (2021) 

Fisette (2013)  

Gruno & Gibbons (2016) 
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• Ensure changeroom spaces are well 

maintained and inviting  

• Ensure images in the space are 

reflective of diverse physical 

appearances and physical abilities 

• Teach, discuss, role model, and praise 

behaviour expectations 

Social Connections 

& Relationships 
• Support groups of strong girls and 

teach them to support each other  

• Utilize a variety of grouping 

strategies during class 

• Zero tolerance for bullying or 

discrimination  

• Lead by example by having healthy 

relationships with all students 

• Include activities that promote 

teamwork, co-operation, and 

communication 

• Create an atmosphere where 

congratulating, supporting, and 

cheering on peers is normal  

Cameron & Humbert (2020) 

Coen et al. (2019) 

Corr et al. (2019) 

Cowley et al. (2021) 

Fisette (2013) 

Lamb et al. (2018) 

Mitchell et al. (2015) 
 

Societal 

Expectations & 

Gender Bias 

• Use gender neutral or gender 

appropriate language during 

instruction and feedback 

• Invite students to discuss gender 

stereotypes in sports and physical 

activity, and how to recognize and 

challenge them 

• Celebrate differences among students 

• Facilitate opportunities for students to 

identify barriers to their own physical 

activity enjoyment and participation 

Cameron & Humbert (2020) 

Corr et al. (2019) 

Cowley et al. (2021) 

Davis et al. (2018) 

Fisette (2013) 

Gibbons & Humbert (2008) 

 

Assessment 

Methods 
• Use meaningful methods of 

assessment that assess practical skills 

and track progression 

• Ensure students are aware of test 

procedures and allow ample time for 

them to practice 

• Do not put students on display while 

completing assessments 

• Explain the value of personalized 

assessment, such as opportunity to 

learn about themselves and 

assessments serve as benchmark for 

improvement  

• Allow students the opportunity to 

choose which domain of their fitness 

they would like to improve 

Corr et al. (2019) 

Cowley et al. (2021) 

Davis et al. (2018) 

Gibbons & Humbert (2008) 

Gruno & Gibbons (2016) 

Mitchell et al. (2015) 
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Development of 

Physical Literacy 
• Allow sufficient time for students to 

develop skills and confidence 

• Emphasis the importance of goal 

setting, healthy active living, and both 

physical and mental health 

• Help students understand the limitless 

options for physical activity and sport 

within their community 

• Focus on teaching fundamental 

movement skills early and often 

Cairney et al. (2012) 

Corr et al. (2019) 

Gibbons & Humbert (2008) 

Sulz et al. (2020) 

Kriellaars et al. (2019) 

Focus on Fitness & 

Health  
• Teach girls to value what their bodies 

can do rather than how they look 

• Teach students to recognize physical 

activity opportunities within their 

communities  

• Do activities that have a variety of 

health-related components  

• Maintain focus on the mental and 

physical health benefits of each 

activity  

• Engage students in critical 

discussions of stereotypical images of 

health and beauty   

Corr et al. (2019) 

Cowley et al. (2021) 

Dai et al. (2020) 

Davis et al. (2018) 

Gibbons & Humbert (2008) 

Marttinen et al. (2021) 

 

The voices of girls have been heard in the literature, but they are often not heard 

in the real world or PE spaces. This is an implementation issue. It is not to be said that 

teachers are the problem or the issue, it is that teachers play a vital role in the facilitation 

of pedagogical recommendations, and girls report their teachers are influential in their 

engagement in PE (Cameron & Humbert, 2020; Corr et al., 2019; Fisette, 2013; Gruno & 

Gibbons, 2016; Mitchell et al., 2015; Lamb et al., 2018). It is imperative that teachers 

receive support in implementing teaching practices that support the engagement and 

inclusion of girls in PE (Cameron & Humbert, 2020; Gibbons & Humbert, 2008). PD 

opportunities may be a feasible method of knowledge mobilization that could support PE 

teachers in meeting the needs of girls in PE.  
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2.3 Teacher Practices and Perspectives  

 

 Despite the many strategies that exist to improve girls’ engagement in PE, teacher 

implementation does not always follow what is recommended. In a case study by Murphy 

et al. (2014) the views of five Australian teachers on female participation in their PE 

classes were investigated. The researchers gathered reports of pedagogical and 

management strategies that they used to address female participation in their classes 

(Murphy et al., 2014). This qualitative inquiry utilized a single case study methodology, 

and the participants consisted of four female teachers and one male teacher from the same 

high school in New South Wales, Australia (Murphy et al., 2014). Although these results 

cannot be generalized to the entire population, they can be used to gather an in-depth 

understanding of a particular phenomenon (Murphy et al., 2014).  

The data was collected through semi-structured individual interviews, and the 

analysis consisted of coding and comparison procedures which identified four major 

themes (Murphy et al., 2014). First, the theme “the peer group” emerged from teachers’ 

views that girls were passive, highly social, easily influenced by their peers and generally 

less interested in PE than boys (Murphy et al., 2014). Second, the theme “body image” 

suggested that teachers could recognize girls who had lower self-esteem and often 

associated it with their perceived low ability and struggles with their body image 

(Murphy et al., 2014). Third, “role modelling” from a teacher’s perspective is influential 

on girls’ participation, as they attribute teacher and parental encouragement as an 

influential factor in girls’ motivation to participate in PE. Lastly, “the competitive nature 

of PE” was talked about by the teachers in the case study as a barrier to girls’ 
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participation in PE, as they were seen as less athletic or skilled than their male peers 

(Murphy et al., 2014).  

These teacher participants recognize issues within PE that are supported by 

literature, this case study revealed that these teachers think that these issues are ‘natural’, 

‘normal’, and they are something to be managed rather than challenged (Murphy et al., 

2014). This mindset is problematic, as it perpetuates the notion that girls are at fault for 

their own disengagement in PE. Additionally, four major management strategies were 

identified through this case study, including single-gendered classes, modified scoring in 

mixed-gendered activities, school policies, and extra-curricular activities (Murphy et al., 

2014). Some of these strategies do not align with best practices outlined in the literature, 

such as offering variety and choice through the curriculum, negotiating with female 

students or PD activities such as reflecting on their teaching practices. While this case 

study investigated a small group of teachers, it does provide some indication that gender 

issues in PE exist amongst some teachers, and that some teachers do not have the 

knowledge or resources to challenge the issues (Murphy et al., 2014).  

 Similarly, Valley and Graber (2017) completed a case study on four teachers 

which was used to develop an in-depth understanding of the attitudes, knowledge, and 

behaviours these teachers have surrounding gender-equitable practices and bias. Two 

male and two female teachers were selected, and they worked at four different middle 

schools in the Midwest of the United States (Valley & Graber, 2017). Data collection 

included individual interviews, curriculum and lesson plan document analysis, and 

observations during class (Valley & Graber, 2017). The trustworthiness of data was 

established through triangulation of methods, peer debriefing and member checking 
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(Valley & Graber, 2017). A series of coding and cross-case analysis was conducted to 

identify similarities and differences between cases (Valley & Graber, 2017).  

Overall, the authors identified that these teachers have a lack of training and 

knowledge on gender equity (Valley & Graber, 2017). This led to the use of gender-

biased language, condescending behaviours toward girls, and hesitancy towards 

incorporating gender equity in the future (Valley & Graber, 2017). Although three out of 

four teachers in this case study utilized gender segregation with the intent to help girls in 

PE, their rationale often perpetuated notions of unequal power dynamics between boys 

and girls (Valley & Graber, 2017). Moreover, many of the teaching practises these 

teachers utilized implicitly deployed messages that girls were inferior in the PE 

environment (Valley & Graber, 2017). For example, a teacher would tell boys to work 

harder because they were losing to girls in a game, however, this implies that boys should 

be winning and that girls are naturally not meant to win (Valley & Graber, 2017). 

Another example of these teachers deploying implicit messages was the use of language, 

as three out of four teachers did not pay mind to the gender bias associated with the terms 

they used (Valley & Graber, 2017). The phrases “girl push-ups”, “man-up” or “you guys” 

are examples of exclusive language used often by teachers in this case study (Valley & 

Graber, 2017).  

The Valley and Graber (2017) study revealed that there is likely a need for 

professional training for the facilitation of girl-friendly PE, as these teachers have 

extremely low awareness of gender inequities and how to challenge them in their 

teaching practices (Valley & Graber, 2017). Furthermore, it suggests that research is 



 34 

needed on successful PD opportunities, particularly those that meet the needs of teachers 

and that appeal to teachers’ willingness to learn (Valley & Graber, 2017). 

Howley and O’Sullivan (2021) completed a case study with three Irish secondary 

school PE teachers (including one teacher-researcher) and gathered their perspectives on 

giving voice to students in PE. The teachers received student feedback and were asked to 

develop procedures to implement the feedback into PE lessons as they saw fit. Data 

collection occurred three times over 18 months (before, during and after feedback 

implementation) and it included interviews, focus groups and research journal entries 

(Howley & O’Sullivan, 2021). Thematic analysis was conducted by the researcher and 

teacher-researcher. To maintain the trustworthiness of data they utilized prolonged 

engagement, triangulation of methods, peer review and debriefing, negative case analysis, 

clarification of the researcher bias, member checking, rich thick description, and external 

audits (Howley & O’Sullivan, 2021).  

Throughout this case study, the teachers managed to implement student feedback 

and choice into their class instruction, however, this occurred after teachers admitted a 

reluctance to change their practices (Howey & O’Sullivan, 2021). The teachers expressed 

difficulty letting go of some of their control of the lessons to their students and remarked 

that many of their colleagues would feel the same way (Howley & O’Sullivan, 2021). 

This hesitancy led to the teachers valuing students’ voices at a superficial level, and 

although intentions were good, the authenticity of the action was lost (Howley & 

O’Sullivan, 2021). As the study continued the teachers did notice improvements in the 

relationships with their students, as it promoted fairness in the classroom and gave 

students ownership of their learning in PE (Howley & O’Sullivan, 2021). However, this 
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approach had no impact on the way that teachers offered learning assessments, and 

teachers did not notice any improvements in student learning outcomes (Howley & 

O’Sullivan, 2021).  

This case study highlights some of the possible positive outcomes of using 

students’ voices, however, it also reflects issues of making it a pragmatic practice. The 

teachers in this case study had hesitant attitudes toward including student voice, and the 

possible impact may not have reached its potential as there was no professional training 

or direct instructions (Howley & O’Sullivan, 2021). This approach is feasible, however, 

teacher encouragement and opportunities to facilitate this strategy may be needed.  

2.4 Teacher Professional Development  

 

A review study by Darling-Hammond et al. (2017) investigated empirical 

literature to determine prevalent elements of effective PD for teachers. They identified 65 

articles that described successful PD opportunities that lead to improvement in teacher 

practises and student outcomes (Darling-Hammond et al., 2017). They found that 

effective PD is content-focused, contains active learning, supports collaboration, uses 

models of effective practice, provides coaching and expert support, offers feedback and 

reflection and is of sustained duration (Darling-Hammond et al., 2017). When combined, 

these characteristics can contribute to improvements in teachers’ knowledge and practice 

and positive student outcomes (Darling-Hammond et al., 2017).  

There are many systems-level and administrative procedures that increase the 

success of teacher PD opportunities (Darling-Hammond et al., 2017). Common system-

level barriers include identifying teachers’ needs, choosing the approach that is most 

likely to be effective, implementing feasible approaches, and assessing PD outcomes 
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(Darling-Hammond et al., 2017; Tooley & Connally, 2016). Often, the needs of teachers 

are overlooked, and the vision for excellent teaching practices supersedes (Tooley & 

Connally, 2016). The proposed research aims to make recommendations for PD 

opportunities based on the needs and views of teachers.    

2.4.1 Teacher Professional Development and Physical Education 

 

  A study by Tannehill et al. (2021) interviewed 22 education experts across 25 

European countries to identify their views on continuing PD for PE teachers within their 

country (Tannehill et al., 2021). Across most countries, it is believed PD should be 

ongoing and sustained, based on teachers’ needs and interests, acknowledges teachers as 

active learners, includes collaborative opportunities within learning communities, 

enhances teachers’ pedagogical skills and content knowledge, facilitated with care, and 

well supported (Tannehill et al., 2021). It is important that PE teachers are supported 

through PD opportunities with these features as they create the curriculum standards, 

lesson plans and environment of their classroom, which directly impacts students 

(Darling-Hammond et al., 2017; Tannehill et al., 2021).  

Successful PD opportunities and interventions for PE teachers have improved the 

practices of teachers and outcomes of students in many areas of physical literacy, motor 

skills, and fitness (Hunuk et al., 2012; Patton et al., 2015; Lander et al., 2017; Wright et 

al., 2020;). Yet, PD opportunities for gender-equitable pedagogies are not available.  

The call is clear for PD opportunities for teachers that focus on building gender 

equitable awareness and practices. However, as Howley and O’Sullivan (2021) identified 

in their case study, there can be a hesitancy toward PD and changing practices from 
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physical educators. Understanding what successful PD opportunities look like and how to 

encourage teachers to participate are important to consider. 

 Improved student outcomes and teaching practices are the main purposes of PD; 

there has been promising research that implements best practices for gender equity in PE. 

Pollock and colleagues (2021) conducted a two-part exploratory mixed methods study, 

which investigated pre-service and in-service teachers’ attitudes towards gender equity in 

PE and then explored the impact of a university teacher education course. The course was 

structured to introduce the teachers to a previously successful program called Daughters 

and Dads Exercising and Empowering, which aimed to improve girls' physical activity, 

sports skills, and social-emotional well-being. Although this course was not directly 

aimed at teaching PE, teachers learned about how to deliver safe, engaging, and effective 

lessons on fundamental movement skills and fitness-based activities to girls (Pollock et 

al., 2021). Additionally, teachers learned how to identify gender inequity, be conscious of 

gender stereotyping, and strategies to counteract gender prejudice in school concerning 

PA and sport (Pollock et al., 2021). The course included 2 hours of lecture, 3 hours of 

workshops, and fieldwork tasks and assessments (Pollock et al., 2021). Pre and post-

intervention measurements of teachers’ implicit attitudes relating to gender and PA using 

an assessment test, and explicit attitudes were measured using questionnaires with 5-point 

Linkert scales (Pollock et al., 2021). They found a significant improvement in the 

teachers’ negative implicit attitudes toward girls and PA (Pollock et al., 2021).  

The second part of this study utilized focus groups to qualitatively describe the 

impact of the education course from the perspective of 24 of the original 40 participants 

(Pollock et al., 2021). Thematic analysis of the data revealed that the pre-service and in-
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service teachers reported an increase in awareness of gender bias and inequity, they felt 

better equipped with skills and strategies to address gender issues, they had an improved 

ability to promote gender equity, and they felt more comfortable advocating for gender 

equity in the community (Pollock et al., 2021). Although the long-term and in-class 

outcomes were not investigated in this study, the promising results of teachers’ awareness 

of gender issues and confidence in challenging issues is a positive step forward in 

creating gender-inclusive PE (Pollock et al., 2021). This study supports the purpose of the 

proposed research, as it is critical for teachers to become facilitators of gender equity 

change, and PD is a feasible facet to achieve this. 
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Chapter 3: Methodology 

This research followed a qualitative study design as it aimed to address gaps in 

the understanding of how teachers use their capacity to teach girls in PE. Qualitative 

research was the best approach to answer the research questions, as it allowed for in-

depth exploration of the topic. Qualitative studies employ theoretical frameworks to 

understand a phenomenon or social issue (Creswell & Poth, 2018). In this inquiry, the 

study aimed to answer two questions, 1) What is the capacity of Ontario teachers to 

facilitate inclusive and engaging physical education for girls? 2) What are the PD needs 

of teachers to improve their capacity to facilitate inclusive and engaging physical 

education for girls? 

Qualitative research aims to empower individuals to share their stories and be 

heard (Creswell & Poth, 2018). Since the issue under study surrounds teachers’ practices, 

perspectives and lived experiences, it made sense to explore the issue through interactive 

research that allows the researcher to understand the nature of teachers’ practices. 

Capturing as much complexity as possible is important to the pragmatic approach, which 

required the use of diverse qualitative methods and tools.   

3.1 Interpretive Framework: Pragmatism 

 

 This study followed a pragmatic interpretive framework, as it describes research 

that is concerned with “what works” and solutions to real-life problems (Creswell & 

Poth, 2018). Pragmatism emphasizes the need for a solution to an identified issue, rather 

than the methods or philosophy (Creswell & Poth, 2018). The student researcher holds a 

pragmatic assumption that the world is complex and ever-changing, influenced by the 

actions and interactions that humans engage in (Corbin & Strauss, 2008). In this inquiry, 
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the student researcher highlights the teacher’s occupational practices, views, actions, and 

interactions. The goal of this research is to understand the experience of generalist 

teachers and to explain the processes and events surrounding teaching girls in PE. The 

practical outcome of this generated knowledge lends well to the pragmatist’s assumption 

that knowledge and action feed into each other. The researcher will identify areas of 

knowledge and social processes so that positive actions can be recommended for the 

future. 

3.2 Qualitative Approach: Grounded Theory  

 

 This study is guided by grounded theory as described by Corbin and Strauss 

(1990). Grounded theory is used to develop a well-integrated set of concepts that provide 

a thorough theoretical explanation of the social phenomena under study (Corbin & 

Strauss, 1990). The inquirer generates a theoretical explanation of a process, which in the 

context of this research, will explain the nature of teachers’ girl-friendly practices 

(Creswell & Poth, 2018). The theory or framework developed is heavily “grounded” in 

the data collected from participants (Corbin & Strauss, 1990).  

The framework evolves throughout the research process while the researcher 

engages in a constant comparison method of data analysis (Corbin & Strauss, 2008). The 

constant comparison involves the researcher engaging in simultaneous and repetitive data 

collection, analysis and writing memos (Creswell & Poth, 2018). The process is 

completely responsive to the data that the participants provide. This methodology fits 

well with the proposed study as the goal is to uncover aspects and ideas that emerge from 

the views and experiences of the teacher participants, rather than to prove or disprove 
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existing knowledge about girl-friendly PE. Findings will be displayed in writing and a 

visual model, a common practice in grounded theory studies (Creswell & Poth, 2018).  

3.3 Theoretical Framework - Self-Determination Theory & Best Practises for 

Inclusive and Engaging PE for Girls 

A theoretical framework involves the use of a theory that describes the values and 

existing knowledge of the researcher, explains concepts and assumptions that inform the 

research, and provides a clear picture of the lens the researchers will use to view the 

newly emerging knowledge (Collins & Stockton, 2018). The use of theoretical 

frameworks in qualitative research provides focus and organization to the study, guides 

interpretation and connects the research to existing scholarly work (Collins & Stockton, 

2018). This research is guided by a theoretical framework that combines Self-

Determination Theory (SDT) with research-based recommendations for gender-equitable 

PE as described in a document by Physical and Health Education Canada (2021a) titled 

“Welcoming and Engaging School Physical Education Opportunities for Girls”. A visual 

model of this theoretical framework can be seen in Figure 1. 

 SDT has grown in popularity in PE and PA research over the last decade, as it is 

used to describe social development, motivation, and psychological needs satisfaction 

(Van den Berghe et al., 2014). SDT as explained by Deci and Ryan (2000), states that an 

individual’s behaviours need to be self-determined for them to be optimally and 

intrinsically motivated. SDT outlines three characteristics of environments (or activities) 

that support psychological needs satisfaction, these include promoting autonomy, 

facilitating competence, and creating a sense of emotional relatedness (Deci & Ryan, 

2000). Specifically, research has found these components to significantly contribute to 
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students’ motivation for participation in PE (Mitchell et al., 2015; Van den Berghe et al., 

2014). Students who feel a sense of autonomy, competence, and relatedness in PE are 

likely to expend more effort, have higher levels of concentration and engage in higher 

levels of PA in class than their peers with external motivation (Van den Berghe et al., 

2014). 

 Intrinsic motivation and enjoyment are heavily intertwined, which is why this 

theory lends well to best practices for teaching welcoming and inclusive PE for girls. 

Many scholars have written about how the components of SDT can be utilized by 

teachers to promote an inclusive environment that meets the needs of girls (Gibbons, 

2014; Gibbons et al., 2010; Gibbons et al., 2011; Mitchell et al., 2015; Sulz et al., 2020). 

For example, Gibbons and colleagues (2010) created a framework for action guided by 

SDT that provides teachers with a checklist resource that will help them make PE more 

meaningful to their female students. Furthermore, Gibbons and colleagues (2011) 

collaborated with teachers in a research study to develop a resource manual guided by 

SDT to improve girls’ experiences in PE. This study gave insight into how SDT could be 

implemented into real-life teaching practices by understanding their capacity to 

implement items on this checklist (Gibbons et al., 2011). This theoretical framework 

model was used to develop and organize the questions in the interview guide, and it 

guided the development of themes in data analysis.  
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3.4 Participants  

 

Our research focused on teachers who teach grade 7 and 8 and have experience 

teaching HPE. We were interested in this subset of teachers because they teach students 

experiencing many transitions in life and in Ontario, the elementary curriculum is 

inclusive of kindergarten to grade 8, with Health and Physical Education being a required 

subject in grades 1-8 (Ontario College of Teachers, 2020).  

Figure 1. Visual Model of Theoretical Framework. Combination of Self -Determination 

Theory and Best Practices for Inclusive and Engaging PE for Girls. 
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Grades 7 and 8 are part of a critical developmental period when students are often 

going through puberty and might be transitioning into a new school for high school. 

Upon leaving elementary and transitioning into high school, it is common to see an 

increase in participation in PA for boys, and a stark decrease for girls (Roberts et al., 

2017). This is also when girls start to report and become aware of the barriers that exist in 

PE. Elementary teachers need to promote student engagement and enjoyment in PE 

during this important developmental age, so they may choose to enroll in elected PE in 

high school, learn positive PA behaviours and grow an interest in PA or sport (Doolittle, 

2016).  

Additionally, this research will utilize the term girl to describe biological females 

because this is the population that has participated in the literature informing this work 

and is of interest in this study. It is important to note that although girl-friendly PE 

describes best practices that were developed on account of the discrimination and 

marginalization of biological females in PE, these practices are not exclusive to other 

marginalized groups or students with diverse or fluid gender.  

Inclusion Criteria:  

1. Full-time teachers registered with the Ontario Colleges of Teachers. 

2. Teachers who taught HPE in grades 7 and/or 8 within the past 3 school years. 

3. Teachers working at a public elementary or secondary school in Ontario, 

Canada. 

4. Ability to attend an interview via a video conferencing platform (focus group 

participants). 
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5. Ability to attend an interview via a video conferencing platform or over the 

phone (individual interview participants). 

Exclusion Criteria: 

1. PE-Specialist teachers 

2. Part-time/Supply teachers  

3. Private school teachers 

Originally, we had aimed to recruit teacher participants who taught grades 7-9, as 

those are the latest years in which PE is still mandatory in Ontario. However, after the 

first focus group, the research team decided to aim the recruitment toward elementary 

teachers only, as it was clear the experiences of elementary teachers teaching PE to girls, 

were a unique and complex situation. We decided to keep the data from one high school 

PE specialist, as she contributed pertinent information to other themes that were not 

exclusive to elementary teachers.  

Some grounded theory guidelines suggest up to 30 participants may be needed to 

reach data saturation, however, this number is flexible as the main goal of this study is to 

develop a framework (Creswell & Poth, 2018). The most important aspect is that data is 

collected from the participants until no new information is emerging, called data 

saturation (Corbin & Strauss, 2008). Specifically in grounded theory research data 

saturation (or complete development), also referred to as theoretical saturation, is decided 

when the researchers determine that each category or theme offers a considerable depth 

of understanding, and the concepts within the theory are clear and fully represented in the 

data (Corbin & Strauss, 2008; Sebele-Mpofu, 2020).  
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3.5 Relationship with Participants  

 

We had no previous relationship with the participants. The relationships formed 

through recruitment, data collection, and member checking were friendly and formal. Our 

relationships were established over the common interest of improving the PE experience 

for girls. The author worked to create a welcoming interview environment, where the 

teachers could be honest and vulnerable in sharing information about their teaching 

practices and experiences. We accomplished this by giving the participants time to settle 

into the virtual environment, engaging the participants in a light conversation to become 

acquainted, thoroughly explaining the interview process, giving the participants 

opportunities to ask questions about the researchers or the research, and maintaining 

friendly body language and facial expressions.   

3.6 Data Collection Methods  

 

Participant recruitment for the study utilized theoretical sampling which is 

specific to grounded theory (Corbin & Strauss, 2008). Theoretical sampling involves 

selecting participants who best facilitate and contribute to the development of the study 

(Corbin & Strauss, 2008). The goal was to recruit teachers that are diverse in age, gender, 

experience teaching, and confidence in teaching PE, while also meeting the inclusion 

criteria. This ensured that a range of perspectives and experiences were represented and 

sufficient information was gathered to reach data saturation. We utilized convenience 

sampling for recruitment, which included poster advertisements on social media, 

displayed by teacher associations, and sent to school administrations.  

The student researcher conducted 2 focus groups / paired interviews between 

December 2021 and February 2022. The first focus group had 3 participants and the 
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second paired interview had 2 participants. Focus groups were 1.25 – 1.5 hours in 

duration. The focus groups were utilized to facilitate in-depth discussion between 

teachers and generate information on collective views and experiences (Then et al., 

2014). Advantages of focus groups include the opportunity to collect information about 

participant interactions and dynamics, allows for spontaneous and honest conversation, 

allows participants to build off one another, and the opportunity to potentially get a 

consensus on a question (Then et al., 2014). Some disadvantages to be aware of include 

the researcher having a lack of control, dominant individuals influencing the group, 

participants not feeling comfortable being truthful in front of peers, and potentially 

difficult to plan or organize due to scheduling (Then et al., 2014).  

The researcher also conducted 5 individual interviews, which were 40 minutes to 

an hour and 25 minutes in duration each. The purpose of the individual interviews was to 

gather more detail and depth on specific topics from the focus group that contribute to the 

developing concepts in the analysis (Corbin & Strauss, 2008).  

The student researcher conducted the focus group and individual interviews and 

engaged in reflexive notetaking after each focus group and interview. The record feature 

of Google Meet was used to record and download the focus groups and interviews. A 

backup audio recording on a manual audio recorder was also utilized. The student 

researcher used an interview guide for focus groups and individual interviews (see 

Appendix). The questions inquired about the teachers’ beliefs, opinions, observations, 

and experiences regarding girls’ experiences in PE. Additionally, they were asked to 

discuss their current teaching practices, PD needs and experiences, and their perceived 

strengths and weakness in teaching girls in PE. The interview guide was adapted as the 
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research progressed as data emerged from the early focus groups and individual 

interviews, and further questions were developed. The interview guide was pilot tested 

before the study began using a newly graduated teacher candidate, and the language and 

phrasing of questions were adjusted as needed.  

The focus groups and individual interviews took place virtually on Google Meets 

video conferencing platform, due to COVID-19 public health regulations and concern for 

participation safety during the COVID-19 pandemic. Individual interviews participants 

were given the opportunity to conduct the interview via phone, however, all were 

comfortable with videoconferencing. Conducting interviews with a video conferencing 

platform has been described to be of similar quality to interviews that occur face-to-face 

(Archibald et al., 2019). Using a virtual platform does increase the risk of technological 

issues, which may interfere with the ability to record and gather data (Archibald et al., 

2019). To minimize the risk of issues, the link for the meeting was sent to participants 

approximately 24 hours before the scheduled meeting time, and participants were 

encouraged to test the link/internet connection on the device they will be using before the 

meeting.  

Video conferencing through Google Meets allowed the researcher and 

participants to respond to and observe non-verbal cues, similar to face-to-face interviews. 

The participants were encouraged to go to a quiet and private area (either in a workplace 

or home environment) to conduct the interview, to minimize distractions and maximize 

privacy. The student researcher recorded the virtual meetings through the platform, which 

was saved onto a password-protected hard drive, which allowed for the transcription of 

the data. Written informed consent was obtained from the participants before the virtual 
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interviews. For focus group participants, information about privacy and confidentiality 

was also provided, and they all signed a confidentiality agreement before the meeting.  

Ethical approval was obtained from the Ontario Tech University Ethics Board 

before the commencement of this study (REB#16573). Participant confidentiality has 

been ensured using password-protected documents with any identifying information, the 

utilization of pseudonyms in transcripts, and the removal of any identifying information 

in transcripts. Any identifying information collected from participants is stored with the 

lead researcher for 5 years after the completion of the study. The participants were given 

a gift card with a $50 value to incentivize their participation in this study. All participants 

accepted and received the remuneration. 

3.7 Researcher Positioning  

 

Reflexivity is common practice for qualitative researchers, it involves researchers 

establishing and acknowledging their position about their research (Malterud, 2001). This 

contributes to the minimization of researcher bias and the research’s trustworthiness 

(Weiner-levy & Popper-giveon, 2013). This is an active process of self-disclosure 

throughout the research process, which allows for authors to be transparent with their 

readers about their preconceptions, position, and background (Creswell & Poth, 2018). 

The researcher should engage in self-understanding about the values and experiences that 

they bring into their study, however, it is not to be confused with emerging knowledge 

from the data (Malterud, 2001). The first step to reflexivity is for the researcher to present 

preconceptions as defined by Multerud (2001), which consist of personal and 

professional experiences, pre-study beliefs about what is being investigated, and 

motivation and qualifications for inquiry of the research (Malterud, 2001).  
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I am a white woman from a working-class background from Bowmanville, 

Ontario, which is within the region where my research is taking place. Throughout my 

life, I participated in a variety of sports at school, and outdoor activities with my family, 

and I was a successful competitive dancer for 15 years. Since the age of thirteen, I have 

been a dance teacher’s assistant, which led to teaching professionally throughout my 

adult life at studios, after-school programs, summer camps and high schools across 

Ontario. In addition to teaching dance, I have been active within my community through 

work with the Social Recreation & Family Support programs at the Alzheimer’s Society 

of Durham Region, and as a camp manager/counsellor for multiple children’s camps in 

the Durham Region and Northumberland areas. 

I earned a Bachelor of Health Science in Kinesiology at Ontario Tech University. 

My education and professional experiences have paired well, leading me to pursue this 

master’s degree with a passion for both teaching and health promotion. I have future 

aspirations to complete a degree in teaching and become a registered teacher with the 

Ontario College of Teachers. While acknowledging that I have an extensive background 

in physical activity and teaching children, I recognize my strong belief in the importance 

of physical activity and developing physical literacy. I believe that educators are vital 

figures in a student's life, and I value that health promotion in our schools can impact the 

health of students. I also accept that in my life I have had social support, financial 

stability, and the physical ability to enjoy a variety of physical activities and sports and 

that these advantages are not available to everyone.  

During my childhood as a competitive dancer and career as a dance teacher, I 

have felt and experienced the impact that female stereotypes have on young girls. From a 
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very young age, I recognized how some people associated dance with weakness, fragility, 

and softness. As a female-dominated activity, it eventually became apparent to me that 

these associations stem from societal expectations of girls themselves. As a female 

dancer in physical education, I was subjected to countless gender bias comments and 

feedback over the years. Despite my love for sports, these comments from peers, teachers 

and parents indicated that I should stick to dance because I was feminine, which 

eventually drove me away from physical education and other sports in high school. I did 

not feel like I could have both: a feminine identity and a love for sports other than dance. 

Femininity and weakness are not synonyms, and too often as a young girl, I was taught 

that. Over the years I have had a couple of great role models, coaches, professors, and 

teachers that have reminded me of the powerful presence women and girls can have in 

physical activity and sport, and this inspires me to take on this research project.  

I view this research through a feminist lens, as I believe in the importance of 

analyzing how girls are perceived and portrayed in physical activity and sport. Moreover, 

when teaching girls, I think it is crucial to help them understand the power of their 

narrative and help them become confident within their identity in any aspect of physical 

activity. My perspective shapes my approach to this research, as I believe femineity or a 

female identity should not be a barrier to participation in PE or PA. I feel privileged that I 

can advocate for the importance of lifelong PA and physical literacy to my dance students 

because of my background in kinesiology, however, it saddens me that many girls may 

not have the same influence in their life.  

One day I would love for PE to be a place where “girly” no longer means weaker, 

and “playing like a girl” is a compliment of strength and courageousness. I want all PE to 
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progress into a welcoming, safe, and engaging environment for girls, where they are not 

asked to change their identity or priorities to play sports or be physically active.  

3.8 Data Analysis  

 

 The interviews were transcribed into Microsoft Word documents by the student 

researcher. Nvivo software (Version 1.6.2) was used to store, search, and organize the 

data. All transcripts were de-identified before analysis. To begin the analysis, the student 

researcher read the transcripts to immerse herself in the words of the participants (Corbin 

& Strauss, 2008). A foundational component of grounded theory is that data collection 

and analysis are interrelated processes (Corbin & Strauss, 1990). A constant comparative 

method was used, which is often referred to as a zig-zag process (Creswell & Poth, 

2018). This involved the researcher beginning analysis as soon as the data was collected 

and comparing emerging categories as they were generated (Corbin & Strauss, 1990). 

This included making slight changes to the interview guide as new questions were raised, 

and ambiguities needed to be explained (Corbin & Strauss, 1990).  

 The first step in data analysis was open coding. The transcripts were assessed 

line-by-line to identify conceptually similar information (Corbin & Strauss, 1990). This 

information is formed into discrete sections based on the similarity of the concepts or 

ideas, which is the creation of themes that explain the process under study (Corbin & 

Strauss, 1990).  

 Second, the student researcher performed axial coding which is a structured 

approach to assembling the data (Corbin & Strauss, 1990). The data was reviewed to 

understand how the categories were related to themes, and how categories related to each 

other. A coding paradigm model was used during this process to assign sub-categories 
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into a basic frame of relationships for each category (Corbin & Strauss, 1990). The 

theoretical framework was utilized to make sense of the social interactions and processes 

identified in the data and describe the importance of themes concerning the best practices 

and SDT (Collins et al., 2018). 

 Third, the primary researcher used selective coding to write a “storyline” that 

connected the categories and unified them under a core category (Corbin & Strauss, 

1990). A visual representation of the data was created to describe the relationships among 

categories and themes and describe the nature of teachers’ practices in PE.   

3.9 Trustworthiness  

 

The rigour of this research was appraised using criteria by Lincoln and Guba 

(1985) to establish trustworthiness. Credibility, transferability, dependability, and 

confirmability are the core components of trustworthiness (Lincoln & Guba, 1985).  

  Assuring credibility refers to the goal of establishing confidence in an accurate 

interpretation of the data (Lincoln & Guba, 1985; Whittemore et al., 2001). Credibility 

was sought by conducting in-depth interviews, utilizing theoretical sampling, and 

member checking. During the individual interviews, the participants were reminded of 

the volunteer nature of their participation and were encouraged to honestly elaborate in 

their responses. This increased the credibility by ensuring that the information emerging 

is true to the participants' experiences and separate from any of the researchers' biases. 

Theoretical sampling, a method common to grounded theory, increases the validity of a 

study as the participants chosen will have the ability to speak of the phenomenon 

genuinely from their own experiences (Corbin & Strauss, 2008). This sampling method is 

responsive to the data and allows the researcher to discover concepts most relevant to the 
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problem and population (Corbin & Strauss, 2008). The researcher engaged in member 

checking and asked for participant feedback, as Lincoln and Guba (1985) consider this to 

be the most important step in establishing credibility.  

The researchers conducted synthesized member checking, which involved the 

researcher sending the participants early interpretations and associated data quotes via 

email (Birt et al., 2016; Creswell & Poth, 2018; Lincoln & Guba, 1985). The participants 

were given two weeks to review the document and were encouraged to provide feedback 

to the researcher, to ensure the researcher is capturing the participant’s views and 

experiences correctly (Creswell & Poth, 2018; Lincoln & Guba, 1985). Four of the 

participants provided feedback that the early interpretations and themes represented their 

views and experiences well. The remaining participants did not respond to the member 

checking email after the two weeks. 

 Transferability is often compared to external validity, as it refers to how findings 

can be generalized or transferred to other settings, contexts, or participants (Creswell & 

Poth, 2018; Lincoln & Guba, 1985). To accomplish this, the researcher wrote in thick 

descriptions. This is a technique where the researcher writes in extreme detail about 

themes, participants, and settings (Lincoln & Guba, 1985). This allows the reader to 

decide how the information may be transferred to other settings or contexts because of 

common characteristics (Creswell & Poth, 2018).  

 Confirmability is the acknowledgement in qualitative research that the findings 

are not objective (Morrow, 2005). It ensures the integrity of the findings based on how 

the researcher analyzed and pieced together the findings, in a way that accurately 

represents the participants’ experiences (Morrow, 2005). This was achieved in this study 



 55 

by managing the researcher’s subjectivity throughout the research process. The 

researcher engaged in memoing, debriefing with the supervisor, reflexive notetaking, and 

acknowledging preconceptions before the commencement of the study. Triangulation of 

multiple data sources will also contribute to increasing both the confirmability and 

credibility of the research (Lincoln & Guba, 1985). Making use of focus group data, 

interview data and memoing allows for the corroboration of evidence and insightful 

interpretation of the data.  

 Dependability is the final component of trustworthiness created by Lincoln and 

Guba (1985), which is parallel to reliability. The researcher was transparent about the 

research process and methods, providing this information in detail that would potentially 

allow for replication of procedures (Morrow, 2005). The student researcher was engaged 

in memoing and kept detailed notes about procedures throughout the research process.  
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Chapter 4: Results 

 The findings generated from the data are organized into core categories, 

categories, and themes. The first theme describes teachers’ perceptions of girls’ barriers 

and facilitators in PE. This theme contains two categories, including: a) perceived 

barriers and b) perceived facilitators. The second theme describes current teacher 

practices within three categories. The categories, which are derived from the theoretical 

framework, include: a) autonomy, b) relatedness and c) competence. The third theme 

discusses teachers’ barriers and facilitators to including and engaging girls in PE. This 

theme consists of three categories, which include: a) intrapersonal barriers and facilitators 

and b) institutional barriers and facilitators.  

Table 2. Results Theme Breakdown 

4.2. Theme 1: Perceived 

Barriers and Facilitators 

for Girls in PE  

 

 

What are teachers 

seeing? 

 

 

4.3 Theme 2: Teachers’ 

Current Practices for 

Including and Engaging 

Girls in PE  

 

What are teachers’ 

current practices? 

4.4 Theme 3: Teachers’ 

Barriers and Facilitators to 

Including and Engaging 

Girls in PE 

 

What’s helping and 

hindering teachers? 

4.2.1 Perceived Barriers 4.3.1 Autonomy 4.4.1 Intrapersonal Barriers 

and Facilitators 

4.2.2 Perceived Facilitators 4.3.2 Relatedness 4.4.2 Institutional Barriers 

and Facilitators 

 4.3.3 Competence  

  

4.1 Participant Characteristics 

There were 10 teacher participants in this research, as seen in Table 2 below. 

Participants' demographic information such as age, gender, experience teaching, and 

grades taught, were collected. Although we aimed for 10-14 participants, 10 participants 
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were sufficient to generate the framework and reach data saturation, as the triangulation 

of methods allows for the opportunity for probing and in-depth discussion. Similarly, in a 

recent grounded theory study investigating the effects of a job-PD intervention on 

teachers’ movement integration barriers in their classroom, 12 participants were utilized 

and successfully reached data saturation (Sobolewski et al., 2021).  

It is important to note, that recruitment and data collection occurred during 

lockdowns amidst the fifth wave of the COVID-19 pandemic in Ontario. During this time 

teachers were experiencing high levels of occupational burnout and stress while 

switching back and forth between in-person and online learning (Sokal et al., 2020). This 

made participant recruitment extremely difficult. Moreover, because the data analysis 

was guided by grounded theory, we were able to constantly look at new information 

coming forth. After interviewing 9 participants there was very little new information 

coming from participants, and we decided that 10 participants would be prudent. 

Table 3. Participants 

aHigh School PE-specialist. This is due to the changes to inclusion criteria that occurred 

after Focus Group #1.  

Data Collection  Pseudonym Typeb Gender Teaching 

Experience 

(Years) 

Focus Group  T1 Ms. Adler PE-Specialista  F 32 

T2 Ms. Baker Generalist F 4 

T3 Ms. Campbell Generalist F 13 

Focus Group  T4 Ms. Fleming Generalist F 3 

T5 Ms. Edwards Generalist F 8 

Individual Interview  T6 Ms. Dunn Generalist F 20 

Individual Interview  T7 Mr. Gibson Generalist M 12 

Individual Interview  T8 Ms. Hayes PE-Specialist F 14 

Individual Interview  T9 Ms. Irving  PE-Specialist F 20 

Individual Interview T10 Mr. Jones PE-Specialist M 17 
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bThe type of teacher indicates the training and educational background that the teacher 

has, rather than the actual role they are currently upholding at their current school. Some 

of the PE-specialist teachers are currently teaching as a generalist in their school. 

 

4.2 What are teachers seeing?: Perceived Barriers and Facilitators for Girls in PE 

 This theme emerged from the teachers’ perspectives and observations about girls’ 

barriers and facilitators to participating in PE.  

Table 4. Summary: What are teachers seeing? Perceived Barriers and Facilitators for Girls in 

PE 

4.2.1 Perceived Barriers  

Sub-Categories  Example 

Exclusion From Boys “...if a guy gets paired up with a girl, maybe it's a sigh, 

or the body language...” 

Boys’ Aggressive Behaviour “...I've got boys that can like whip that basketball or 

spike that ball so hard that my girls are kind of scared.” 

Dislike for Competition  “...boys like competition, they crave that, they want that, 

and girls generally are more social...” 

Poor Perceived Physical 

Competence 

“Girls don't think they're going to do a good job..”. 

Poor Actual Physical Competence “...When they say you throw like a girl, they actually 

do...” 

Low Self-Esteem  “They would rather not try than try and make a 

mistake...” 

Fear of Being Judged  “Girls tend to step back and be a little bit more fearful 

about what people would think about them...” 

Influential Peer Relationships “...I've found the non-participants tend to be close 

friends...” 

Puberty Related Changes “...honestly another factor for girls is their period...” 

4.2.2 Perceived Facilitators 

Sub-Categories Example 

Influential Peer Relationships “...I'm really good friends with this person and they're 

really into soccer, so I want to be into soccer.” 
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Participation in Sports Outside of 

School  

“...I’ve noticed that that usually starts to drop-off unless 

they continue like competitive sports in their own time...” 

Natural Athletic Ability “...if they really are athletic, those are the ones that still 

continue to be athletic in gym and like gym...” 

 

4.2.1 Perceived Barriers 

This first category describes the barriers teachers believe inhibit girls’ 

participation in PE. Teachers in this study identified numerous perceived barriers, 

including exclusion from boys, boys’ aggressive behaviour, poor perceived physical 

competence, lack of skill, fear of getting hurt, fear of social judgement, dislike for 

competition, low self-esteem, influential peer relationships, and puberty related changes.  

A common barrier observed by most of the teachers was the presence of boys. 

Many teachers discussed how boys’ lack of inclusivity and boys’ negative attitudes 

towards girls’ skills and ability in PE, as limiting factors to girls' participation. Although 

no teachers described gender-based teasing or bullying between students, teachers 

described how boys’ gender biases manifest in the PE environment. One teacher stated, 

“It can be a comment from a boy, like we’re doing badminton right now, if a guy gets 

paired up with the girl, maybe it's a sigh, or the body language.” (T10, Mr. Jones). 

Another teacher stated, “definitely boys are wanted more on a team, like say I make a 

team and I put it up, when the boys get another boy on their team, they're like ‘Oh yeah!’ 

and when they get a girl sometimes, they’re like ‘oh man’.” (T8, Ms. Hayes). Similarly, 

another teacher commented,  

“I do think that actually the boys often make comments to me, not necessarily out 

loud for the girls to hear or anything, for example, if we’re playing handball, the 

super-competitive boys will come up to me and say you know we have three girls 
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on our team right now, and like they're just not moving around, like I have no one 

to pass to.” (T6, Ms. Fleming). 

This teacher also described that she sees this behaviour as a cycle, in that the girls 

acknowledge the way they are treated, in turn making them less likely to give effort in 

PE, which then leads to boys not wanting to include them further. She stated, “I know 

that the girls have internalized that, like not being passed to for years and it's the chicken 

in the egg, right. They know that people are seeing them that way but then they stand off 

to the side and socialize.” (T6, Ms. Fleming).   

Other teachers discussed how girls may be hesitant to participate in PE because of 

their boy classmates’ strength, skill, or aggressiveness. One teacher mentioned, “I think 

it's just that the boys are a lot stronger, I think they [girls] don't want to get hurt right.” 

(T8, Ms. Hayes). Another teacher mentioned. “The biggest barrier I think are those 

strong athletic males that just dominate, they just kind of take over. So, the girls are like 

go ahead you can get the volleyball even though that's in my space” (T9, Ms. Irving). 

Likewise, another teacher commented, 

 “Often the girls will automatically want to sit out or don't want to be on the same 

teams as the boys because the boys are going to play more aggressively, they 

want to compete against each other and talk down to each other.” (T3, Ms. 

Campbell). 

Some teachers discussed how girls can become too scared, fearful or intimidated 

to play in PE if the level of play or competition initiated by boys is too much. One 

teacher stated, “the ones that hold back in some cases are a little bit heavier, some are 

kind of self-conscious of what they are, they might be a little uncoordinated, so they kind 
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of are intimidated by the rambunctious boys.” (T9, Ms. Irving). Another teacher 

commented, “Girls are definitely more scared, and they will shy away from the ball, 

whereas a boy who isn't an athlete, he will still attempt the ball, but girls will literally run 

away from it.” (T8, Ms. Hayes). Similarly, another teacher mentioned, “That is probably 

the hardest especially with girls, like I said like oftentimes they are more socially aware 

and socially fearful” (T4, Ms. Dunn). Another teacher mentioned,  

“I've got boys that can like whip that basketball or spike that ball so hard that my 

girls are kind of scared. So, they don't really want to engage with that, so unless 

they're really ‘an athlete’ they don't want to do it.” (T8, Ms. Hayes).  

Some teachers commented on how they find girls have a dislike for the 

competitive aspects of PE. One teacher mentioned, “I find you get a lot of the shutdowns 

when it is a score keeping competition and there is a clear winner and losers. I find the 

uber competitive style to shut girls down.” (T4, Ms. Dunn). Another teacher stated,  

“... boys like competition, they crave that, they want that, and girls generally are 

more social, it's more of a social-emotional thing, where winning isn't as 

important as being there and having fun with their friends and making sure that 

they look good to their friends and that their friends feel good, but that's like a 

huge generalization.” (T10, Mr. Jones). 

 Some teachers felt that separating boys and girls in elementary PE would yield 

more participation and benefits for girls. A teacher stated, “I just think that if there is a 

way to kind of separate the girls in the boys in phys ed classes, I think the girls would 

excel better.” (T9, Ms. Irving).   
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Girls’ fear of social judgement and low self-esteem were reported by many 

teachers as common barriers to girls’ participation in PE. A teacher mentioned, “You're in 

a spotlight, and I think all kids feel like they're being judged and they’re constantly 

judging… they feel exposed” (T10, Mr. Jones). Likewise, another teacher commented, “If 

there's a moment a student that is dealing with their own self-doubt, then the primary 

option for them usually becomes to opt-out of things.” (T7, Mr. Gibson). Another teacher 

stated, “Girls tend to step back and be a little bit more fearful about what people would 

think about them.” (T4, Ms. Dunn). Similarly, another teacher mentioned, “They don't 

want to get made fun of if they do something bad. They would rather not try than try and 

make a mistake.” (T8, Ms. Hayes). Some teachers even attributed girls’ disengagement to 

their highly social personalities. One teacher mentioned, “I find that the boys who are not 

participating are those who just don’t really do much of anything, but the girls who are 

not participating are generally socializing.” (T5, Ms. Edwards). 

Many teachers also described how girls’ low perceived physical competence and 

self-confidence played a hindering role in their engagement. A teacher commented, “It 

always appears that the boys feel more confident even if they aren't great at a sport they 

just come naturally with this confidence that girls tend to lack.” (T3, Ms. Campbell). 

Another teacher commented, 

“Girls don't think they're going to do a good job and they kind of stand back and 

I'm trying to always be like I believe in you! You can do this! Because they have 

such negative self-talk, that they need that positive self-talk, whereas guys not so 

much” (T8, Ms. Hayes). 
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Some teachers discussed how girls tend to have lower physical competence, 

athletic skills, and talent than boys, which may contribute to their low confidence and 

disengagement in PE. One teacher mentioned, “When they say you throw like a girl, they 

actually do. So, I think boys develop sports skills more naturally and there are some girls 

that get it naturally as well, but I think girls for some reason don’t naturally have sports 

skills.” (T9, Ms. Irving).  Likewise, another teacher stated, “... a lot of times your boys 

are stronger, so if we’re doing something they're going to want the boys on the team, 

because they're going to be able to do it most of the time, right.” (T8, Ms. 

Hayes). Another teacher mentioned,  

“I would say in the year have right now I do not see as much of a difference and 

that’s because the girls that I have right now are more athletic. In previous years 

I would definitely see the divide between boys and girls, usually girls not wanting 

to participate will just stand off in the corner, or if we’re out on the soccer field 

they socialize over by the goalpost.” (T5, Ms. Edwards). 

Girls were described as needing more encouragement from teachers to participate 

in PE than boys. One teacher stated, “I would say that the energy is spent with my girls 

sort of encouraging to participate, role modeling how to participate, whereas with my 

boys it's more encouraging them to consider others, demonstrate leadership and 

sportsmanship.” (T6, Ms. Fleming). Another teacher commented, “I’d say it's very rarely 

ever a group of boys that’s disengaged” (T10, Mr. Jones). 

Changes associated with puberty were also discussed by teachers as barriers, these 

include weight gain, using change rooms, and body image issues. One teacher 

commented, “I think puberty has a huge effect. Sometimes it's a note from mom or a 
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parent, the girls saying I have my period, I have cramps or whatever, I just don't want to 

participate.” (T10, Mr. Jones). Another teacher stated, “... honestly another factor for 

girls is their period, worrying about if somebody can see like the outline of their maxi 

pad, or sometimes they're not feeling well 'cause they have cramps” (T4, Ms. Dunn). 

Likewise, another teacher mentioned,  

“They're all developing a different rate and so you have some that are developing 

faster than others so self-esteem is an issue there and the fact that they have to 

possibly get changed. I know I have girls that struggle with body image, they all 

could be wearing the same lululemon shorts but when someone appears to look 

cuter than the other, in their own eyes.” (T3, Ms. Campbell).  

Many teachers report that when girls lack support from peers or friends in class, it 

can result in a low willingness to participate. Another teacher stated, “Usually when it 

comes to participation and the role that friendships play with girls, I've found the non-

participants tend to be close friends” (T7, Mr. Gibson). 

4.2.2 Perceived Facilitators 

 The second category describes facilitators that teachers perceive to improve girls’ 

participation in PE. The teachers in this study were able to identify a couple facilitators, 

including influential peer relationships, athletic ability, and participation in sports outside 

of school or extra-curricular activities. 

Some teachers discussed how influential peer relationships can facilitate girls’ 

participation in PE.  One teacher stated, “I think peers can influence in a positive way. 

Where I'm really good friends with this person and they're really into soccer, so I want to 

be into soccer.” (T2, Ms. Baker).  
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Having natural athletic ability, or participating in extracurricular physical 

activities and sports, was viewed by teachers as a facilitator to girls' participation in PE. 

Many teachers described a discrepancy in engagement, competitiveness, and interest in 

PE between girls who play sports outside of school versus those who did not. One teacher 

stated, “If they really are athletic and they are on rep teams prior, those are the ones that 

still continue to be athletic in gym, and like gym.” (T3, Ms. Campbell). Another teacher 

mentioned, “I think there’s usually a gap in between young girls that are very interested 

in sports and they’re athletic and I’ve noticed that that usually starts to drop-off unless 

they continue like competitive sports in their own time.” (T2, Ms. Baker). Some teachers 

mentioned how playing sports outside of school and having an athletic physique are 

facilitators for all students regardless of gender. One teacher stated, 

 “I don’t want to sound like I’m being mean or anything but if you’re small and 

you’re chubby and you don’t have the coordination, then that’s where it makes a 

lot of problems but I don’t notice the difference between boys and girls, in that in 

that sense.” (T8, Ms. Hayes).  

 

4.3 What are teachers doing?: Teachers’ Current Practices for Including and 

Engaging Girls in PE 

  This category developed from the teachers’ descriptions of their teaching 

practices within PE. In alignment with the interpretive framework, the researcher 

inquired about teaching practices that aim to promote girls’ sense of autonomy, 

competence, and relatedness. 
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Table 5. Summary: What are teachers doing? Current Practices for Including and Engaging 

Girls in PE 

4.3.1 Autonomy   

Sub-Categories  Number of Mentions  

Valuing Student Voice and Providing Choice  13 

Providing Leadership Opportunities  7 

Develop Understanding of the Importance of Lifelong PA 5 

Offering a Variety of Activities 4 

Respecting Students’ Religious Activities 1 

4.3.2 Competence  

Sub-Categories Number of Mentions 

Authentic Methods of Assessment  6 

Non-Competitive Competence Building Activities 5 

Facilitating Skill Progression  5 

Offering Encouragement  5 

Teaching Health and Fitness Concepts 4 

Offering Multiple Levels of Competition 2 

Creating a Supportive Learning Environment  2 

Goal Setting  1 

4.3.3 Relatedness   

Sub-Categories  Number of Mentions  

Role Modelling 11 

Promoting Healthy Peer Relationships 9 

Variety of Grouping Strategies 7 

Fostering Positive Teacher-Student Relationships 7 

Using Gender Neutral Language 3 

Challenging Gender Bias  2 

Promoting Diversity  1 

 

4.3.1 Autonomy 

All the teachers described methods and strategies they use to promote a sense of 

autonomy for their female students. There were 30 mentions of strategies throughout the 
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focus groups and interviews, that were used to promote a sense of autonomy. Teaching 

strategies included valuing student voice and providing choice (13 mentions), providing 

leadership opportunities (7 mentions), develop students’ understanding of the importance 

of lifelong PA (5 mentions), offering a variety of activities (4 mentions), helping students 

develop and respecting students’ religious activities (1 mention).  

 The most popular strategy mentioned was valuing student voice and providing a 

choice of activities. Many teachers described how getting to know their students’ 

interests and preferences helps them create engaging lesson plans for their students. One 

teacher mentioned, “I agree with allowing a little bit more choice sometimes… having 

them have a voice, if we're going to do a vote between two different activities, they [girls] 

are just as represented as the boys in picking it.” (T5, Ms. Edwards). Another teacher 

said, 

“I think the only way you get to know what they need is by actually asking them… 

asking those those girls who are reluctant to participate like what could we do? 

What do you girls want to do?” (T4, Ms. Dunn).  

All but one teacher mentioned a strategy that valued student voice. In this contrast 

case, a PE-specialist teacher mentioned that her school follows a very strict skill-based 

approach to PE, that only allows for choice of activity once at the end of the year. She 

mentioned, 

 “Our school teaches skill-based so it's always around a sport… It's hard because 

I need to like go through the curriculum and I have a set, like we have to learn 

this, because this is a progression to this. I think when it comes to their voice 

there's sometimes that I allow them to do certain things but I'm still pretty 
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regimented. So, they don't get a voice in what they pick, but they all get a voice in 

June, I always let the kids choose 'cause I would say all right you’re in grade 8, 

you're leaving next year, what were the best things that you did in elementary 

school, what do you want to play.” (T8, Ms. Hayes) 

 Another highly mentioned strategy was providing leadership 

opportunities, which included having students lead warm up and activities, or name 

student’s experts in activities that they are particularly good at. One teacher mentioned, “I 

look at all the units I'm going to do, and they can sign up for the entire year and they do 

it in groups and they plan a warmup and then a core gym class, and then a cool down” 

(T3, Ms. Campbell). Another teacher mentioned,   

“... if somebody and especially my girls, are doing something that I want to point 

out to the class I’ll say ‘ hey, so and so looks like they are doing this very well. 

Maybe they can share some tips with us.’ I assume anyways, that it gives that girl 

confidence” (T6, Ms. Fleming). 

 Another strategy mentioned was helping students develop an 

understanding of the importance of lifelong PA, which included emphasizing the focus of 

activities on student enjoyment. For example, one teacher mentioned, “I think an 

underlying need that we should kind of be making more explicit, is that everyone has the 

need to be healthy. And that might look like a quick walk or whatever that might look like 

to them.” (T2, Ms. Baker). Another teacher mentioned,  

“I think helping girls understand the importance of enjoying physical activity, 

having fun with it for your own mental health and positivity. I think that will 

really help girls in the long run to understand, this should be fun, this should be 



 69 

wonderful, this should be something that you enjoy doing. This is not something 

you should do to maintain a size in your clothing.” (T6. Ms. Fleming).  

4.3.2 Competence 

 All the teachers described methods and strategies in their teaching practices that 

aim to promote a sense of competence for their female students. There were 30 mentions 

of strategies that aim to promote a sense of competence, which included using authentic 

methods of assessment (6 mentions), engaging students in non-competitive competence 

building activities (5 mentions), facilitating skill progression (5 mentions), offering 

encouragement to students (5 mentions), teaching health and fitness concepts (4 

mentions), offering multiple levels of competition (2 mentions), creating a supportive 

learning environment (2 mentions), and goal setting (1 mention).  

Some teachers described how they found success with their female students in 

offering private, one-on-one, and observational methods of assessment, and assessing 

students with an emphasis on growth and progression. One teacher mentioned, “... it’s 

extremely important to start highlighting that you're not in competition with anybody 

else, you're in competition with who you were” (T7, Mr. Gibson). Another teacher stated, 

“We get 5 marks today, it doesn't matter if you can't put the ball in the basket, you just 

have to try. I think that is what's going to be the most successful in getting them [girls] 

engaged.” (T1, Ms. Adler). Another described,  

“I find that if you’re assessing skills one-on-one, girls prefer that you do it 

privately and  quietly… I would just be working with a small group of similar 

abilities if possible, when doing assessments. So that they are not being assessed 
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with the all-stars, and so it's not a direct one-on-one comparison kind of thing” 

(T4, Ms. Dunn). 

Many teachers described how they believe girls are more motivated to participate 

in these assessments and it gives them a greater sense of confidence. One teacher stated, 

“... it's more observation-based throughout a duration of time, I think that they [girls] are 

more confident in those moments because they know that the whole class isn’t watching 

along with me” (T6, Ms. Fleming). Another teacher described a situation where he found 

success in giving a group of girls an alternative opportunity to be assessed in a dance 

unit, and he found it worked well. He described, “They felt so much more comfortable 

doing that in a more, what they felt was less judgmental.” (T7, Mr. Gibson).  

Some teachers described how they try to engage their female students by 

facilitating non-competitive, confidence-building activities competence-building 

activities, with a focus on fun and enjoyment. One teacher described, “... not focusing on 

that competition, excellence, perfection aspect… the biggest teaching strategy you could 

have is creating that atmosphere of we're here to play, we’re not here to win.” (T10, Mr. 

Jones). One teacher described how tug of war has become a well-liked activity among a 

girl in her class because it focuses on fun. She described,  

“I think anything that’s not as competitive, just fun to play.… and a girl said to me 

today and she's not athletic, ‘Can we do tug a war again, that was fun!’. So, it 

doesn't have to be like your usual phys ed activities” (T9, Ms. Irving). 

Teachers also described how they facilitate skill progression by adapting activities 

to students’ needs and providing encouragement to female students who are disengaged. 

One teacher mentioned, “if they're not there yet then they would just use the volley light 
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because it's easier to hit. So, then they're going to get success from hitting it over the net 

and building that confidence” (T8, Ms. Hayes). A teacher stated, “I also tried to 

encourage positive reinforcement” (T3, Ms. Campbell). Likewise, another teacher said, 

“I think that's just the only technique that I really use is that it's always just encouraging 

and sharing that feedback with the class.” (T5, Ms. Edwards).  

Another notable strategy described was how some teachers aim to engage girls in 

PE by teaching them about health and fitness concepts, which include sharing the benefits 

of PA and using proper terminology when explaining skills. One teacher mentioned, “I 

always use the proper terminology all the time and I find demonstrating for basketball 

you know, like what angle they need to use” (T9, Ms. Irving). Another mentioned, “I'm 

one of those teachers who like definitely pushes like health and healthy eating, 

moderation. I always say I have 3 health rules; 2 forms of birth control, eat in 

moderation and exercise daily.” (T8, Ms. Hayes). 

4.3.3 Relatedness 

All the teachers described methods and strategies in their teaching practices that aim to 

promote a sense of relatedness for their female students. Strategies for relatedness were 

discussed the most with 43 mentions. These strategies included role modelling (11 

mentions) promoting healthy peer relationships (9 mentions), using a variety of grouping 

strategies (7 mentions), fostering positive teacher-student relationships (7 mentions), 

using gender-neutral language (3 mentions), challenging gender bias in the classroom (2 

mentions), and promoting diversity (1 mention).  

 Many teachers reported multiple ways they use role modelling to promote a sense 

of relatedness for their female students in PE. Female teachers described how they feel 
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that participating in gym themselves, demonstrating skills, and sharing their strengths and 

weaknesses in terms of sport and PA, can influence girls to become more engaged in PE. 

One teacher mentioned, “I feel like that kind of helps them, seeing me jumping into the 

game and make a fool of myself. I think it's pushing the kids to build their confidence and 

try your best and do what you can do.” (T5, Ms. Edwards). Likewise, another teacher 

described, “I would think it's me participating, I think that shows a girl can compete just 

as much as you can” (T9, Ms. Irving). Another teacher mentioned,  

“I'm not the most athletic in all areas and I'm a human being and I show a lot of 

humility by you know… I'll join in on their games and I'm not the best and they 

think ‘Oh my gosh Ms. Baker is playing! Check her! Block her!’ (laughing).” (T2, 

Ms. Baker).  

Although the male teachers admitted they lack the ability to be a direct role model for 

girls in PE, they both agreed that representation matters. One of the male teachers 

provided representation for girls in his class by bringing in a female colleague to teach a 

yoga unit. He remarked, “She was amazing with them and I think that helped with 

opening up the girls seeing that they have representation.” (T7, Mr. Gibson).  

 Another common strategy described by all, but one teacher was promoting 

healthy peer relationships for female students. Teachers detailed how they aim to do this 

by encouraging their students to be kind and inclusive to each other. One teacher 

mentioned, “... if I have one girl who's extremely quiet and not so engaged, I pair them 

with one of the girls that I know will make an effort to connect with them and ensure that 

they feel welcome.” (T6, Ms. Fleming). Likewise, another said “What I'm doing in my 

current position is giving them more or less a toolkit, to be able to handle adversity when 
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it comes to relationships.” (T7, Mr. Gibson). Similarly, the teachers reported that they use 

a variety of grouping strategies that promote social mixing and prevent cliques from 

having a negative influence on the social environment. One teacher mentioned, “I'll say 

find someone that’s born in the same month as you. Because you don't want that one 

student that never have a partner, and is always saying ‘Miss, I don't have a partner.’”. 

(T1, Ms. Adler). Likewise, another teacher stated, 

 “They know that anytime I'm putting them into teams or groups, they really don't 

know how I'm going to do it. I'll be like get with a partner that's about your same 

ability and I'll divide it that way or I'll say get yourselves in a group of four and 

then number yourselves off 1-2-3-4, divide them all out” (T9, Ms. Irving).  

 Another strategy that was highly mentioned by teachers was building 

relationships with the girls in their classes. Teachers felt that building a strong 

relationship with the girls in their class can help them become more comfortable 

performing, willing to participate and ask questions in PE class. One teacher said, “I think 

developing a relationship is really important in order to reach those kids… I don't care if 

it's phys ed or whatever.” (T1, Ms. Adler). Similarly, another said, “I like to get to know 

the students, get to know what motivates them, their interests, so when it comes to gym, I 

speak to the student, I don't speak to the gender.” (T7, Mr. Gibson). Another teacher 

stated, “I always try to start off with like cooperative games, building that relationship 

with all of them and I play with them and I joke around with them, so they see that I'm 

there to have fun.” (T3, Ms. Campbell).  

 Using gender neutral language, challenging gender bias, and promoting 

diversity were mentioned a few times throughout the interviews.  Teachers described that 
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they do this to create a sense of trust, belonging and inclusivity for their female students, 

which contributes to a sense of relatedness. Three teachers mentioned how they are 

conscious about the language they use when teaching in PE, and the two males were the 

only teachers to mention concrete ways they challenge gender bias. One teacher said, 

“...any type of negative talk against gender, you gotta model appropriate behavior and 

you gotta call it out and shut it down when you hear it, you gotta be actively listening for 

it as a teacher.” (T10, Mr. Jones). Another commented, “I don't say okay girls and boys, 

or guys and girls or whatever, I try to pick something gender neutral or just call it my 

homeroom name.” (T2, Ms. Baker). Another stated, “I think in gym class it matters 

probably just as much as in just like a regular classroom setting, but always emphasizing 

to make sure everyone is included, consider how your making somebody feel right now” 

(T6, Ms. Fleming). One teacher mentioned,    

“In media literacy we do discuss gender bias because these students are being 

exposed to it on a daily basis and unfortunately the mass majority of them will 

actually internalize that. If we didn't discuss it, if we didn't help them critically 

think about these things, it's a lot of-the gender biases that we see are going to 

perpetuate.” (T7, Mr. Gibson).  

In aim of promoting a sense of relatedness, two teachers described how they 

divide their students into groups by gender. One teacher mentioned, “I've separated by 

gender. That works well, I think.” (T4, Ms. Dunn). Another commented, “We had four 

classes of 7-8 and we combined two of the classes, he took all the males, I took all the 

females. We did more skills, and the boys played more games because boys just want to 

play games” (T9, Ms. Irving). Another stated, “I find sometimes what works with there’s 
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boys that want to be with certain boys and won't be passing to the girls, then I try to have 

activities where they’re just on their own team.” (T5, Ms. Edwards). Similarly, one 

elementary PE-specialist discussed how she would like to learn how a girl only PE class 

benefits girls, as she has been told not to split up her class by gender anymore. She said,  

“So, sometimes I've done like boys and girls, however now we're not supposed to 

do any of that, we've been kind of told we're not supposed to split anybody up, boy 

versus girl anymore… I think it would just be really cool to pilot what it would be 

like to have just a girls gym class and a boys gym class and… how that would 

work, to compare to what I've taught the last eight years and does it make a 

difference?” (T8, Ms. Hayes).  

4.4 What’s helping and hindering teachers?: Teachers’ Barriers and Facilitators to 

Including and Engaging Girls in PE  

Table 6. Summary: What’s helping and hindering teachers? Teachers’ Barriers and Facilitators 

to Including and Engaging Girls in PE 

4.4.1 Intrapersonal Barriers and Facilitators  

Sub-Categories  Example 

Attitudes Toward Inclusion and 

PD 

Facilitator: “... I do need to approach some girls 

differently and I think a lot of teachers would love to have 

that resource or PD...” 

Personal Background with Sport 

and Physical Activity  

Barrier: “...nobody's ever showed you how to teach a 

sport you've never played.” 

Facilitator: “My physical literacy is very high, and I can 

break down skills into whatever a student needs to get to 

that next step.” 

Confidence Teaching PE Barrier: “...I don't have the training or the confidence 

that teacher has...” 
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Facilitator: “...for me gym is something that I have to put 

no effort into because I can just pick it up, I don't need 

anything...” 

4.4.2 Institutional Barriers and Facilitators 

Sub-Categories Example 

Support From School 

Administration  

Barrier: “...the school I was at before had fairly limited 

resources...” 

Facilitator: “I brought in the tchoukball for the reasons 

of inclusivity, they let me buy all the equipment...” 

PE Professional Development 

Experience  

Barrier: “...even some of the stuff that's recommended 

like in OPHEA, I find sometimes it just bombs...” 

Facilitator: “I remember getting resources and stuff like 

fitness activities from OPHEA, so our board is pretty 

good I think, offering what is needed...” 

Vague Curriculum  Barrier: “The curriculum doesn't help at all for phys 

ed.” 

Lack of Time  Barrier: “...often teachers will cut gym if they have to 

extend something like math for example...” 

 

4.4.1 Intrapersonal Barriers and Facilitators  

 This category describes intrapersonal barriers and facilitators that are specific to 

the teachers’ background, experience, and beliefs. Teachers discussed how their personal 

background with sports and PA, and confidence teaching influence their ability to teach 

PE inclusively.  

 All participants had positive attitudes about welcoming and including their 

students in PE, regardless of gender. Most teachers described how they aim to treat all 

students equally within PE, and that getting to know their students was the most 

influential factor that determines how they teach each student in PE. One teacher stated, 

“I don't try to treat anyone differently based on gender. Especially in regard to phys ed, I 
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just try to know my students and know what's going to motivate them.” (T2, Ms. Baker). 

A second teacher mentioned, “I like to think that I'm inclusive generally, whether it's for 

gender or race or religion…For girls specifically I just try to be open, honest, and 

flexible.” (T10, Mr. Jones). 

When asked what an ideal PE class for girls would look like, some teachers 

described that gender would not come into play. One teacher stated, “I definitely think 

that you wouldn’t see the differences between the genders.… there's no sense of they’re 

better than me because they're a boy and I'm a girl.” (T5, Ms. Edwards). One teacher 

discussed how gender stereotypes and biases that filter into the PE classroom are a result 

of past generations beliefs’, and that teachers should be working to dispel these notions 

within PE. The teacher said,  

“I think that's a fallback on their parents’ generation, my generation, it was 

accepted that there was a gender inequality, that boys could always outperform 

girls. And as a teacher, I think it's my role to dispel that, to talk about the truth of 

it, right.” (T7, Mr. Gibson). 

 Many of the teachers believe that PE should be an inclusive space for all students 

so that they can receive the mental and physical benefits of PE, and develop the skills, 

knowledge, and motivation for lifelong physical activity. One teacher stated, “I definitely 

think physical education is important for everybody, it doesn't really matter who you are, 

everybody needs it.” (T8, Ms. Hayes). Likewise, another teacher mentioned,  

“I think it's important to teach those lifelong skills and the importance of an 

active healthy lifestyle because I think men kind of continue, it's like a boy's club, 
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they still participate in baseball or different things after they leave school. Women 

tend to not." (T9, Ms. Irving). 

The teachers in this study had very diverse backgrounds, experiences, and 

attitudes regarding sport, PA, and PE. Some teachers had a love for sport and PA that 

made them motivated and excited to teach PE. When one teacher was asked how her 

personal experiences and personality influence her ability to teach girls inclusively, she 

stated,  

“Oh I'd say that's probably the best! It’s only because I have done all kinds of 

sports, I still compete, and I'm still active, like I played volleyball last night, I’ve 

played ball hockey, tug a war, I mean I work out every morning and I tell the kids, 

I'm up at 5:20 so I can work out in the morning, but I say these things not to say 

‘oh I'm really good’, it's to say I like to say I stay active and I think it inspires 

them to keep active.” (T9, Ms. Irving).  

All of the PE-specialists and the one male generalist teacher discussed how their 

knowledge and love of sports makes teaching PE fun, enjoyable and sometimes easy part 

of their job. One PE-specialist who currently has a generalist teaching position 

mentioned, “I have to teach eight classes, eight different subjects, so for me gym is 

something that I have to put no effort into because I can just pick it up, I don't need 

anything.” (T8, Ms. Hayes). All PE-specialist teachers described how they played 

various sports growing up, exercise daily, still play in competitive sports leagues to this 

day, or coach the sports teams at school. Additionally, some of these teachers believe that 

their passion for PA and health shape their outlook on the importance of PE, contribute to 
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their self-efficacy teaching PE, and improve their ability to create an inclusive 

curriculum. One teacher mentioned,  

“My own background in sport has given me a lot of knowledge of sports skills. I 

always found sports very easy, and I’ve played almost all of them at some 

level.  My physical literacy is very high, and I can break down skills into whatever 

a student needs to get to that next step. That knowledge I think is invaluable in 

terms of being able to find a place for everyone to have an entry point. I can't 

imagine someone not knowing about sports and physical activity, teaching phys 

ed inclusively, you couldn’t. If it was a classroom teacher who never played any 

sports or never really did any physical activity, I don't know how they would be 

able to teach phys in a way that makes everyone feel included. It would be very 

difficult.” (T10, Mr. Jones). 

The female PE-specialists described how they can connect with their female 

students and might be able to role model to girls in PE better than male teachers. A 

female PE-specialist commented on the importance of female representation in sport and 

PA, as she stated, “I think it is because then they can kind of see it… one of the reasons I 

became a teacher was because I had really great role models of teachers growing up and 

I want to be that for someone!”. Meanwhile, a male teacher commented, “I tried to get 

the other person's perspective but I don't have the lived experiences that a girl does. I 

have my lived experience as a boy and a man” (T7, Mr. Gibson).  

In contrast, the remaining generalist teachers (who were all female) discussed 

how their lack of experience and disinterest in sports, can make teaching PE very 

difficult. Many of the female generalist teachers discussed how their lack of personal 
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interest and experience in sport may make their PE classes very different from teachers 

who have passion and experience with sport. One teacher mentioned,  

“...elementary school phys ed, it really does make a teachers job difficult, 'cause 

we all come to the table different lenses and schemas and backpacks, right. So, I 

myself am not super athletic in most sports and I might not be presenting the sport 

the same way that either another female teacher is that's athletic, or male teacher 

that's coaching almost all the sports at the school” (T3. Ms. Campbell).  

They also described how their lack of personal experience or interest may 

negatively impact their self-efficacy and confidence teaching PE, and their students’ 

engagement. One teacher mentioned, “...myself not being as confident, maybe isn't trying 

to do all the different skills, or isn't doing the different things that the teacher next door is 

doing because I don't have the training or the confidence that teacher has.” (T3, Ms. 

Campbell). Likewise, another commented   

“I think you're just sort of shoved out in the real world in your first year and 

nobody's ever showed you how to teach a sport you've never played. I really do 

think that you're just sort of left to hope that you’re athletic, and hope that you 

have some knowledge on sports.” (T6, Ms. Fleming). 

A few of the teachers discussed how having female teachers teach PE who do not 

have PE experience or knowledge, might further perpetuate the notion that women are 

less knowledgeable than men in terms of sport and PA. One teacher mentioned, “I don't 

think it's fair or responsible of us in this industry to be positioning men as more 

knowledgeable in terms of athletics” (T2, Ms. Baker). Similarly, the male PE-specialist 

discussed how there needs to be more representation of female PE-specialists in schools. 
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He stated, “We need to find people that our kids see themselves in… I'm okay being half 

the phys ed teacher but I think that other person shouldn't be another white male” (T10, 

Mr. Jones).  

In contrast, there was a discussion that female generalist teachers with low 

confidence in PE might be able to connect with disengaged female students because they 

can directly relate to their experiences. One teacher commented, “The group of girls that 

would have lower levels of enthusiasm and be more engaged in dance or yoga or even 

just going for walks, I’d have to say I do identify with that group.” (T2, Ms. Baker). One 

teacher mentioned, “I can participate in the activities and show the girls that I'm a girl 

participating in the activities, but it's different if they have a male teacher, is it going to 

push them to like build that confidence?” (T5, Ms. Edwards). 

All the teachers who participated in this study were either open to or expressed a 

clear need for PD opportunities on engaging girls in PE. When asked if they would want 

or be open to PD about gender-inclusive teaching, all teachers responded receptively. 

One said, “I’m all for it. Absolutely.” (T7, Mr. Gibson). Another stated, “Oh, for sure. 

Yeah, getting girls engaged, that's for sure important. I think that I’m always open to 

learning different things.” (T9, Ms. Irving). Another teacher stated, “I do need to 

approach some girls differently and I think a lot of teachers would love to have that 

resource or PD or whatever it may be provided to them. I think it would be awesome.” 

(T6, Ms. Fleming). Likewise, another teacher commented, “I think we're having a 

disservice done by not having more phys ed PD.” (T2, Ms. Baker).  

In terms of PD related to engaging and including girls in PE, elementary teachers 

described that they are interested in learning practical strategies to engage girls in PE, 
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build girls’ confidence, and improve teacher and female student relationships. A teacher 

commented, “I feel like that is one of my struggles, is still trying to get them all just go 

for the ball, put your arm out, try to catch the frisbee, kick the soccer ball, just give it a 

shot, they don't want to.” (T8, Ms. Hayes). Another teacher mentioned, “I certainly give 

girls a pass more often than any other kids. I don't wanna push them to the point of them 

disliking gym or disliking competitive sports” (T6, Ms. Fleming). Likewise, another 

teacher stated,   

“it would be nice to have some different strategies in order to engage female 

participants in gym, I do know that there is a need in the elementary level at least 

for us to try and find ways to engage them and at this time there is really not that 

many strategies out there” (T3, Ms. Campbell). 

Both male teachers in this study described how they are interested in learning 

more about the female perspective in PE. One teacher said, “I’d want to hear from girls. 

I’d want to hear girls’ stories about why they enjoyed PE or why they shut down” (T10, 

Mr. Jones). Likewise, the other male teacher commented, 

 “I would love to read more about lived experiences of girls or women who have 

gone through the public education system in gym. Reading an account like that I 

think would go a long long way to helping us teachers with less responding and 

more anticipating, properly anticipating.” (T7, Mr. Gibson). 

4.4.2 Institutional Barriers and Facilitators  

This category describes institutional barriers and facilitators that exist within the 

educational system and school environment that are beyond teachers’ direct control. 
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Teachers discussed the amount of support they receive from their school administrations, 

marginalization of PE, curriculum content and PD opportunities.   

Several variables that exist within schools that can act as a barrier or facilitators of 

teaching quality and inclusive PE were mentioned by teachers. Primarily, teachers 

reported that the prioritization of PE varies from school to school, and it is dependent on 

whether teaching staff or school administrators are passionate about PE. One teacher 

mentioned, “Amongst the elementary schools in our boards the funding is different... I 

think it depends on who’s there and who has the passion, who is putting their foot down.” 

(T3, Ms. Campbell). Another teacher commented, “I think you know if there was a really 

passionate gym teacher who wanted to organize all that, awesome, I'm all for it” (T5, 

Ms. Edwards). Likewise, another teacher stated, “I think it depends on your principal too, 

like where they are willing to allocate the money” (T4, Ms. Dunn). Funding that teaching 

staff receive might have an impact on the variety of options and activities teachers can 

deliver to their students in PE. One teacher said, “the school I was at before had fairly 

limited resources. We also didn't really have the storage space. It was very limited so 

there were very traditional kind of materials in the in the gym storage” (T4, Ms. Dunn).  

Other teachers described that the support from their schools and administrative 

staff financially has allowed them to provide activities that their female students favour in 

PE. One teacher mentioned, “one year I had a girl in my class who was really into boxing 

so I brought someone into class and he taught them like some self-defence, and so yeah, I 

am definitely supported for all of that.” (T8, Ms. Hayes). Likewise, another said “Yes, I 

feel supported by my school. I pretty much have any equipment I've needed, I have made 

my equipment room what I like.” (T9, Ms. Irving). Similarly, a teacher stated,  
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“I’ve never had an issue with lack of support. I brought in the tchoukball for the 

reasons of inclusivity, they let me buy all the equipment, and you use the students, 

use their voice and they can change the way that you will you do things.” (T10, 

Mr. Gibson).  

 There was also some discussion about the marginalization of PE in general within 

some schools. Notably, generalist teachers described how prioritizing PE can be a 

struggle on its own, much less thinking about how they could make their PE classes more 

inclusive. Lack of time seemed to be a constraint to successfully delivering PE as a 

generalist teacher. One teacher mentioned, “often teachers will cut gym if they have to 

extend something like math for example.” (T2, Ms. Baker). Another stated, “As a 

generalist teacher you have all these subjects that you have to teach within a 300-minute 

block time throughout every day and to fit in what you plan to fit in” (T7, Mr. Gibson). 

Similarly, another teacher commented,  

“let's be honest, most parents when they're looking at their report card, they’re 

looking at math and language. And so phys ed sometimes gets put to the side 

because teachers in elementary are always trying to juggle all the other subjects 

that parents are going to be asking 1000 things about.” (T3, Ms. Campbell).  

Some of the generalist teachers described how they felt their low confidence was 

partially because the curriculum is vague and there is a lack of support for generalist 

teachers responsible for teaching PE. One teacher stated, “The curriculum doesn't help at 

all for phys ed.” (T5, Ms. Edwards). Another teacher commented, “I feel the exact same 

way. We're not only teaching the skill, we’re also assessing the skill as people who don't 

really have much knowledge in it, if we were one of those kids who were disengaged in 
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gym.” (T6, Ms. Fleming). Likewise, another teacher stated, “...the physical education 

document is very vague among the other documents and it would be great if they were a 

little bit more specific.” (T3, Ms. Campbell).  

Teachers discussed their past experiences related to PE-related PD, and their 

perspectives on whether it was helpful or not. Some teachers discussed how they have 

never received any support or training for teaching PE. One teacher commented, “I’ve 

never had any board-funded PD or anything like that.” (T6, Ms. Fleming). Another 

teacher mentioned, “I don't feel like there's a lot of positive resources through the 

curriculum that helps plan out phys ed at all.” (T5, Ms. Edwards). Additionally, a few 

teachers noted how they often receive training or support related to core subjects but have 

not received any for PE. A teacher mentioned, “The only instructional coaches that we 

have that I'm aware of are math, reading, and writing. So, I think if we even just had one 

phys ed instructional coach that could travel around our board that would also be 

incredibly helpful.” (T2, Ms. Baker). Another commented, “I participated in a really cool 

experience in our board when I was teaching grade 7/8, we paired up with the high 

schools, it was for math…so something like that would be really neat to do [for phys ed]” 

(T4, Ms. Dunn). 

In contrast, some teachers have received PD or training for PE, despite many of 

the instances described being short-term in nature. One teacher mentioned, “I’ve gone to 

phys ed workshops put on by the board. I remember getting resources and stuff like 

fitness activities from OPHEA, so our board is pretty good I think, offering what is 

needed.” (T9, Ms. Irving). Another explained, “...at the beginning of school year my VP 

did some cooperative games with pool noodles and we all were like ‘wow this is great’, 
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but then we all were like fighting over the two pool noodles that he had bought.” (T3, Ms. 

Campbell). Another teacher commented on the quality of short-term resources, stating, 

“...even some of the stuff that's recommended like in OPHEA, I find sometimes it just 

bombs (laughing), like and you're thinking ahhhh.” (T4, Ms. Dunn).  Many teachers 

desire PD that is ongoing and practical, as one teacher commented, 

 “...to have it over a duration of time that doesn't just stop after that 3:30 mark, 

like okay your PD is done, hopefully, you wrote down every instruction that you 

need and you have amazing games for the next 100 days of school, good luck to 

you…” (T5, Ms. Edwards). 

The elementary generalist teachers described how they felt unsupported in 

teaching PE and would love more resources and PD on teaching PE in general. The 

generalist teachers expressed that they are interested in learning strategies to manage the 

variety of student interests and abilities in their classes, improving student mental health, 

and gaining confidence in teaching PE. One teacher commented, “I think just getting the 

confidence, to make sure that I'm doing it correctly. To have some guidance around 

program planning to make sure what I’m covering is consistent with what the teacher 

next door is teaching.” (T3, Ms. Campbell). Another teacher mentioned, “I think general 

PD and resources for how to teach gym effectively for all learners would be awesome 

and then maybe girls as like a subgroup within that.” (T6, Ms. Fleming). Likewise, 

another teacher stated, “I think now more than ever we need to be allowing for greater 

mental health, and obviously a huge piece of that is phys ed, getting outside and having 

the training to support that would be life-changing.” (T2, Ms. Baker). Some are also 

interested in receiving guidance on lesson planning and teaching skills. One teacher 
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commented, “I would definitely say just planning the year, what that includes, how long 

it's going to go on for, like how many classes were going to do it for, what does every 

single activity look like?” (T5, Ms. Edwards).  
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Chapter 5: Discussion 

The purpose of this study was to develop recommendations for future PD that will 

support teachers in their teaching practices that are inclusive and engaging for girls in PE, 

based on the views and experiences of Ontario teachers. This project was guided by the 

following research questions: 1) What is the capacity of Ontario teachers to facilitate 

inclusive and engaging physical education for girls? 2) What are the PD needs of teachers 

to improve their capacity to facilitate inclusive and engaging physical education for girls? 

5.1 Research Question 1: What is the capacity of Ontario teachers to facilitate 

inclusive and engaging physical education for girls? 

 The teachers in this study described many strategies that they were employing in 

PE to improve the inclusion and engagement of girls in their PE classes.  

When discussing student autonomy, teachers described how they value students' 

voices and provide choice, offer a variety of activities, provide leadership opportunities, 

help students develop an understanding of the importance of lifelong PA, and respect 

students’ religious activities. All these strategies align with best practices and have been 

successful methods of engaging girls in previously discussed literature (Cowley et al., 

202; Davis et al., 2018; Gibbons & Humbert, 2008; Gruno & Gibbons, 2016; Lamb et al., 

2018; Mitchell et al., 2015). For example, many of the teacher participants in our study 

reported valuing girls’ interests and preferences, which was a successful strategy in the 

girl-centred PE intervention in the study by Mitchell and colleagues (2015).  

Strategies to promote a sense of competence were also discussed by teachers, 

which included using authentic methods of assessment, engaging students in non-

competitive confidence-building activities, facilitating skill progression, offering 
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encouragement to students, teaching health and fitness concepts, offering multiple levels 

of competition, creating a supportive learning environment, and goal setting. All these 

strategies are also considered best practices and have been successful in promoting 

confidence, skill development and engagement in girls (Cairney et al., 2012; Corr et al., 

2019; Cowley et al., 2021; Davis et al., 2018; Gibbons & Humbert, 2008; Mitchell et al., 

2015; Sulz et al., 2020). The most mentioned strategy in the study that promotes 

competence was utilizing methods of authentic assessment. Many girls report that 

performing assessments in front of the class that are skill and performance-based, can be 

intimidating, humiliating, and uncomfortable (Cowley et al., 2021; Davis et al., 2018; 

Gruno & Gibbons, 2016). Many teachers in our study reported how they utilize authentic 

methods of assessments that are based on learning outcomes such as effort, attitude, and 

progression, which avoid uncomfortable situations that were reported by girls in the 

qualitative inquiries by Corr et al. (2019) and Cowley et al. (2021). 

Lastly, teachers described some strategies they use to promote a sense of 

relatedness including role modelling, promoting healthy peer relationships, using a 

variety of grouping strategies, fostering positive teacher-student relationships, using 

gender-neutral language, and challenging gender bias in the classroom, and promoting 

diversity. All these strategies have been identified in the literature as best practices 

(Cameron & Humbert 2020; Coen et al., 2019; Corr et al., 2019; Cowley et al., 202; 

Davis et al., 2018; Fisette, 2013; Gibbons & Humbert, 2008). Teachers’ role modelling 

skills, humility, and inclusive behaviour were highly mentioned strategies, that have been 

reported by girls as motivating factors for their participation (Corr et al., 2019; Cowley et 

al., 2021; Lamb et al., 2018; Mitchell et al., 2015). The girl participants in the qualitative 
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inquiry by Corr et al. (2019) also described how having their friends and teachers 

participating with them in PE makes them feel more comfortable. This also aligns with 

our findings that describe how teachers intentionally build relationships with students in 

PE to promote inclusion. Additionally, girls report they are more likely to be engaged if 

their teacher is involved and the class and provides encouraging feedback (Corr et al., 

2019; Fisette, 2013).  

Although multiple strategies have been mentioned by the teachers in this study, it 

is important to recognize that there are key best practices that were rarely mentioned. 

There were only a few strategies identified to challenge gender bias, promote diversity, 

explore advocacy, and discuss gender stereotypes, and nearly all the strategies mentioned 

were implemented in other school subjects outside of PE. Some teachers described how 

they discussed gender inequity with their students in other classes, such as language, 

media literacy or social studies, outside of a PE context. Societal expectations and gender 

norms have been identified as a barrier to girls’ participation in PE, as they are related to 

other issues relating to body image, health-related behaviours, and upholding views of 

femineity in a sport or PA context (Corr et al., 2019; Cowley et al., 2021). Teachers 

should be given strategies to challenge gender bias, promote diversity, explore advocacy, 

and discuss gender stereotypes within their PE classes. Cameron and Humbert (2020) 

discuss the importance of a teacher’s role in critically examining gender in their 

classroom and facilitating discussions with students about the sources of gender 

inequities. None of the strategies mentioned by teachers in this study included 

discussions, reflections, or lessons on gender inequity in sports or PA. Teachers should be 
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aware of how and why gender bias manifests in PE and be given strategies to address it in 

the PE space (Cameron & Humbert, 2020).  

A small number of strategies were mentioned that are not align with best practices 

recommended for teachers. Teachers should be made aware of common teaching 

practices that perpetuate gender bias and can unintentionally disengage girls in PE. 

Mainly, some of the teachers in this study described how they segregate girls and boys 

when doing activities and making teams, with the intention of making girls more 

comfortable. Additionally, a few teachers described how they thought that separating 

girls and boys into separate PE classes at the intermediate level would be beneficial to 

girls. Although, it is considered best practice to offer optional opportunities for girls-only 

activities, segregating students by gender and making it mandatory can be discouraging 

to some girls and can also make PE uncomfortable for gender-diverse students (Cowley 

et al., 2021; Devís-Devís et al., 2018; Fisette, 2013). This is a similar finding to that of 

Valley and Graber (2017), where the teachers unintentionally created unequal power 

dynamics between gender in their classes by doing this. Although some teachers in our 

study could identify why this strategy may perpetuate the notion that girls are more suited 

for a less competitive and more fun PE class, some did not. Our findings suggest that we 

may better support teachers’ capacity to include and engage girls in PE if future PD 

provides teachers with strategies to challenge gender bias, promote diversity, explore 

advocacy, and discuss gender stereotypes within their PE classes. Additionally, PD could 

also educate teachers on common teaching practices that perpetuate gender bias and can 

unintentionally disengage girls in PE (Figure 2).  
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Figure 2. Recommendations for Future Professional Development (Part 1/3). 

 

Our findings and the literature on this topic suggest that we may better support 

teachers’ capacity to include and engage girls in PE if future professional 

development... 

1. Provides teachers with strategies to challenge gender bias, promote diversity, 

explore advocacy, and discuss gender stereotypes within their PE classes. 

2. Educates teachers on common teaching practices that perpetuate gender bias 

and can unintentionally disengage girls in PE.  

 

5.2 Research Question 2: What are the professional development needs of teachers 

to improve their capacity to facilitate inclusive and engaging physical education for 

girls? 

Overall, the teachers who participated in this study had positive views toward 

girls’ inclusion and engagement within PE. Teachers reported that girls deserve equal 

opportunities to gain the physical and mental health benefits of PE. Moreover, teachers 

had positive attitudes towards receiving PD on engaging girls in PE. Unlike the teachers 

in the study by Howley and O’Sullivan (2021) who were hesitant to change their 

practices, the teachers in our study are open to changing their practices to support girls 

and have even recognized instances where they need support. Although there were many 

strategies identified by participants, they recognized it would be beneficial to have a more 

diverse toolkit or reservoir of strategies.  
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Teacher participants shared many strategies and identified numerous barriers that 

address intrapersonal and interpersonal issues for girls in PE that aligned with the SDT 

(Deci & Ryan, 2000). Participants were keen to increase girls’ intrinsic motivation for PE 

and to address the barriers that were impeding it. However, none of the teachers in this 

study recognized gender stereotypes or societal expectations of girls as a barrier. This 

may indicate that the teachers are not fully comprehending how these societal roles or 

expectations still play a large role in girls’ lives. These findings suggest that we may 

better support teachers’ capacity to include and engage girls in PE if teachers are given 

the opportunity to learn about all possible barriers and facilitators of girls’ participation in 

PE, not just intrapersonal and interpersonal barriers. Furthermore, we suggest that it may 

be beneficial if PD helps teachers recognize gender inequity, bias and stereotypes in a PE, 

PA, and sports context.  

Oliver and Kirk (2016) discuss the potential positive impacts on girls if teachers 

were to take an activist approach that involves sustained listening and responding over 

time. A direct way for teachers to recognize the inequity and bias impacting the girls in 

the PE classes would be to directly connect and talk with them (Oliver & Kirk, 2016). 

Since gender bias is a well-established major contributor to girls' participation in PE, PA, 

and sports, teachers must listen and work with their female students to transform all 

barriers that girls identify as the problem (Corr et al., 2019; Cowley et al., 2021; Davis et 

al., 2018; Fisette, 2013). This strategy was successful in research conducted by Lamb et 

al. (2018) and Cowley et al. (2021). Lamb et al. (2018) conducted an intervention that 

was able to increase girls’ engagement and motivation to participate in PE programs by 

valuing girls’ voices about their preferences and experiences. Moreover, Cowley and 
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colleagues (2021) indicated that listening to girls’ voices and considering their PA 

interests in PE can support their autonomy, break down perceived barriers and increase 

their motivation to participate (Cowley et al., 2021). 

This concept was also successfully utilized in Enright and O’Sullivan’s (2010) 

intervention that implemented the elements of the activist approach. Over 3 years, this 

research project focused on negotiating curriculum with a group of forty-one 15 to19-

year-old girls in Ireland (Enright & O’Sullivan, 2010). Through qualitative interviews, 

focus groups, and participant journals, the researchers worked to get to know the girls, 

what they valued, and what they experienced as barriers, and then co-created a PE 

curriculum that was then implemented over 8 weeks (Enright & O’Sullivan, 2010). The 

girls in this study not only reported increases in PE participation, but also an increase in 

learning, awareness of PA opportunities, and confidence to pursue those opportunities 

(Enright & O’Sullivan, 2010).  

Many participants in our study described girls as social, hesitant, fearful, and 

unskilled in PE. This aligns with the teachers’ views in the case study by Murphy et al. 

(2014), as the teachers described how girls’ disengagement is typical. This contributes to 

the growing literature that some teachers might have underlying biases and assumptions 

about the roles of girls in PE, PA, and sports. This is consistent with past research 

findings on teachers’ perspectives and practices in PE, in that teachers might not be 

aware of their own biases they hold about gender and PE and how it impacts their 

teaching (Murphy et al., 2014; Valley & Graber, 2017).  

Teachers should be given the opportunity to recognize, reflect and challenge their 

own implicit and explicit biases about girls’ role in PE. A well-established barrier to 
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girls’ participation in PE is a poor relationship with their teacher, and furthermore, if their 

teacher’s behaviours are rooted in assumptions about gender roles (Corr et al., 2019; 

Cowley et al., 2021; Fisette, 2013). Similar biases held by teachers in the Pollock et al. 

(2021) mixed-methods study, were improved by the facilitation of a training program that 

aimed to increase teachers’ awareness about gender bias in schools and provided 

strategies to challenge it. Based on the findings from this research and previous research 

we suggest that teachers’ capacity to include and engage girls in PE may improve if 

teachers are given the opportunity to learn about all possible barriers and facilitators of 

girls’ participation in PE, not just intrapersonal and interpersonal barriers; help teachers 

recognize gender inequity, bias and stereotypes in a PE, PA, and sport context; and the 

opportunity to recognize, reflect and challenge their own implicit and explicit bias about 

girls’ role in PE (Figure 3). 

Figure 3. Recommendations for Future Professional Development (Part 2/3). 

 

 Our findings and the literature on this topic suggest that we may better support 

teachers’ capacity to include and engage girls in PE if future professional 

development... 

3. Provides teachers with the opportunity to learn about all possible barriers and 

facilitators of girls’ participation in PE, not just intrapersonal and 

interpersonal barriers.  

4. Helps teachers recognize gender inequity, bias and stereotypes in a PE, PA, 

and sport context. 
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5. Provides teachers the opportunity to recognize, reflect and challenge their 

own implicit and explicit bias about girls’ role in PE.  

  

The findings about teachers’ personal experiences and background playing a large 

role in teaching PE are not novel in educational research. Several previous studies have 

made connections between teachers’ attitudes, confidence, and approaches in PE, to their 

past experiences and perceived abilities with PE, PA, and sports (Barber et al., 2022; 

Elliot et al., 2013; Robertson-Wilson et al., 2018; Valtonen et al., 2014). A recent 

qualitative study by Robertson-Wilson et al. (2018) conducted semi-structured interviews 

with 5 pre-service teachers from Ontario to explore their perspectives and experiences 

with PE and daily physical activity (DPA). Aligned with our findings, the pre-service 

teachers’ confidence in PE and DPA was tied to biographical experiences and perceived 

abilities related to PA (Robertson-Wilson et al., 2018).  

Based on our research, teachers should be provided with opportunities to reflect, 

discuss, and deconstruct their personal experiences with PE, PA, and sports, with a 

gendered lens. Similarly, a qualitative study examining the biographies and personal 

experiences of pre-service teachers and how these shape their approach to PE, discussed 

how an inclusive and non-competitive pre-service teacher course in PE promotes self-

confidence in teaching PE (Barber et al., 2022). Barber et al. (2022) suggested that this 

course should provide opportunities to reflect, discuss and deconstruct past experiences 

so that physical educators can develop successful teaching methods and confidence in 

their teaching. Additionally, according to Darling-Hammond et al. (2017), effective PD 

involves opportunities for teachers to engage in reflection. Applying reflection of 
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personal experience and perceived ability to a PD opportunity might challenge the lack of 

confidence and experience that some generalists report.  

There were some notable differences between generalist and PE-specialist 

participants. All the PE-specialists and the male generalist reported that their experience 

with sports and PA positively influenced their teaching confidence in PE and shaped their 

outlook on PE. In contrast, many of the female generalist teachers reported the opposite, 

in that their lack of positive experiences with sports or PA contributed to a lack of 

confidence in teaching PE. This is consistent with recent research by Truelove et al. 

(2021), who conducted a qualitative exploration of Canadian elementary school 

generalists and PE-specialists when instructing PE, and their perceived barriers and 

facilitators that influence their teaching practices. Through in-depth interviews with 17 

generalist and 19 PE-specialist teachers, they identified similar factors impacting 

teachers’ practices (Truelove et al., 2021). Similarly, to our findings, Truelove et al. 

(2021) found that generalist teachers report a lack of time, lack of confidence, a lack of 

knowledge and experience, and a lack of training as barriers to instructing PE. 

Meanwhile, PE specialists report that their personal interest is a facilitator. It appears that 

generalist teachers may be at a disadvantage teaching PE due to these barriers, and that 

generalist teachers should be given opportunities to develop the knowledge, confidence, 

and support needed to continue to instruct PE (Truelove et al., 2021). Unlike our study, 

other findings from this study indicated that teaching philosophies and goals also differ 

between specialists and generalists. Specialist teachers’ philosophies focused on 

developing their students’ physical literacy and lifelong capacity to participate in PA, 

meanwhile, the generalists’ goals were focused on accruing daily PA (Truelove et al., 
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2021). Tailoring PD to teachers’ needs and interests can increase the success of teaching 

and student outcomes (Patton et al., 2015). Based on our findings and past research that 

generalists and specialists have different needs, we suggest that future PD be tailored to 

the unique needs of teachers’ diverse professional and personal backgrounds.  

 

The teachers who participated in this study utilized several strategies to engage 

girls in PE, most of which align with best practices. While the 10 participants in this 

study may not require a PD experience that teaches strategies to increase autonomy, 

competence and confidence, and relatedness many others perhaps would. This study had 

10 participants, all of whom were likely motivated to participate because they care about 

girls' PE to some degree. It could be assumed that many are already more knowledgeable 

than other teachers on engaging girls in PE.  

Moreover, while discussing PD needs with the teachers in this study, the main 

concern of teachers was that future PD be realistic, comprehensive, and contain ready-to-

use strategies. A core feature of effective PD is that it meets teachers’ needs and interests 

and is delivered in a variety of formats that can address the unique contexts of individual 

schools (Patton et al., 2015). Therefore, we may better support teachers’ capacity to 

include and engage girls in PE if PD for teachers provides opportunities for teachers to 

reflect, discuss and deconstruct their personal experiences with PE, PA, and sport, with a 

gendered lens; be tailored to the unique needs of teachers’ diverse professional and 

personal backgrounds; and provides teachers with ready to use strategies, methods, and 

activities that can promote the inclusion and engagement of girls in PE (Figure 4).  
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Figure 4. Recommendations for Future Professional Development (Part 3/3). 

 

 

5.3 Visual Model: Teachers’ Capacity to Teach Inclusive and Engaging PE for Girls  

 Often in grounded theory, the main findings are presented as a framework for 

understanding through a visual model (Creswell & Poth, 2018). Figure 5 below 

represents the main findings of this research and visually describes the answers to the 

first research question. This study has shown that teachers’ capacity to teach inclusive 

and engaging PE for girls is a multifaceted social process that is influenced by multiple 

elements of a teacher’s occupational and personal life.  

 Although teachers have positive attitudes and perceptions of girls in PE and are 

currently engaging in some best practices to include and engage girls in PE, there is 

further professional support wanted by and needed for teachers. With further support 

 

Our findings and the literature on this topic suggest that we may better support 

teachers’ capacity to include and engage girls in PE if future professional 

development... 

6. Provides opportunities for teachers to reflect, discuss and deconstruct their own 

personal experiences with PE, PA, and sport, with a gendered lens.  

7. Is tailored to the unique needs of teachers’ diverse professional and personal 

backgrounds.  

8. Provides teachers with ready-to-use strategies, methods, and activities that can 

promote the inclusion and engagement of girls in PE. 
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through PD, teachers will be able to assess their implicit biases, address gaps in their 

teaching practices, and increase their teaching self-efficacy. 
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5.4 Strengths & Limitations  

 

 The main strength of this research is its novel contribution to the literature. 

Previous research on inclusive and engaging PE for girls has primarily focused on 

determining best practices through interventions and explorations of girls’ experiences. 

Currently, there is a lack of literature approaching this issue with a pragmatic lens, that 

views the use of PD as a possible solution to the issue.  

 Another strength of this research was its methodology. This study used the 

qualitative methodology of grounded theory, which was an appropriate choice of method 

as it aimed to develop an explanation for a social process (Creswell & Poth, 2018, p.82). 

This research allowed for a deep understanding of teachers’ experiences, attitudes, and 

knowledge surrounding inclusive and engaging PE for girls, as grounded theory heavily 

focuses on data derived from participants (Corbin & Strauss, 1990).  

 Another strength of this research was the trustworthiness. As described earlier, the 

research team established credibility, transferability, dependability, and confirmability, as 

the core components of trustworthiness (Lincoln & Guba, 1985). Multiple actions by the 

authors occurred throughout the process of this research that contributed to the 

trustworthiness of the data. 

 There are limitations of this research to consider. The first is the number of 

participants. There were 10 teacher participants in this research. Although more 

participants would have been ideal, and we were aiming for 10-14 participants, we were 

able to reach data saturation with 10. Additionally, during the time of data collection, 

participant recruitment was extremely difficult due to provincial-wide lockdowns in 

response to the COVID-19 pandemic impacting teachers. At the time of recruitment, 
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teachers were amid switching from in-person learning to online learning, and back to in-

person learning, between December 2021 and February 2022. Teachers experienced high 

levels of stress and burnout throughout the COVID-19 pandemic, which may have 

hindered their willingness to participate in a focus group or interview (Sokal et al., 2020). 

 Another limitation to consider is selection bias. This occurs when there is a group 

of the population that is less likely to be recruited (Bassil & Zabkiewicz, 2014). The 

recruitment was aided by the circulation of posters through email and social media that 

described the purpose of this study. It is important to consider that the group of teachers 

that voluntarily participated in this study, may not represent the entire teacher population 

accurately regarding views and attitudes towards girls in PE. These teachers may hold 

more positive and progressive views than the general population of teachers, as they were 

willing to contribute their time and energy to this research.  

 A further limitation of this research includes social desirability bias. In the focus 

groups and interviews, we asked teachers about their teaching practices and inquired 

about their struggles and challenges teaching PE to girls. It is important to note that social 

desirability bias may have occurred during data collection, which is when participants 

answer questions in a way that will be viewed favourably by others (Bassil & 

Zabkiewicz, 2014). An added method of in-class observation of teachers would have 

been ideal, however, restrictions due to COVID-19 would have made this difficult. Since 

we did not observe teachers in their classrooms and account for their actual teaching 

actions, we cannot be certain that their descriptions of their teaching practices in the 

focus groups and interviews are accurate. A proactive response to this limitation included 

the authors taking multiple steps to maintain confidentiality and create a sense of 
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welcome and trust with our participants, which would hopefully encourage them to 

respond honestly during focus groups and interviews.  

 This research was focused on girl-friendly PE and teacher professional 

development; the interviews were designed to inquire about biological females, as 

opposed to those who identify as female. In PE there is an increasing need to consider the 

PE needs of students who identify as a gender that is different than their biological sex. 

This can be a challenge because some schools and teachers provide sex-segregated PE in 

high school. It was beyond the scope of this work to inquire into PE for students who 

identify as a different gender from their sex and the teacher PD needs for this. However, 

this is an important and emerging area that will require teacher PD and additional 

approaches to gender-inclusive PE.  

 An additional limitation to consider was the lack of diversity in the teacher 

participant pool. There was only one visible minority that participated in this study, and 

we cannot be sure that findings would be the same with a more accurately diverse 

representation of the teacher population in Ontario. Future research on teacher PD for PE, 

including girl-friendly PE, needs to consider the perspectives and needs of all teachers to 

ensure a robust professional development approach is developed to meet the requirements 

of all teachers.       

5.5 Conclusion 

 In conclusion, our findings support the view that the engagement of girls in PE is 

still a challenge for teachers, despite advances in PE research. Although these teachers 

are currently using a variety of strategies to include and engage girls in PE, there is a 

need for further support and tailored PD for teachers. Whilst it is acknowledged that these 
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teachers have positive views and are implementing strategies and methods to welcome 

girls in PE, there are gaps in their teaching practices and knowledge, that if addressed 

might improve teachers’ self-efficacy and the PE experience for girls.  Our findings also 

show that numerous intrapersonal barriers are hindering teachers’ capacity to include and 

engage girls in PE, which could potentially be challenged with future support or PD.  

 Due to the nature of qualitative research and the limited sample size, this 

information cannot be generalized to the entire population of Ontario teachers. 

Nevertheless, much of this research is consistent with previous literature in the area. 

Future research should include a larger sample size of observed teachers, so that reported 

teaching practices can be compared to their actual teaching practices.  

PD and professional support for teachers is a future solution to the well-known 

issue of girls’ disengagement and exclusion in PE. This research progresses Oliver & 

Kirk’s (2016) work indicating that we need to move away from documenting ‘what is’ 

and move towards describing ‘what can be’. This research provides insight and 

recommendations about what future PD experiences for teachers should include, based on 

the needs and desires of some Ontario teachers. To our knowledge, this is the first study 

of its kind to explore teachers’ perspectives and experiences about girls in PE, with a 

pragmatic lens that focuses on PD. This study may provide useful information on how to 

proceed with PD opportunities that can provide teachers with the appropriate support they 

need to move towards inclusive and engaging PE for girls.   
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Appendix 

Appendix A: Research Questions 

The questions that guided this research are: 

1. What is the capacity of Ontario teachers to facilitate inclusive and engaging physical 

education for girls?  

2. What are the professional development needs of teachers to improve their capacity to 

facilitate inclusive and engaging physical education for girls?  

The secondary probing questions that guided this qualitative inquiry are:  

a. What do teachers know about inclusive and engaging physical education for 

girls? 

b. What are teachers’ attitudes towards inclusive and engaging physical education 

for girls?  

c. What are teachers currently doing to facilitate inclusive and engaging PE for 

girls? 

d. What gaps exist in teachers’ teaching capacity to facilitate inclusive and 

engaging physical education for girls? 

e. What professional development experiences, supports, and resources do teachers 

want to improve their capacity for facilitating inclusive and engaging physical 

education for girls? 
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Appendix B: Interview Guide 

My name is Danielle and I’m going to be facilitating this interview. I am conducting this research 

as the Student Lead alongside Dr. Kerpan, for my master’s thesis. On behalf of Dr. Kerpan and 
myself, I would like to thank you for agreeing to participate in this interview. We know that 

teachers are incredibly busy people who dedicate a lot of their own time to student success, so we 
really appreciate you taking the time to be here tonight.   

   

If you have any technical issues tonight, please directly message me in the chat box and I will 

help you out. Or if you get kicked out, please email or text me so we can see if we can get you 

back in. My number is in the last email. Your participation in this interview  is completely 
voluntary and you can choose to withdraw at any time, for any reason. If you are uncomfortable 

with answering any of the following questions you can choose not to answer by saying pass.  

 

Today we are going to be discussing physical education for girls. I’m interested in knowing about 

teachers’ knowledge, attitudes, and practices around inclusive and engaging physical education 
for girls. When I say inclusive and engaging physical education for girls, I mean the ways in 

which teachers support girls in wanting to take part in physical education through how they 

teach. For the purpose of this research we will be using the term gender to describe biological 
females, to stay consistent with the research in this area.  

 

There are no right or wrong answers. We are interested in what you have to say and would like 

this to be a conversation where everyone feels comfortable to share their thoughts. By signing the 
confidentiality form, you all agreed to not share the names of the other people in this group with 

anyone and to not discuss what was said in this focus group outside of this virtual room. You can 

share the questions and how you answered, but not what others shared. 
 

 I am going to record this interview because it allows me to be in the conversation and listen 

instead of writing notes the entire time. It also makes sure your words are recorded exactly as 

you said them. Later we will transcribe the recording word-for-word and de-identify it. De-

identifying means that all names will be removed, and any information stated that might lead to 
someone being able to identify you or anyone in your community will be removed. We will then 

scan through the transcripts and look for patterns. When we have some preliminary patterns 
developed, we will reach out to you and ask you to look them over, to ensure we have accurately 

captured the ideas that came forth from the conversation. This will be completely optional and I 

will send an email about this process at a later date.  
 

Are there any questions? 

First, let’s go around the group and introduce ourselves. Please state the grades/subjects you 

teach, and how long you have been teaching. 

 

Questions: 

1. What does inclusive and engaging physical education for girls mean to you? How would 

you describe or define it in your own words? 

• Have you ever thought about or reflected on the engagement of girls in PE? 

• In a perfect world, what do you think would an ideal physical education class 

look like in the eyes of a girl?  

2.  Have you ever experienced a lack of interest or engagement from girls in your physical 

education classes? If so, why do you think this happens? 
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• Can you give me an example of when a female student became disengaged from 

PE and why it happened? 

• What barriers do girls face in your perspective?  

• Do you notice a difference in engagement between genders?  

3.  Have you noticed any gender bias or inequities within your classroom? If so, how do you 

challenge this? 

• Have you witnessed: discriminatory language or actions towards girls, teasing or 

bullying due to gender, or power dynamics between students due to gender? 

4. What are your beliefs regarding the importance of physical education for girls? How does 

this compare to what you believe about the importance of physical education for boys?  

5.  Do you think boys and girls have different needs in physical education? 

• Do you feel you have a good understanding of what girls need in physical 

education? 
6. What teaching strategies or pedagogies have you found successful in engaging and 

including girls in PE? What doesn’t work? 

a. How do you promote girls’ voices and independence in physical education?  

i. If you didn’t have a self-advocating group of girls, how would you value 

their voices?                   

b.  How do you facilitate girl’s development of physical literacy? 

i. What activities that work for you? 

ii. How do you split up the class for groups?  

c.  How do you create a safe social environment and promote positive relationships 

for girls within physical education? 

i. What is your relationship like with female students in physical 

education?  

ii. How do you group students?   

iii. What role do friend groups play in physical education for girls?  

7. What are the biggest struggles you face when teaching to include and engage girls in 

physical education?  

8. What resources do you want or need to teach more inclusively?  

9. How do you feel about learning more about gender inclusive teaching physical education 

practices? Is this something you would be open to? 

10. If you were to participate in a professional development opportunity on teaching gender 

inclusive physical education, what would you like to learn? 

• What resources would you find helpful? 

• What format would you prefer?  

 

 

 

 

 

 



 124 

Appendix C: Recommendations for Future Professional Development  

 

 

 

 

Our findings and the literature on this topic suggest that we may better support 

teachers’ capacity to include and engage girls in PE if future professional 

development... 

1. Provides teachers with strategies to challenge gender bias, promote diversity, 

explore advocacy, and discuss gender stereotypes within their PE classes.  

2. Educates teachers on common teaching practices that perpetuate gender bias and 

can unintentionally disengage girls in PE.  

3. Provides teachers with the opportunity to learn about all possible barriers and 

facilitators of girls’ participation in PE, not just intrapersonal and interpersonal 

barriers.  

4. Helps teachers recognize gender inequity, bias and stereotypes in a PE, PA, and 

sport context. 

5. Gives teachers the opportunity to recognize, reflect and challenge their own implicit 

and explicit bias about girls’ role in PE.  

6. Provides opportunities for teachers to reflect, discuss and deconstruct their own 

personal experiences with PE, PA, and sport, with a gendered lens.  

7. Is tailored to the unique needs of teachers’ diverse professional and personal 

backgrounds.  

8. Provides teachers with ready to use strategies, methods, and activities that can 

promote the inclusion and engagement of girls in PE. 
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Appendix E: Recruitment Posters 
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Appendix F: Letter of Invitation (Individual Interviews) 

Letter of Invitation 

Recently you filled out a Participant Application Form, expressing your interest to 

participate in our study titled “Exploring Capacity and Professional Development Needs of 

Teachers: Moving Towards Inclusive and Engaging Physical Education for Girls”. We would like 

to tell you more about this study and what is involved. 

Unfortunately, girls often report a dislike for physical activity and physical education, 

and experts believe teachers are the solution to including and engaging girls within physical 

education. Optimizing inclusivity and engagement for girls in PE could lead to improved 

outcomes; increased physical activity levels, mental and physical health, development of physical 

literacy, and competency and capacity to live a healthy, active life.  

To our knowledge, there are no studies available on professional development to support 

teachers in implementing evidence-based teaching practices that promote the inclusion and 

engagement of girls in PE. The purpose of this study is to gather an understanding of the teacher's 

capacity to facilitate inclusive and engaging physical education for girls, as very little is known. 

This research will utilize the collected data to develop recommendations for future professional 

development opportunities for teachers. Professional development for teachers has been a 

successful method of improving teacher practices and student outcomes in many other domains of 

physical education.  

During this research, you will participate in one individual interview which will be 

approximately 45 minutes to 1 hour long. If you are receiving this letter, it is because you meet 

the eligibility criteria and you have declared you are available for an interview, which will occur 

on DATE TBD at 7:30-9:30 pm. During this interview, the Student Lead will be interested in 

discussing your experiences, attitudes, and stories regarding physical education for girls. This 

meeting will be occurring over Google Meet, and the meeting link will be sent to you 24 hours 

prior. The Student Lead will also be emailing a list of questions that you will be asked during the 

interview. There is no expectation to prepare answers, however, some participants may find this 

helpful.  

Shortly after the interview, the Student Lead will be sending you a summary of the with 

descriptions and early interpretations of the data. You will have 2 weeks to provide feedback as 

we would like to make sure we are capturing your experiences and views correctly. More 

information about this process will be provided following the interview. 
We know that teachers are incredibly busy people who often dedicate a lot of their own 

time to student success. Knowing this, we would like to provide you with a $50 Visa gift card as 

a thank you for taking the time to participate in this study. This will be mailed, or we can arrange 

a pick-up, after the completion of the interview 

If you would like to participate in this study please sign the consent form attached, and 

email it to Danielle Bates (Student Lead) at danielle.bates@ontariotechu.net to inform her that 

you are ready to participate.  

Please reach out if you have any questions.      

Sincerely, 

Danielle Bates, Masters Student/Student Lead      

Serene Kerpan, Ph.D 

   

 

 

mailto:danielle.bates@ontariotechu.net
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Appendix G: Letter of Invitation (Focus Group) 

Letter of Invitation 

Recently you filled out a Participant Application Form, expressing your interest to 

participate in our study titled “Exploring Capacity and Professional Development Needs of 

Teachers: Moving Towards Inclusive and Engaging Physical Education for Girls”. We would like 

to tell you more about this study and what is involved. 

Unfortunately, girls often report a dislike for physical activity and physical education, 

and experts believe teachers are the solution to including and engaging girls within physical 

education. Optimizing inclusivity and engagement for girls in PE could lead to improved 

outcomes; increased physical activity levels, mental and physical health, development of physical 

literacy, and competency and capacity to live a healthy, active life.  

To our knowledge, there are no studies available on professional development to support 

teachers in implementing evidence-based teaching practices that promote the inclusion and 

engagement of girls in PE. The purpose of this study is to gather an understanding of the teacher's 

capacity to facilitate inclusive and engaging physical education for girls, as very little is known. 

This research will utilize the collected data to develop recommendations for future professional 

development opportunities for teachers. Professional development for teachers has been a 

successful method of improving teacher practices and student outcomes in many other domains of 

physical education.  

During this research, you will participate in one focus group interview containing 4-6 

teacher participants. If you are receiving this letter, it is because you meet the eligibility criteria 

and you have declared you are available for the interview, which will occur on DATE TBD at 

7:30-9:30 pm. During this focus group, the Student Lead will be facilitating discussions and 

conversations about your experiences, attitudes, and stories regarding physical education for girls. 

This meeting will be occurring over Google Meet, and the meeting link will be sent to you 24 

hours prior. The Student Lead will also be emailing a list of questions that you will be asked 

during the focus group. There is no expectation to prepare answers, however, some participants 

may find this helpful. We expect the focus group to be 1.5 hours in duration.  

Shortly after the focus group, the Student Lead will be sending you a summary of the 

focus group, with descriptions and early interpretations of the data. You will have 2 weeks to 

provide feedback, as we would like to make sure we are capturing your experiences and views 

correctly. More information about this process will be provided following the focus group.  
We know that teachers are incredibly busy people who often dedicate a lot of their own 

time to student success. Knowing this, we would like to provide you with a $50 Visa gift card as 

a thank you for taking the time to participate in this study. This will be mailed, or we can arrange 

a pick-up, after the completion of the focus group.  

If you would like to participate in this study please sign the consent form and 

confidentiality form attached, and email them to Danielle Bates (Student Lead) at 

danielle.bates@ontariotechu.net to inform her that you are ready to participate.  

Please reach out if you have any questions.    

Sincerely, 

Danielle Bates, Masters Student/Student Lead  

Serene Kerpan, Ph.D. 
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Appendix H: Consent Form (Individual Interviews) 

Consent Form to Participate in a Research Study 

Title of Research Study: Exploring Capacity and Professional Development Needs of 

Teachers: Moving Towards Inclusive and Engaging Physical Education for Girls 

Principle Investigator: 

Dr. Serene Kerpan 

Faculty of Health Sciences, 

Ontario Tech University 

905.721.8668 ext 2961 

serene.kerpan@uoit.ca 

Student Investigator: 

Danielle Bates 

Faculty of Health Sciences, 

Ontario Tech University 

danielle.bates@ontariotechu.net 

 

Please read the information about the study presented in this form. The form includes 

details on study’s procedures, risks and benefits that you should know before you decide 

if you would like to take part. You should take as much time as you need to make your 

decision. You should ask the Principal Investigator (PI) or Student Investigator to explain 

anything that you do not understand and make sure that all your questions have been 

answered before signing this consent form. Before you make your decision, feel free to 

talk about this study with anyone you wish including your friends and family. 

Participation in this study is voluntary. 

This study has been reviewed by the University of Ontario Institute of Technology 

(Ontario Tech University) Research Ethics Board [#16573] on 26/11/2021. 

What is involved? 

You will take part in an individual interview that lasts 1 hour, done online through 

Google Meets with the Student Investigator. The Google Meet link will be sent to 

participants 24 hours before the meeting time. 

Purpose 

The purpose of this study is to gather an understanding of teacher’s capacity to facilitate 

inclusive and engaging physical education for girls. This research will utilize the 

collected data to develop recommendations for future professional development 

opportunities for teachers. You have been asked to participate in this study because we 

need teacher’s stories, experiences, and voices to help inform future teacher professional 

development. 

Potential Benefits and Risks: 

There are no known or anticipated risks associated with participation in this study.  

The benefits likely to be gained through this research project are: Having your opinions 

and ideas about aquatic environments heard and shared so that others can learn from your 

perspective. Decision makers, researchers, and service providers will all be able to learn 

from the findings. 

Confidentiality and Data Storage: 

The interviews will be audio recorded and transcribed. Only a unique code and not your 

name will be associated with your interview data (quotes). All information you provide 

will be confidential. If we choose to use a quote you have provided when we share the 

results, we will use a pseudonym (fake name) and we will not use quotes that make you 

identifiable.  
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Your privacy shall be respected. No information about your identity will be shared or 

published without your permission, unless required by law. Confidentiality will be fully 

provided possible by law, professional practice, and ethical codes of conduct.  

 

Access to data will be restricted to the Primary Investigator, Serene Kerpan, and a student 

researcher, Danielle Bates. All identifiable data will be deleted upon completion of the 

study. All non-identifiable data will be kept on a secure computer in the office of Serene 

Kerpan for five years upon completion of the study. At this point all data will be deleted. 

Voluntary Participation: 

Your participation in this study is voluntary. If you withdraw from the research project at 

any time before dissemination of the results, which will begin on April 1st 2022, any data 

that you have contributed will be removed from the study. Please note, it is not possible 

to withdraw results once they have been published or otherwise disseminated. You do not 

need to offer any reason for making a request to withdraw. 

Compensation, Reimbursement, Incentives: 

We will provide you with a $50 Visa gift card for your participation. After the interview 

we will give you the gift card either by mail or a scheduled pick up or drop off, based on 

your preference.  

You will receive the incentive if you start the scheduled interview, regardless of if you 

withdraw during or after. 

Sharing and Publishing the Results: 

The results from this project will be made available to you through a report at the 

completion of the study. We will contact you when it is ready and email it to you or drop 

it off if you would prefer a print copy. The results may appear in published reports such 

as journal articles and conference presentations.  

Participant Rights and Concerns: 

Please read this consent form carefully and feel free to ask the researcher any questions 

that you might have about the study. If you have any questions about your rights as a 

participant in this study, complaints, or adverse events, please contact the Research 

Ethics Office at (905) 721-8668 ext. 3693 or at researchethics@ontariotechu.ca. 

By signing this form, you do not give up any of your legal rights against the investigator 

or institution, nor does this form relieve them of their legal and professional 

responsibilities. 

Consent to Participate 

[ ] I have read the form and understand the description of the research study.  

[ ] I have been provided an opportunity to ask questions and those questions have been 

answered.  

[ ] I can ask questions about the study in the future. 

[ ] I freely consent to participate in the research study, understanding that I may 

discontinue participation at any time without penalty.  

[ ] I consent to being audio recorded during this individual interview.  

[ ] A copy of this consent form has been made available to me. 
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Print Study Participant’s Name Signature Date  

 

My signature means that I have explained the study to the participant named above. I 

have answered all questions. 

 

 

Print Name of Person Obtaining  Signature Date  
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Appendix I: Consent Form (Focus Group) 

Consent Form to Participate in a Research Study 

Title of Research Study: Exploring Capacity and Professional Development Needs of 

Teachers: Moving Towards Inclusive and Engaging Physical Education for Girls 

 

Please read the information about the study presented in this form. The form includes 

details on study’s procedures, risks, and benefits that you should know before you decide 

if you would like to take part. You should take as much time as you need to make your 

decision. You should ask the Principal Investigator (PI) or Student Investigator to explain 

anything that you do not understand and make sure that all your questions have been 

answered before signing this consent form. Before you make your decision, feel free to 

talk about this study with anyone you wish including your friends and family. 

Participation in this study is voluntary. 

This study has been reviewed by the University of Ontario Institute of Technology 

(Ontario Tech University) Research Ethics Board [#16573] on 26/11/2021.  

What is involved? 

You will take part in a focus group that will be approximately 1-1.5 hours online through 

Google Meets with 3-5 other teacher participants. The Google Meet link will be sent to 

participants 24 hours before the meeting time to maximize privacy of the virtual focus 

group.  

Purpose 

The purpose of this study is to gather an understanding of teachers’ capacity to facilitate 

inclusive and engaging physical education for girls. This research will utilize the 

collected data to develop recommendations for future professional development 

opportunities for teachers. You have been asked to participate in this study because we 

need teacher’s stories, experiences, and voices to help inform future teacher professional 

development. 

Potential Benefits and Risks: 

Risks: The researchers will protect your privacy and not tell anyone you participated in 

the focus group. After the focus group, you may tell other people who were not at the 

focus group the questions asked and how you answered, but you may not discuss what 

other participants said. We ask you to please respect the privacy of the other members of 

the focus group by not sharing their identities with anyone and not discussing what they 

said with anyone. Although we make this request to all participants it is important to 

understand that other participants in the focus group may not protect your privacy. 

Benefits: The benefits likely to be gained through this research project include having 

your opinions and experiences about teaching girls in physical education heard and 

shared so that others can learn from your perspective. Decision makers, researchers, and 

organizations supporting teachers will all be able to learn from the findings. 

Principle Investigator: 

Dr. Serene Kerpan 

Faculty of Health Sciences, Ontario 

Tech University 

905.721.8668 ext 2961 

serene.kerpan@ontariotechu.ca 

Student Investigator: 

Danielle Bates 

Faculty of Health Sciences, Ontario 

Tech University 

danielle.bates@ontariotechu.net 
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Confidentiality and Data Storage: 

The focus group interviews will be audio and video recorded, and later transcribed. Only 

a unique code and not your name will be associated with your interview data (quotes). 

All information you provide will be confidential. If we chose to use a quote you have 

provided when we share the results, we will use a pseudonym (fake name) and we will 

not use quotes that make you identifiable.  

 

Having your video turned on and consenting to video recording is a requirement to take 

part in this focus group. This is so we can ensure that you are present during the focus 

group, and so you can engage with and read others’ facial expressions.  

 

Your privacy shall be respected. No information about your identity will be shared or 

published without your permission, unless required by law. Confidentiality will be fully 

provided possible by law, professional practice, and ethical codes of conduct.  

 

Please be advised that although the researchers will take every precaution to maintain 

confidentiality of the data, the nature of focus groups prevents the researchers from 

guaranteeing confidentiality. The researchers would like to remind participants to respect 

the privacy of your fellow participants and not repeat what is said in the focus group to 

others.  

 

Access to data will be restricted to the Primary Investigator, Serene Kerpan, and a 

Student Investigator, Danielle Bates. All identifiable data will be deleted upon 

completion of the study. All non-identifiable data will be kept on a secure computer in 

the office of Serene Kerpan for five years upon completion of the study. At this point all 

data will be deleted. 

 

Voluntary Participation: 

Your participation in this study is voluntary. If you withdraw from the research project at 

any time before dissemination of the results, which will begin on April 1st, 2022, any 

data that you have contributed will not be used in any publications or other sharing of 

findings. We cannot destroy all your data, as it will be tied to other participants data who 

took part in the recorded focus group. For example, we cannot delete the video recording 

of the focus group. But we assure you your data will not be included in any sharing of 

findings. Please note, it is not possible to withdraw results once they have been published 

or otherwise disseminated. You do not need to offer any reason for making a request to 

withdraw. 

Compensation, Reimbursement, Incentives: 

We will provide you with a $50 Visa gift card for your participation. After the focus 

group we will give you the gift card either by mail or a scheduled pick up or drop off, 

based on your preference.  

You will receive the incentive if you start the scheduled focus group, regardless of if you 

withdraw during or after. 

Sharing and Publishing the Results: 

The results from this project will be made available to you through a report at the 

completion of the study. We will contact you when it is ready and email it to you or drop 
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it off if you would prefer a print copy. The results may appear in published reports such 

as journal articles and conference presentations.  

Participant Rights and Concerns: 

Please read this consent form carefully and feel free to ask the researcher any questions 

that you might have about the study. If you have any questions about your rights as a 

participant in this study, complaints, or adverse events, please contact the Research 

Ethics Office at (905) 721-8668 ext. 3693 or at researchethics@ontariotechu.ca. 

By signing this form, you do not give up any of your legal rights against the investigator 

or institution, nor does this form relieve them of their legal and professional 

responsibilities. 

Consent to Participate 

[ ] I have read the form and understand the description of the research study.  

[ ] I have been provided an opportunity to ask questions and those questions have been 

answered.  

[ ] I can ask questions about the study in the future.  

[ ] I freely consent to participate in the research study, understanding that I may 

discontinue participation at any time without penalty.  

[ ] I consent to being audio and video recorded during this focus group.  

[ ] A copy of this consent form has been made available to me. 

 

  

Print Study Participant’s Name Signature Date  

 

My signature means that I have explained the study to the participant named above. I 

have answered all questions. 

 

Print Name of Person Obtaining  Signature Date  
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Appendix J: Confidentiality Form (Focus Group) 

Confidentiality Agreement 

 

Research Title: Exploring Capacity and Professional Development Needs of Teachers: 

Moving Towards Inclusive and Engaging Physical Education for Girls 

 

Student Lead/MHSc Student: Danielle Bates (danielle.bates@ontariotechu.net) 
 

Principal Investigator: Dr. Serene Kerpan (serene.kerpan@ontariotechu.ca) 

 

Please be advised that although the researchers will take every precaution to maintain 

confidentiality of the data, the nature of focus groups prevents the researchers from guaranteeing 

confidentiality. The researchers would like to remind participants to respect the privacy of your 

fellow participants and not repeat what is said in the focus group to others. 

 

Non-Disclosure Statements: 

 

[  ]  I agree to maintain the anonymity of all participants involved in the focus group. 

 

[  ]  I agree to maintain the confidentiality of the information discussed by all participants and 

researchers during the focus group session. 

 

If you cannot agree to the above stipulation please see the researcher(s) as you may be ineligible 

to participate in this study. 

 

Participant Name: 

 

    (print name)                            (signature)                                   (date)      
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Appendix K: Thank You Letter 

Dear [Participant’s Name], 

On behalf of Ontario Tech University, we want to thank you for your participation 

in our research study that is exploring the capacity and professional development needs 

of teachers regarding inclusive and engaging physical education for girls.  

I know how valuable your time is as a teacher, and the effort it takes to support 

educational research. We greatly appreciate your willingness to meet with us to share 

your experiences, perspective, and knowledge, which were extremely informative and 

useful. If you have any questions or concerns, please do not hesitate to contact us.   

Please find included a $50 Visa gift card, as a gift for sharing your knowledge and 

time. Again, thank you so very much for your time and effort that made this research 

study possible. 

 

Kind Regards, 

Danielle Bates, MHSc Student 

Serene Kerpan, PhD  
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