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Abstract 

This thesis addresses the question of whether leadership and character can be taught 

through sport. This question has been studied in a range of fields, including leadership 

development research, sport education research and even United States military research 

(Gould & Voelker, 2010; Pim & Doty, 2010; Vidic & Burton, 2011). Through investigating 

various research topics, including civics and morals, character and citizenship, leadership and 

character development, and sport education, this study uncovered a significant theoretical gap 

at the convergence of these bodies of knowledge. 

Lee, Whitehead, and Balchin (2000) found that very few researchers have addressed 

the idea of measuring values through sports. Singaporean research into physical education 

conducted by Kwon, Pyun, and Kim (2010) found that leadership behaviours through sports 

and physical education required further research. Gould and Voelker (2010) also suggested 

the need for more theoretical developments and measures for leadership through sports. 

Civics and moral education research (Chew, 1998) indicates that values are taught in schools 

by addressing issues on morality and socially acceptable behaviours, yet there has been no 

impact analysis or effectiveness testing of such programs on learning outcomes (Koh, 2012). 

Curriculum developers also need to consider the provision of authentic experiences, social 

modelling and guidance to ensure outcomes of leadership and character development are 

achieved (Vishalache, 2007). Research into Leadership in Sport development has found that 

leveraging the sports captaincy experience is important (Gould & Voelker, 2010) in 

enhancing leadership through sport and physical education, and can provide authentic 

experiences. 
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This study employed a mixed-methods research design to investigate the central thesis 

topic by addressing the theoretical and methodological gap in the literature and developing a 

conceptual model that integrates the research. The model was developed using key theories 

from the role learning and sport education models (Siedentop, 1982, 1994) using situational 

modified activities (Hellison, 2003) and teachable moments in sports (Vidoni & Ward, 2009) 

to inculcate character and leadership values and behaviours. Quantitative and qualitative 

methods were used to test and refine the conceptual model, respectively, for the purpose of 

implementing character and leadership development interventions through sport. 

Overall, the results provide positive evidence that the conceptual model developed is 

effective in helping educators apply and facilitate values-inculcation principles and practices 

into their lessons. In turn, this increases the behavioural frequency of students demonstrating 

values such as respect, responsibility, resilience, integrity, care and harmony during lessons. 

Keywords: character, leadership, character development, leadership development, 

sports, conceptual model and empirical testing. 
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Chapter 1: Introduction 

1.1 Background 

A common assumption is that playing sport during schooling teaches students positive 

values and behaviours. Many parents send their children to sport classes and to participate in 

team sports because they believe these activities will help them develop social and leadership 

skills. However, it is important to consider whether merely participating in school sports 

develops good leadership behaviours and values, whether sport really teaches character, and 

whether it is possible to teach leadership and character. And beyond participation in a 

sporting program, another question to ask is, what program features, social interactions, and 

experiences play a role in promoting, or detracting from, the acquisition of these positive 

character outcomes. The basic idea here is that if the context is ‘right’, people may learn 

positive outcomes through playing sport. These are important questions that this study sought 

to answer through reviewing the existing literature in sport education and sport for 

development research (Chelladurai & Riemer, 1998; Siedentop, Hastie, & Van de Mars, 

2004), and in civics and moral education and character and citizenship education (Vishalache, 

2007). 

Character is defined as holding social (perseverance, loyalty and teamwork) and 

moral (honesty, sportspersonship and respect) values (Camiré & Trudel, 2010), while 

character in sports is defined as displaying pro-social behaviours, rather than anti-social 

behaviours (Vierimaa, Erickson, Cote, & Gilbert, 2012). To develop character, individuals 

must undergo a transformation that fundamentally alters how they think, feel and behave 

(Avolio, Reichard, Hannah, Walumbwa, & Chan, 2009). However, in examining the sport for 

development research of the past 40 years, there is little evidence that sport assists in gaining 

outcomes of leadership and character development in youth. According to Gould and Voelker 
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(2010), who argued for more theoretical development and measurement in leadership 

development through sport. Research to measure the effect of character development 

programs taught in schools—specifically Singapore schools—is also lacking and requires 

further development (Koh, 2012).  

To answer the above questions about whether merely participating in school sport 

develops good leadership behaviours and values, and how we can identify whether this 

outcome has been attained, as well as, what program features in the sport program design, 

what social interactions, and what experiences play a role in promoting, or detracting from, 

the acquisition of these positive character outcomes. It is thus necessary to examine the 

convergence between sport for development and sport educational research. This will help 

define a conceptual model for character and leadership development in school sport, and 

provide empirical evidence regarding the effect of sport on developing these leadership and 

character behaviours. This study investigates the relationship between character and 

leadership development in sport and education, and inductively develops a conceptual model 

from the convergence of relevant bodies of literature, which will help with sport program 

design by incorporating the situations, interactions and experiences of the participant in order 

to achieve positive character and leadership outcomes. After developing the initial conceptual 

model, this research provides an empirical analysis of the model through an experimental 

design of pre- and post-testing of its application to deductively test and refine the conceptual 

model. This impact measurement and testing, which is an identified gap in the research, will 

make significant contributions both theoretically and empirically, and will be analysed and 

discussed in depth in the following chapters. 

This study makes significant contributions to this field of research, including an 

empirical contribution to the theoretical discourse of leadership and character development in 
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schools and through sport. Using research from the existing bodies of knowledge, this study 

develops a conceptual model from the convergence of the literature. The study observes a 

lack of empirical evidence in measuring character and leadership development through sport 

in schools (Voelker, Gould, & Crawford, 2011) and provides empirical support for the 

development of practice. The findings illustrate the theoretical entwinement of values 

development through sports and schools, and points to implications for the integration of 

knowledge into teaching and learning systems. This research has a novel research approach 

because it employs a control and experiment group design in its empirical measurement and 

methodological approach. Finally, the research illustrates the convergence of several central 

themes in civics and moral education, sport education and character development through 

sport literature, and links these in the research. In its investigation across discourses, this 

study offers a novel perspective on each field, as well as their integration. 

1.1 Research Context 

The basic idea for this research is that if the context is ‘right’ and designed well, 

people may learn positive outcomes such as pro-social behaviors and leadership behaviors, 

through playing sport. It is thus important to be aware of the context and environment in 

Singapore, where this research is conducted—specifically the sport and education systems—

to fully appreciate the relevance and significance of this study. To understand the context of 

this study, this section presents information about the Singaporean education system’s 

character and moral education curriculum, as well as the focus on leadership and character 

development through sport. 

1.1.1 Singapore sports. At the time of this thesis, the focus of using sport for 

character and leadership development was under the auspice of the Singapore Sports Council 

(renamed Sport Singapore in 2014). In 2012, the Singaporean government adopted a strategy 
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of uniting and developing its people, supporters and athletes to support these programs and 

plans, widely termed ‘Vision 2030’ (http://www.vision2030.sg/about-vision-2030). Vision 

2030 is Sport Singapore’s 20-year roadmap for using sport as a strategy for Singaporeans to 

attain better lives. This sport strategy is not only to encourage sport participation and 

performance excellence, but also to reinforce a strategy for personal development and people 

development. The key initiatives of Vision 2030 are being ‘Future Ready through Sport’; 

upholding ‘Sport without Boundaries’, which considers inclusiveness and integration; using 

‘Sport as a National Language’ to develop a national identity and culture in and through 

sport; and ‘Organising for Success’, which focuses on Singapore as a sport event hub that 

unites and develops businesses, sport organisations and non-profit organisations (SSC, 2012). 

The ‘Future Ready through Sport’ initiative aims to prepare Singaporeans to face 

future challenges by developing character and leadership values and behaviours, and to 

develop a nation of people who are anchored on social and moral values that will help future 

generations make better decisions. Playing sport is not the end goal—rather, using sport to 

develop leaders, build character and improve the lives of the disadvantaged was the new 

paradigm. One way to achieve this is to help teachers and coaches instil these pro-social 

character and leadership behaviours through sport. Measuring the effectiveness of this 

program required Sport Singapore to design programs using an evidence-based approach by 

developing a way to measure effectiveness and outcomes through the specifically designed 

sport program. Sport Singapore commissioned a research with Ministry of Education to 

design a character and leadership development through sport program where I was the lead 

researcher to test the effectiveness of this program. With Sport Singapore’s permission, refer 

to Appendix I for the permission letter, I was able to use the data for this thesis. An online 

paper was subsequently published by Sport Singapore at their website in 2016 (K. Tan, Ng, 
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E. T., Huang, S. & Hong, S., 2016), retrieved from 

https://www.sportsingapore.gov.sg/~/media/corporate/files/sports%20education/sports%20le

adership/conference/sportsg_effectiveness%20of%20clds%20using%20gfl%20framework.pd

f. I presented initial findings from the research at a leadership symposium organised by Sport 

Singapore in May 2013 at the Singapore Management University, as well as detailed results 

analysis and conceptual model development at the Sport Management Association of 

Australia and New Zealand (SMAANZ) conference in 2016, retrieved from page 36, 

http://researcharchive.wintec.ac.nz/4620/1/SMAANZ%202016%20Book%20of%20Abstracts

.pdf. 

From this research with Singapore schools, a well-crafted conceptual model that 

incorporates sport for development and character development theories can help integrate 

efforts to develop character and leadership in sports and education. Evidence-based public 

policy making will help serve the needs of Singaporean communities more effectively. Sound 

policy making can be better achieved through the processes of pilot testing and empirical 

analysis before full-scale implementation, and, in this instance, policies linked to sport for 

character and leadership development in Singapore. In an article written for the Singapore 

Civil Service College, Khanh and Tham (2013) emphasised the importance of using evidence 

to determine the effectiveness of public policy. They found that many agencies in Singapore 

were crafting policies that affected communities, yet were not measuring these policies’ 

returns on investment or effect on the communities. Thus, there is a need to study the effect 

on sport session participants of curriculum design, development, implementation and delivery 

to achieve leadership and character development results. From an extensive literature review, 

this study proposes using key theories from the role learning and sport education models 

(Siedentop, 1982, 1994). In addition, this study employs the theory of situationally modified 
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activities and intentional teaching moments (Hellison, 2003; Vidoni & Ward, 2009) to 

develop a conceptual model for character and leadership development. 

1.1.2 Values education in Singapore. In Singapore, leadership and character 

development lessons are taught in schools and class settings through the civics and moral 

education (CME) syllabus (Koh, 2012). This section reviews some of the literature on CME 

and character education in Singapore schools. The CME syllabus was developed by the 

Ministry of Education (MOE) in Singapore and began being taught in Singapore schools in 

1959 (Chew, 1998). It was established through implementing morals- and values-based 

classroom learning that specifically addressed issues on morality and socially acceptable 

behaviours. 

Koh (2012) completed a study of the character and leadership development ecosystem 

in the Singapore education system, and reviewed the values education taught in the CME 

classes. The CME curriculum focuses on nurturing character development and active 

citizenship, and covers five broad themes—self, family, school, society, nation and the 

world—as students progress from primary to secondary school, and finally to the two years 

of pre-university levels. In addition, the syllabus focuses on developing a set of core values—

namely, respect, responsibility, integrity, care, resilience and harmony. Koh (2012) found 

anecdotally that CME was not functioning because the teachers overseeing the content were 

deprioritising CME in favour of academic content, and school leaders were disengaged from 

the process of teaching values and character lessons to students in class (Koh, 2012). Koh 

also hypothesised that the proposed curriculum was too cognitive and not affective enough to 

cause any behaviour change, and this failure was exacerbated by the fact that CME only 

exists during CME class. The lessons learnt and desired outcomes were not practised or 

reinforced by students and teachers outside the classroom. Moreover, resources were 
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inadequate and usually competing with other academic subjects, and teachers needed to 

redesign lesson objectives, carve out lesson time or modify existing lessons to adopt learning 

of CME outcomes. Chew (1998) found that most of the lessons were taught in a didactic 

manner, partly because of the lack of training and development of CME teachers. The 

teachers were assigned to teach CME in class with no formal training or guidance, and thus 

relied on their own knowledge or experience. According to Koh, teacher training, in-class 

guidance and resources usually came much later or relied on a team of teachers from an 

academy to develop. As reported by Chew (1998), this resulted in schools having very little 

guidance on how to roll out the new curriculum in their classrooms. However, this challenge 

presents many researchers and academics with the opportunity to work with schools and 

educational institutions to develop frameworks, classroom activities and pedagogical guides. 

According to Koh (2012), the syllabus was revamped into the Character and 

Citizenship Education program in 2011. The MOE also established a comprehensive CME 

program that aims to equip students with appropriate competencies and value systems that 

will enable them to face twenty-first-century challenges and conflicts. As such, in November 

2010, the Singapore MOE launched the Character and Citizenship Education (CCE) 

framework for all schools to adopt and replaced the old CME syllabus. This framework 

aligns with the MOE’s 21st-Century Competencies (MOE 21CC) framework, retrieved from 

http://www.moe.gov.sg/media/press/2010/03/moe-to-enhance-learning-of-21s.php. The 

framework outlines the importance of all schools in Singapore employing a values and 

leadership educational syllabus to use in lesson planning and curriculum design. These 

resources include lesson outlines and frameworks for incorporating values and leadership 

development into lessons, which include physical education and sports lessons (MOE, 2010). 

However, there are still no robust assessment instruments, pilot trials or impact measurement 
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conducted on these programs or instruments. There is a need to test the outcomes of the CME 

program in the areas of character and leadership development in Singapore. There is also a 

gap in the research on the two key areas of sport education and CME in measuring character 

and leadership development empirically. 

To implement an approach to develop a sport-centric program that can achieve 

character and leadership behaviour change results, it has become essential for Sport 

Singapore to design a curriculum based on sound theories around leadership and character 

development principles and design. It is also important to design a test to measure the effect 

of this curriculum on students to determine whether it achieves the desired results. To achieve 

this, it is essential for Sport Singapore to work alongside the MOE to ensure that the desired 

outcomes for leadership and character—which encompass all 374 public schools in 

Singapore—are being adhered to and achieved through this curriculum. 

The key difference between CME and character and leadership development through 

sport (CLDS) is what Vishalache (2007) described as the need for the provision of authentic 

experiences, social modelling and guidance, which must occur outside the classroom for 

character and leadership development interventions to work. As aforementioned, CME occurs 

very often within the classroom and involves discussions about social and moral issues and 

behaviours, while CLDS—using the conceptual model being developed—occurs outside the 

classroom, using sport and physical education that forces members of a team to interact and 

work together to achieve a common sport goal, with every member adopting a role or holding 

a level of responsibility within a team. These differences are reinforced by the literature 

review of the relevant research, and highlight the critical success factors of the conceptual 

model. 
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1.1.3 CLDS. In their work with youth sports captains in Michigan, the United States, 

Gould and Voelker (2010) found that, when developing leadership, as young people are given 

leadership roles and responsibilities, they focus on providing for the team to achieve results 

or reciprocation from team members. Moreover, they found that effective leadership results 

from reciprocal interaction and situational influences. This was seen in the young sports 

captains demonstrating pro-social behaviours with their team members, such as respect, 

collaboration and teamwork. In addition, they found that youth leadership—especially for 

formal roles, such as sports captaincy—occurs in stages, beginning with awareness and then 

moving to eliciting positive behaviours from members that support the objectives and goals 

of the team as a whole. Finally, effective leadership development through sport requires 

leaders to be involved in meaningful decision making. These experiences derive through 

sport competition, friendly games and training sessions, where teamwork, mutual 

collaboration and partnership are part of the session. Thus, participation in sport and the 

applied sports captainship role are some of the best avenues to teach young people real 

leadership. 

The most interesting and innovative area of this study, beyond measuring the 

intervention’s effectiveness, was the development of a curriculum and framework to develop 

leadership and character using sport and physical education. This was first trialled by Dr 

Ralph Pim in the United States Army at its West Point Military Academy. A key reason to 

study the United States military leadership training methodology is because the army 

leadership doctrine, which serves as the foundation for leaders, employs transformational, 

transactional, participatory and situational leadership styles (Pim & Doty, 2010). The United 

States Army’s core leader competencies and values also relate to leader behaviours, and help 

ensure successful performance and organisational mission accomplishment. Pim and Doty’s 
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(2010) three-year West Point study defined a person of character as someone who displays 

the traits of respect, integrity, honesty, responsibility, courage, compassion, fairness and 

civility. They found that sport best replicates battleground situations during peace time—

especially competitive sport, which provides the same level of intensity, striving and 

commitment required by soldiers on the battlefield. Pim and Doty also found that the earliest 

form of peacetime warfare competition where in the Roman gladiator games, which was 

largely embraced at that time as sport. Pim and Doty’s research in uncovering the values 

displayed by the West Point military cadets when playing sport, mirrored the army values 

that they were being groomed as officers. The learnt values aimed to direct the behaviour of 

these future officers on and off the battlefield, and served as fundamental guiding principles 

in decision making for these leaders and their teams. These values largely coincide with the 

Singaporean MOE’s CCE core values of respect, responsibility, resilience, integrity, care and 

harmony (MOE, 2010), which are the values the current study assessed and designed into the 

survey instruments to align with the MOE. The CLDS conceptual model adopted and tested 

by Sport Singapore uses theories from the role learning and sport education models 

(Siedentop, 1982, 1994). It also uses situational modified activities (Hellison, 2003) that 

highlight the role of sport in developing character and leadership role models. A consolidated 

framework based on the literature review was deductively developed to incorporate the 

MOE’s CCE, the CME and Sport Singapore’s CLDS (Tan, K. et. al., 2016). This framework 

summarises the platforms they use and the outreach they have, as displayed in Figure 1. 



 

 

11 

 

 

Figure 1. Relationship between the MOE’s CCE, CME and CLDS. 

 

In 1978, Chelladurai’s multidimensional model of sport leadership (Chelladurai & 

Saleh, 1978) was developed, and further research in 1990 resulted in Chelladurai’s (1990) 

framework for the study of leadership in sports—the leadership scale for sport. This was one 

of the earliest behavioural models of leadership designed specifically for sports situations 

(Chelladurai & Riemer, 1998). Youth sport experiences can provide individuals with 

opportunities to manage change in their sport environment and develop certain leadership 

traits and styles (Chelladurai & Saleh, 1980). The model was based on previous leadership 

work that considered the interactions between members and situational constraints, such as 

Fielder’s (1967) contingency theory and Hersey and Blanchard’s (1982) situational theory. 

Since then, there has been no significant theoretical framework or model developed that uses 

sport as the platform to develop leadership and character. 

The current study’s intention was to examine Chelladurai’s framework and further 

develop a conceptual and theoretical model using key theories from the role learning and 

sport education models (Siedentop, 1982, 1994), as well as using situational modified 

activities (Hellison, 2003) that highlighted the role of sport in developing character and 
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leadership role models. Hellison (2003) incorporated the sport education model (SEM) with 

teaching social and personal responsibility by using modified games with modified rules. 

The SEM model sets the current study’s context for the conceptual model for 

leadership and character development through sport. The only factor not incorporated in the 

model is the requisite social and moral values linked to the actual, preferred and required 

behaviours. This study also does not attempt to measure those values and behaviours; thus, a 

‘considerable gap’ exists between the importance attached to leadership in sport and the 

efforts of researchers to understand it. 

 

 

Figure 2. The multidimensional model of sport leadership. Source: Chelladurai and Saleh 

(1978). 

 

The Chelladurai (1978) framework in Figure 2 presents the antecedents (the 

situational, leader and member characteristics) that are prerequisites for the desired 

consequences (the performance and satisfaction of the sport team). These were studied 

alongside the required, actual and preferred leader behaviours that contributed to the desired 

consequences. The model does not determine the specific roles or values behaviours, and 

does not determine the situations in which these behaviours are to be exhibited. As a result, 

sport educators incorporated in the model with facilitated debriefs and capitalising on 
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‘teachable moments’ for the teaching and learning of personal responsibility and character 

building for participants in these organised sport sessions (Vidoni & Ward, 2009). The 

current study  further examined the specific situations and roles, as well as the positive 

character and leadership behaviours expected in these situations and roles, to intentionally 

create the ‘teachable moments’ suggested by Vidoni and Ward (2009). Research on how life 

skills are developed (Gould & Carson, 2008) shares similar objectives to the leadership skills 

development in Chelladurai’s (1978) model. 

These areas of research have identified that it is important to specify the outcomes 

clearly at the beginning of the program or study. This is undertaken by defining the terms and 

definitions, and defining what the program aims to achieve, either in leadership development 

(Gould & Voelker, 2010) or in life skill development. Thus, for the current study to achieve 

its objectives, it was important to provide clear definitions of the related terms, such as 

leadership development, character development and life skills development. This is presented 

in the following section. 

1.2 Research Challenges 

The challenges faced by the researcher in undertaking this research are attributed to 

the attitudes of people, systems and processes in Singapore’s various statutory boards and 

school partners. These challenges encompassed the traditional decision-making mind-sets of 

policy implementers in Singapore regarding policies affecting sports; the non-sustainable 

programs that feature and emphasise more sport participation, rather than sport for 

development as an outcome; and non-evidence-based sport policy decision making. A key 

issue and challenge was the lack of research ability and the inability to establish experimental 

methodological research design in these institutions to properly test for statistical valid 

results. Likewise, for over 40 years, according to Koh (2012), Sport Singapore’s initiatives 
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have largely focused on encouraging participation, industry and excellence in the area of 

sports in Singapore, without any serious examination of how these three areas were achieving 

success or affecting the community with which they engaged and served (Tan, K. et. al., 

2016). Participation numbers were merely monitored and communities across the island were 

encouraged to play sports through large-scale events and small-scale competitions in 

Singapore. The policies in place at the time had outcomes to facilitate mass participation 

alone, without the focus of using sport as a strategy for character development (Koh, 2012). 

The other major challenge identified was related to working with the MOE in 

Singapore. When approached regarding this research, the MOE was initially hesitant to allow 

the researcher into their mainstream schools to gather data because of their view that physical 

education and sport are taught for skills development, health and wellness reasons, rather 

than character and leadership development. It was only after the researcher met with the 

various principals of the schools and gained direct permission from the school leaders and 

principals that the MOE administrators relented and agreed to provide the necessary approval 

for this research to be conducted in their schools. It was also the fact found by Koh (2012) 

that the existing curriculum for moral education and character development is more 

classroom based and does not involve sport and physical education in schools; thus, character 

development is not part of the learning objectives of sport and physical education in schools. 

Other challenges included teacher training for moral education and character 

development in the classroom. Chew (1998) and Koh (2012) acknowledged the importance 

of teacher training to motivate the conduct of character development sessions in schools—

specifically, for sports and physical education teachers who did not receive the training 

conducted by the National Institute of Education to equip them with the methodologies and 

pedagogies to teach character development via sport. This responsibility falls directly with 
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the teacher training institution in Singapore—the National Institute of Education—which 

determines the training curriculum for all teachers, including sports and physical education 

teachers. In the current study, as part of developing the conceptual model, it was necessary to 

work directly with the sports and physical education teachers in the schools in terms of 

training and development, designing the physical education lessons and sports sessions, and 

implementing the sessions in their classes. 

And lastly testing for effectiveness and impact over a period of time using a pre, 

during and post experimental design methodology. All this required access to the sports and 

physical education teacher training platforms in the selected schools, either during the time 

the teachers were formally trained (pre-service training) or after they entered their respective 

schools to teach and were required to attend formal or informal training and development (in-

service training). To overcome this challenge, as part of the research, the researcher worked 

with the National Institute of Education and Sport Singapore to offer ‘train-the-trainers’ 

courses for the teachers in using the conceptual model to design sports lessons for the specific 

outcomes of developing character and leadership in the students. This was undertaken during 

the school term by the researcher and an appointed trainer by Sport Singapore through an on-

the-job training approach, which required the selected educators from the identified schools 

to take time from school, work and lessons to attend the learning and development sessions in 

the train-the-trainer program, designed by the researcher and Sport Singapore (Tan, K. et. al., 

2016). All these training sessions were conducted using the conceptual model developed, 

with the permission of the heads of the physical education departments and school 

leaders/principals. This became the preferred teacher development or train-the-trainer option 

because overcoming the lack of training was only possible because of each school’s 

flexibility in releasing their teachers for training and development. A future opportunity 
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exists because different schools in Singapore subscribe to different methodologies and 

frameworks in terms of sport and physical education. It will be very useful for the MOE to 

empower schools to use staff and teacher professional sharing platforms for experienced 

educators to share best practices and knowledge with other teachers from other schools in 

Singapore. The opportunity for individual schools to organise these professional sharing 

sessions will help new pedagogical approaches to teaching and learning become available to 

other educators in Singapore, whether these programs are developed in-house or by an 

external agency or institution, such as Sport Singapore. 

Capitalising on this best-practice professional sharing initiative and platform, the 

researcher overcame the lack of training challenge, and managed to network and collaborate 

with the MOE and Sport Singapore to develop a conceptual model from the literature and 

existing theories (Tan, K. et. al., 2016). This conceptual model assisted educators in the 

partner schools to use sport for character and leadership interventions, and helped them learn 

how to design, conduct and facilitate these interventions and propagate the program to the 

remaining schools in Singapore. This was attributed to the researcher’s ability to access the 

sample population from the identified schools and include a control and experiment 

population in this quantitative and qualitative study. This access is not always easily achieved 

in experimental design research studies because of the sensitivities involved in denying the 

intervention to the control group population, as seen in most healthcare research. 

1.3 Research Aims 

The aims of this research were as follows. First, this study sought to develop a 

conceptual model for the design, conduct and facilitation of leadership and character 

development through sport interventions for educators, using established theories from the 

SEM, role and situational learning approaches and facilitation literature. Second, this study 
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sought to conduct evaluation research using an experimental design to investigate the effect 

of the interventions in determining leadership and character values-in-action behaviours. This 

was achieved by using an experimental research design approach to investigate the 

effectiveness of the conceptual model implementation and the effect of the CLDS program 

administered by the Singapore Sports Council (Tan, K. et. al., 2016). This program consisted 

of a train-the-trainers session, followed by coaching and development sessions that aimed to 

provide educators and leaders with the skills to design, implement and facilitate character and 

leadership interventions in their sessions, using sport as the main platform. 

Third, this study sought to investigate the effect of these interventions on the 

leadership experience of sport captains through thematic content analysis of semi-structured 

interviews. In their research on youth sport captains, Gould and Voelker (2010) suggested 

that youth leadership research, theoretical developments and measures through sports are 

clearly needed, and that youth leadership development requires intentional efforts, where 

youth are not only given formal leadership roles, but are also taught how to be effective in 

those roles. Fourth, this study sought to develop a revised and more sophisticated conceptual 

model, based on the results of the empirical study. 

The three research questions were as follows: 

1. How effective is the conceptual model train-the-trainers program in terms of 

educators’ application into lessons? 

2. How effective is the application of the conceptual model for participants in terms 

of students’ feedback on values emphasis in the sport sessions? 

3. What is the influence on the behaviours of the participants receiving the model in 

terms of frequency of behaviours after the intervention at Time 2 (T2), versus 

before the intervention at Time 1 (T1)? 
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1.4 Significance and Contributions of Research 

While integrated consideration of the four separate bodies of knowledge of CME, 

CCE, character and leadership development, and sport education is prominent in the 

literature, there is no empirical research available that explicitly explores their interaction. 

Thus, this research has theoretical contributions to the review of the different bodies of 

knowledge noted above, methodological contributions to the use of empirical testing using 

mixed methods, and conceptual contributions through developing a revised model and 

applied practice in a government statutory board to guide future policy formulation. One of 

the aims of this study was to investigate the relationship between character and leadership 

development in sport and education, and then craft a conceptual model that defined the 

convergence. This study then progressed from the convergence of themes in the literature to 

provide an empirical analysis of this conceptual model through an experimental design 

research study of its application, which was an identified gap in empirical research. 

This research makes a significant empirical contribution to the theoretical discourse of 

leadership and character development in schools and through sport. Using the research from 

these bodies of knowledge, a conceptual model was developed from the convergence of the 

literature. This study is significant in its provision of empirical support for the development 

of practice that recognises the lack of empirical evidence in measuring CLDS in schools. The 

findings illustrate the theoretical entwinement of values development through sports and in 

schools, and highlight the implications of the integration of knowledge into teaching and 

learning systems. This research used an innovative research approach that included control 

and experiment groups and empirical measurement in its methodological design. It illustrates 

the convergence of several central themes in CME, sport education and character 

development through the sport literature, and linked these in the research. In its investigation 
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across discourses, this study offers a novel perspective on each field, as well as their 

integration. 

Figure 3 displays the combined bodies of knowledge and the ways they overlap. By 

focusing on the convergence of these three bodies of literature, this research aimed to 

contribute to theory through developing a conceptual model from empirical studies. 

 

Figure 3. Convergence in the literature. 

 

The study framework incorporates moral education in the classroom, sport education 

outside the classroom, and sport for development education, and presents an understanding of 

how sport for development interventions can be measured and influential—moving beyond 

sport skills development to use sport as a means for education. The methodological 

contributions derive from this study’s combination of methodologies using the mixed-

methods approach, as discussed below. 
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1.5 Research Design 

This study used the classic experiment design, which examines before and after the 

intervention at Time 1 (T1) against Time 2 (T2), compares observations at T1 versus 

observations at T2, and compares observations of the control group over time. The use of the 

control group in this design reinforced the internal validity of the causal relationships, and 

reduced the testing, history and maturation threats that can be possible in an experimental 

design that studies the effect of any intervention on a sample (Sue, 1999). 

Experimental research design is very difficult to undertake in business and 

management research because of the problems associated with achieving requisite control 

when dealing with organisational behaviour, and with being able to design the study using 

control and experimental groups. Experimental research is also more robust—especially in 

terms of internal validity—when the hypotheses and causal relationships in the quantitative 

analysis are thoroughly examined. 

With a need to study the return on investment of the curriculum design, development, 

implementation and delivery to achieve leadership and character development results among 

the participants of the sport sessions, it was necessary to design an evaluation framework that 

could measure all levels of evaluation, from delivery of the curriculum framework to the 

sports teachers, to the effect of implementation by the teachers on their classes and students, 

to measuring the students’ learning and change in behaviours. This required an evaluation 

frame that had multi-levels and measured the outcomes of training evaluation. Based on these 

requirements, the Kirkpatrick (1994) model of training evaluation was proposed and 

eventually adopted as the measuring frame for this research. Kirkpatrick’s model of training 

evaluation has four levels: 
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 Level 1, which measures reaction—how participants react to their training 

 Level 2, which measures learning—what participants have learnt from their 

training in terms of new skills, knowledge and attitudes 

 Level 3, which measures behaviour—whether what was learnt is being applied 

and whether the participants’ behaviours have changed as a result 

 Level 4, which measures results—whether the application of training is achieving 

results in terms of the desired outcomes. 

Kirkpatrick (1994) indicated that the use of evaluation to measure effect is important for all 

training programs. The above four levels are the best approach to measure effect, and one of 

the current study’s aims was to demonstrate effect through empirical analysis of the 

conceptual model being applied through the CLDS training program for educators on their 

students. Thus, the Kirkpatrick four-level model was a suitable model to design this 

quantitative analysis study and test the four identified hypotheses. 

Finally, the research validated the conceptual model after the empirical testing and 

mixed-methods analysis. Thus, the revised conceptual model was developed through a 

deductive process of research and literature review, followed by an inductive process through 

empirical testing to derive the final model. 

1.6 Outline of Thesis 

This thesis is organised into three parts and six chapters. The first part comprises three 

chapters that present an overview of the research, discuss the research background and 

present the literature review. The third chapter outlines the theoretical framework derived 

from the literature review on the main areas of research. 

Chapter 4 outlines the research methodology, whereby a mixed-method experimental 

design approach was undertaken that sits within both quantitative and qualitative paradigms. 
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The literature review provides background to the initial conceptual model, which requires 

empirical evidence to explain and validate the final conceptual model for CLDS, as well as 

the methods of data collection and analysis. This chapter also presents the methodological 

limitations to the study. The research techniques used to collect the data included literature 

analysis, self-completed questionnaires and semi-structured interviews. 

Chapter 5 begins by describing how the study was structured, and presents the 

respondents’ demographics. The data for the repeated-measures t-tests are presented and 

analysed, and then the thematic analysis of data is undertaken. This chapter presents the 

findings of the quantitative and qualitative analysis, and uses the analysis to validate the 

initial conceptual model described in Chapter 3. First, it tests the identified hypotheses 

through the experimental research design and using Kirkpatrick’s four levels of evaluation. 

Second, it undertakes a qualitative analysis through an eight-step thematic content analysis to 

address the three research questions. 

Chapter 6 outlines the analysis of the quantitative and qualitative data, taking into 

account the hypotheses testing and addressing the three research questions identified for this 

mixed-methods study. This chapter also examines the discussion of the analysis and reviews 

the comments of the research in support of the data from Chapter 5. Chapter 6 also presents 

the study’s conclusions, contributions to theory and practice, suggestions for future research 

and limitations. 

 

1.7 Summary 

To understand how character and leadership development occurs in sport, it is 

necessary to study and review sport education and values education pertaining to leadership 

behaviours and pro-social behaviours linked to character. This led the current study to 

examine CME research conducted in schools—especially Singapore schools—because if 
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there was a need to show empirical evidence by replicating and testing the model, the 

researcher will have to design and test within a Singapore schools context and environment. 

According to Chew (1998), values education is taught in CME classes in Singapore schools, 

and specifically addresses issues on morality and socially acceptable behaviour. Koh (2012) 

reviewed the previous CME syllabus and highlighted that there has been no impact analysis 

or effectiveness testing of the program on learning outcomes. There were also identified 

desired values and behaviour outcomes—namely, the R3ICH values on which schools should 

focus: respect, responsibility, resilience, integrity, compassion and harmony. In character 

educational research, curriculum developers have focused on within-classroom learning, and 

found that there could be considerations for the provision of authentic experiences, social 

modelling and guidance outside of the classroom (Vishalache, 2007). Thus, the real-life and 

moral dilemmas that are used in the classroom to help establish moral standards and the 

required competencies for self-regulating moral behaviour should also be reinforced with out-

of-classroom activity, such as sports. 

The other important body of research is the area of sport education and sport for 

development research, as these areas of study examine how sport is used as an educational 

tool for developing values linked to leadership roles and to social, moral and performance 

values connected with positive or pro-social behaviour outcomes in youth. The SEM and 

structured values-inculcation sports program by Siedentop (1982, 1994) revealed the need for 

more intentional versus incidental sport session design to influence change in behaviour for 

certain sport roles. Situational modified activities with intentional design (Hellison, 2003) 

and ‘teachable moments’ in sports (Vidoni & Ward, 2009), as well as Mischel’s (2004) 

situation–behaviour model, are important ingredients to ensure that pro-social behaviour 

outcomes are achieved through sport sessions. 
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Chapter 2: Current Understandings of the Constructs and 

Implications 

This chapter reviews the current literature related to character, leadership and values 

development in sport. It discusses the gaps in the literature and demonstrates that leadership 

and character development in sports is a neglected area of study in education research. This 

chapter defines character and leadership development and sport for education, and examines 

previous research on character and values development in sports in Singapore, which reveals 

the lack of any impact assessment. The chapter explains the nature of these sport for 

development sessions, and how they must be intentionally designed for the desired outcomes. 

Finally, this chapter develops the theory underpinning character and leadership development 

using sport program design, and how educators can use this design to intentionally develop 

character and leadership in participants. Moreover, this chapter explores how to test for this 

and refine the initial conceptual model. 

2.1 Review of Literature 

The following review provides a theoretical framework to examine how sport can 

develop character and leadership in schools. To understand whether involvement in sport 

sessions at school helps develop character and leadership behaviours, it is beneficial to 

undertake a literature review of the existing bodies of knowledge to address the practical, 

conceptual and theoretical dimensions of designing and implementing such sports lessons in 

school. First, this review considers how schools teach leadership, character and values, and 

whether there are ways to measure the success of these attempts. Second, this review 

examines the literature regarding how sport has been used to develop character and 

leadership among athletes—particularly how sport leaders have become better leaders as a 
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result of their experience as leaders of sporting teams. Finally, this review examines the 

literature on how sport has been used in the educational curriculum, and how sport education 

contributes to leadership and character development. 

The literature review focuses on developing sport frameworks for leadership and 

character development through first undertaking a historical review of the key literature on 

leadership and character development, followed by a review of the literature on character 

development teaching in schools and the use of sports for character and leadership 

development. A broad definition by the United Nations Inter-Agency Task Force (2005) in 

‘Sport as a Tool for Development and Peace’ defines sport as ‘all forms of physical activity 

that contribute to physical fitness, mental well-being and social interaction. These include 

play, recreation, organized, casual or competitive sport; and indigenous sports or games’. At 

the end of the literature review, this chapter will draw out the theoretical gap that exists 

between the bodies of research to demonstrate that this study’s contribution to theory derives 

from how sport is used for character and leadership development. From a review of the 

literature in the relevant bodies of research, the definitions of key terms used in this thesis are 

presented below and further summarised in Table 1. 

2.2 Definition of Key Terms 

To assist in understanding the terms used in the following chapters, a list of terms 

used and their definitions is provided here.  

Leadership: Leadership is defined as a ‘process whereby an individual influences a 

group of individuals to achieve a common goal’ (Northouse, 2010, p. 3). 

Leadership in Sports: When athletes have the ability to set conditions and boundaries 

that influence teammates to align behaviours and actions to sports team goals, rather than 

pursuing individual awards and accolades (Chelladurai & Saleh, 1980). 
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Character: A person of character is defined as having social (perseverance, loyalty 

and teamwork) and moral (honesty, sportspersonship and respect) values and properties 

(Camiré & Trudel, 2010). 

Character in sports: Character in sports is defined as displaying pro-social behaviours 

and avoiding anti-social behaviours (Vierimaa et al., 2012). Pim and Doty (2010) defined 

character as the way a person acts when no one is looking, or ‘the real you’. In practice, this 

translates to what a person does and how they act. 
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Table 1 

Definition of Key Terms 

Terms Definitions 

Character development 

Character Character is defined as having social (perseverance, loyalty and teamwork) 

and moral (honesty, sportspersonship and respect) values and properties 

(Camiré & Trudel, 2010). 

Character in sports Character in sports is defined as displaying pro-social behaviours and 

avoiding anti-social behaviours (Vierimaa et al., 2012). Pim and Doty 

(2010) defined character as how a person acts when no one is looking—‘the 

real you’. In practice, this translates to what a person does and how they act. 

Values in sports Rokeach (1973) defined values as an enduring belief that a specific conduct 

is personally or socially preferred to an opposite mode of conduct. 

Leadership development 

Leadership Leadership is defined as a ‘process whereby an individual influences a 

group of individuals to achieve a common goal’ (Northouse, 2010, p. 3). 

Leadership in Sport 

1. Athletes 

2. Sports leaders and 

members 

3. Coaches and 

administrators 

1. Youth sports leadership is when athletes have the ability to set conditions 

and boundaries that influence teammates to align behaviours and actions to 

team goals, rather than pursuing individual awards and accolades 

(Chelladurai & Saleh, 1980). 

2. The multidimensional model of sport leadership defines leadership as the 

antecedents or situational, leader and member characteristics and leader 

required, actual and preferred behaviour to achieve team performance and 

athlete satisfaction (Chelladurai & Carron, 1983). 

3. A process of social influence through the interpersonal traits and 

behaviours of coaches and administrators, in which one person is able to 

enlist the aid and support of others in the accomplishment of a common task 

(Chemers, 2000). 

Effective leadership 

1. Decision making 

2. Team achievement and 

satisfaction 

3. Team performance 

1. Effectiveness in decision making and leadership roles (Hersey & 

Blanchard, 1982). 

2. Team achievement and athlete satisfaction—effective leadership in sports 

is a vital component to achievement and athlete satisfaction (Chelladurai & 

Riemer, 1998; Gould, Hodge, Peterson, & Petlichkoff, 1987; Reimer & 

Chelladurai, 1995). 

3. Team performance—successful coaches in team sports that produce 

consistently good performance were born with certain innate traits 

associated with effective leadership (Zhang, Jensen, & Mann, 1997). 

Sport for development 

Character development 

through sport 

In assessing the outcomes of a character-through-sports program, Doty 

(2005) defined character development as a person displaying traits of 

respect, integrity, honesty, responsibility, courage, compassion, fairness and 

civility. To develop character and experience change, individuals must 

undergo a transformation that fundamentally alters how they think, feel and 

behave (Avolio et al., 2009). 

 



 

 

29 

 

Based on the definitions of sports leadership and character development through 

sport, coaches and sport administrators are considered leaders when they engage their teams 

in a process of social influence, through their interpersonal traits and behaviours, in which the 

leader is able to enlist the aid and support of others in their team to accomplish a common 

task in a sports setting (Chemers, 2000). Character development is defined as individuals and 

teams displaying traits of respect, integrity, honesty, responsibility, courage, compassion, 

fairness and civility (Doty, 2005). This was observed when Doty (2005) assessed the 

outcomes of a sport program intervention for cadets at West Point Military Academy in the 

United States. Teams and individuals must undergo character and leadership development 

through a transformation that fundamentally alters how they think, feel and behave (Avolio et 

al., 2009). Thus, for leadership and character development in sports to occur, there must be 

clear indications that behaviours linked to these leadership and character traits have changed 

over time as a result of the sport activity. According to Gould and Carson (2008), life skills 

development and leadership skills development share similar objectives. It was found that it 

is important to specify the outcomes clearly at the beginning of the program or study, and this 

can be achieved by clearly defining the terms used in the research and by defining what the 

program or study aims to achieve, either in leadership development (Gould & Voelker, 2010) 

or in life skills development. In this study, life skills development is defined using concepts 

of character, values and leadership development. The literature review below explores the 

research related to these terms and concepts, and provides clarity and focus for the study. The 

literature review also provides the context and background to the initial conceptual model for 

leadership and character development through sport. 
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2.3 Leadership 

The study of leadership typically examines the traits, qualities and behaviours of 

leaders, and has spanned cultures and theoretical studies. Almost all definitions of leadership 

have one factor in common—that leadership involves the process of influence, and every 

leader has authority over at least one follower, themselves or their team. A summary of what 

is known and understood about leadership is important to conduct further research on 

developing leaders and leadership behaviours. Horner (1997) reviewed the leadership 

theories that emerged in research over the past few decades and found that the nature of 

leadership has changed over time. The current paper’s review on leadership is chronological 

and follows the thematic development of leadership, starting from the development of trait 

approaches (Bernard, 1926; Stodgill, 1974), moving to behavioural leadership (Halpin & 

Winer, 1957) and interactional leadership (Fielder, 1967) between leaders and members, and 

then to different styles of leadership (Bennis & Nanus, 1985) and the situational conditions of 

leadership (Martens, 1978). This is followed with research on transactional and 

transformational leadership theories (Bass, 1985, 1990; Burns, 1978). 

2.3.1 Traits-based leadership. Leadership has been described through the ‘hero’ 

traits of the physical, mental and personality qualities with which a person is born (Bernard, 

1926). Termed the ‘great man theory’ of leadership by Thomas Carlyle (1840), this theory 

explains how leaders exhibit certain traits based on innate personality dispositions that make 

them leaders (Stodgill, 1974). Carlyle made this statement at a time in history when he saw 

‘great men’ as having made the decisions of ‘heroes’, and gave detailed analysis of the 

influence of several such men, including Muhammad, Shakespeare, Luther and Napoleon. He 

stated, ‘The history of the world is but the biography of great men’ (Carlyle, 1888, p. 2), 

reflecting his belief that heroes shape history through both their personal attributes and divine 
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inspiration. Other psychologists then began to describe the personal differences and 

characteristics of such leadership figures that influenced problem solving and decision 

making, hypothesising that certain traits make leaders more effective. This led to the 

beginning of the trait theory of leadership (Fielder, 1967; Jago, 1982; Stodgill, 1974). The 

traits-based leadership theory suggested that all successful leaders have common 

characteristics or traits, such as intelligence, assertion and ambition. The idea was that if the 

traits that differentiated leaders from followers could be identified, successful leaders could 

be selected and given positional leadership authority. This list of traits became selection 

criteria for leaders and managers. 

Unfortunately, these traits could relate more to how leaders were perceived, rather 

than reflecting their decision-making abilities and leadership roles (Hersey & Blanchard, 

1982). With the introduction of psychological tests for traits, other researchers began to 

examine leader behaviours in an attempt to determine how successful leaders act in their 

environment, and not how they appear to others or the traits they possess (Hemphill & Coons, 

1957). Efforts to test this heroic model—‘the great men’ or traits-based theory—compared 

the traits of leaders and followers, and effective and ineffective leaders. The psychological 

tests encompassed aptitude, ability and intelligence, while personality tests measured traits 

such as extroversion, dominance and masculinity. Many critics of Carlyle’s formulation of 

the ‘great man’ theory believed that attributing historical events to the decisions of 

individuals was a hopelessly primitive, childish and unscientific position (Segal, 2000, p. 3). 

These critics described by Segal, such as English Philosopher, Herbert Spencer, believed that 

the men Carlyle called ‘great men’ were merely products of their social environment. This 

was because the list of traits became limitless and many were not easy to measure or track 

(Bolden, Gosling, Marturano, & Dennison, 2003). More importantly, Weiss and Friedrichs 
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(1986) noted that there could be contextual, situational and other factors (such as 

relationships between the leader and follower) to consider in these theories, rather than 

outcomes being solely dependent on the traits or behaviours of leaders. This reinforced 

leadership studies by Smyth (1989), in which leader and member exchanges and interactions 

were much more sophisticated than just achieving performance outcomes based on the traits 

of the leader. There was also a need for leaders to recognise the situations (Hersey & 

Blanchard, 1982) and expectations of their members to determine the satisfaction and 

motivation of teams, which also affects the perceived effectiveness of the leader. 

2.3.2 Situational and behavioural leadership. The research by Vroom and Yetton 

(1973) and Vroom and Jago (1988) introduced a new paradigm to the traits-based leadership 

concept by defining leadership in terms of consistency in behaviour in a class of situations. 

They observed leadership behaviour in hypothetical situations and found that much of the 

change in behaviour can be understood in terms of situationally-specific dispositions or 

behaviours. Vroom and Jago’s (1988) study described a four-day training program that used 

practice of a normative model and feedback to managers. The results showed that, when 

closely observed, individuals were characterised by stable, distinctive and highly meaningful 

patterns of variability in their actions, thoughts and feelings across different types of 

situations. These situation–behaviour relationships provide a kind of ‘behavioral signature of 

personality’ (Mischel, 2004, pp. 7–8). New studies began to examine leaders in the context of 

the organisation, identifying the behaviours exhibited by leaders that increased the 

effectiveness of the company. All this research led to the notion that leadership behaviours 

could be identified and then taught to others, and were not necessarily inborn traits (Saal & 

Knight, 1988). Leadership behaviours were no longer seen to be purely innate or natural, but 



 

 

33 

 

were developmental and could be nurtured or learnt—especially through experience and 

observation of other effective coaches and leaders (Murray, 1986). 

2.3.3 Transformational leadership. Team leadership theories began to take 

prominence over leaders’ traits, attributes or abilities, as transformational leadership theories 

emerged that examined the leader–member exchange. Foster (1986) and Smyth (1989) began 

to study the concept of transformational leadership by examining what change occurs as a 

result of the leadership process or program. This led to the transformational leadership theory 

taking prominence, where both the leader and member endeavour to achieve each other’s 

needs (Waseche, 2004). This study reinforced that members need to be engaged in a vision of 

change that is larger than the vision of the leader, team or organisation, and even need to aim 

for larger social ethical change, for the team to be successful in achieving their stated goals. 

This contrasted with transactional leadership, which encompassed only an exchange-based 

relationship between the leader and members (Burns, 1978), which meant that the members 

were dependent on the leader for an outcome. 

Based on the previous research on transformational leadership and how leadership 

behaviours and member characteristics interact to achieve group goals (Bass, 1990), the 

current study embraces the leadership definition provided by Northouse (2010) as a ‘process 

whereby an individual influences a group of individuals to achieve a common goal’ (p. 3). 

This definition reveals the importance of the leader having an end goal to achieve together as 

a team, the team not relying purely on the ability or influence of the leader, and the 

importance of the relationships between the leader and members to achieve the goal through 

demonstrating acceptable behaviours within the team. Understanding the shared leadership 

theory suggests that leaders and members need to have shared objectives, goals and 

opportunities to lead or drive the team. This definition by Northouse emphasises the vision of 
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a leader through the goals and objectives established for the team, while also highlighting the 

necessary interaction between the leader and group members. Effective leadership 

encompasses understanding the group or team motivation, and is likely to minimise any loss 

of productivity through developing both task and group cohesion, thereby allowing the group 

or team to operate at its highest potential. 

2.3.4 Sports leadership. The literature development of sports leadership theories 

followed the same trend as the leadership research and theories outside of sport. This was 

demonstrated through the personality and trait theory approach to leadership, whereby the 

study on effective leadership pointed to predisposed traits possessed innately by the leader, as 

well as certain behaviours (Hendry, 1969; Lenk, 1977; Pratt & Eitzen, 1989; Stodgill, 1974) 

of coaches and sports leaders that made them stand out as leaders. It was during this period 

that sports researchers consolidated a list of traits and characteristics that represented 

effective and successful leadership in sports and coaching (Hendry, 1969; Oglivie & Tutko, 

1966, 1970). The research stipulated that successful coaches were born with certain innate 

traits associated with effective leadership (Zhang et al., 1997). These traits assisted coaches, 

sport administrators and sport leaders in the process of decision making on and off the sports 

field, and made them effective in achieving results linked to their team’s goals and purpose. 

Zhang et al. (1997) also defined the effectiveness of sport coaches and managers based on 

their team’s ability to achieve consistent performance and team satisfaction. However, 

Vroom and Yetton’s (1973) and Vroom and Jago’s (1988) research debunked the emphasis 

on leader’s innate traits. They stated that leader effectiveness was defined in terms of 

consistency in leadership behaviours in different situations. They observed that effective 

leadership behaviours could be understood in terms of situationally-specific dispositions or 

behaviours, which Mischel (2004) called the ‘situation–behaviour’ leadership style. This 
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theory also emphasised the need for leaders to recognise the situations (Hersey & Blanchard, 

1982) and expectations of their members to determine the satisfaction and motivation of 

teams, which also affected the perceived effectiveness of the leader. Thus, traits-based 

leadership theories were rejected for more behavioural leadership approaches. As we look at 

leadership in sport and sport leadership theories and studies, Laurent & Bradney’s  (2007) 

study on leadership athletic training leaders or sport leaders reported these leaders using and 

exhibiting leadership behaviours similar to leaders in other professions. No differences were 

found in their background, ethnicity, age or experience. This clearly shows that sport 

leadership or leadership in sport behaviours were similar behaviours exhibited by leaders in 

other professions or in general. 

2.3.5 Behavioural leadership. Behavioural-approach research developed a theory of 

leadership that was dependent on leaders learning and applying the behaviours and styles of 

other effective leaders (Halpin & Winer, 1957; Katz & Kahn, 1952). Hendry (1969) and Lenk 

(1977) investigated the relationship between effective leadership and leadership behaviours in 

the areas of creativity, decision making and behaviour styles characteristic to good coaches 

and sports managers, and found that good coaches and managers were often associated with 

certain behavioural indicators linked to styles and decision making. Despite the introduction 

of psychological assessments and tools to measure leadership, limited research exists on why 

some leaders fail. It appears that leadership success depends on a combination of both 

exhibiting positive behaviours, such as emotional stability, conscientiousness and 

agreeableness (Stodgill, 1974), and not exhibiting negative behaviours (Hogan, Curphy, & 

Hogan, 1994), such as arrogance, untrustworthiness, moodiness, insensitivity, 

compulsiveness and abrasiveness (Bentz, 1990). Further research by Tharpe and Gallimore 

(1976) on basketball coaches’ 10 effective behaviours also supported the behavioural 
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leadership approach for successful sports coaching. Increasingly, the behaviours of effective 

coaches and leaders were studied and documented to repeat the success for other coaches and 

leaders. This meant that, to enable effective leaders in sports, behaviours can be studied and 

applied to ensure success. At the time, these concepts were being addressed outside of sport, 

through the research on situation–behaviour relationships and the ‘behavioral signature of 

personality’ (Mischel, 2004). 

Paton (1987) also began to understand that the study of sports leadership assumed 

great importance in the field of sports management. This was particularly true in sports 

organisations, and especially with sports coaches (Murray, 1986) who possess coaching 

leadership behaviours that enable effective leadership of their sports teams. More journal 

articles and doctoral dissertations were written that focused on leadership and managerial 

functions in sports organisations (Sourcie, 1994). Athletes and coaches also cited effective 

leadership in sports as a vital component of achievement (Chelladurai & Riemer, 1998; 

Gould et al., 1987) and athlete satisfaction (Riemer & Chelladurai, 1995). 

2.4 Situational Models of Sport Leadership 

In 1978, Chelladurai formulated a framework for sport leadership based on some of 

the above work on trait and behavioural theories by Fielder (1967) and Stodgill (1974), and a 

new paradigm of applying leadership principles to sports was developed. Chelladurai’s 

framework was one of the earliest behavioural models of leadership designed specifically for 

sports situations (Chelladurai & Riemer, 1998). This framework included antecedents 

(situational, leader and member characteristics), leader behaviour (required, actual and 

preferred behaviours) and consequences (the team’s performance and satisfaction), as 

displayed in Figure 2. The model was based on previous leadership work that considered the 

interactions between members and situational constraints, such as Fielder’s (1967) 
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contingency theory. According to Fielder, individuals in various leadership roles do not rely 

on positions of power, task structure or a given relationship; rather, the effect is based on 

changing situations to match leadership styles. These studies defined a new paradigm of 

leadership, in which the interactions of the leader with the members, through their 

behaviours, were studied in relation to the performance of sports teams. Most studies focused 

on the leadership of sports coaches (Chelladurai & Carron, 1983). Sports leadership occurs in 

sports leaders when they have the ability to set conditions and boundaries that influence 

teammates to align behaviours and actions to team goals, rather than pursuing individual 

awards and accolades (Chelladurai & Saleh, 1980).These opportunities in sport can develop 

certain leadership traits and styles for participants or athletes (Chelladurai & Saleh, 1980). 

There are several other models that consider sports leadership behaviour, including 

the leadership scale for sports (Chelladurai & Saleh, 1980) and multidimensional model for 

leadership (Chelladurai, 1978, 1983, 1990). These models set the context for the current 

study’s conceptual model of CLDS. The only factor not incorporated into this study’s model 

is the requisite social and moral values linked to the actual, preferred and required 

behaviours. The current study and model make no attempt to measure these value behaviours. 

This was also reflected in the study by Riemer and Chelladurai (1995), which found a 

‘considerable gap’ between the importance of leadership in sport and the efforts of 

researchers to understand it. Sport experiences have subsequently been studied and proven to 

provide sport participants with opportunities to manage rapid changes in their sport 

environment, especially in a competitive setting, where quick decisions mean winning or 

losing. Researchers became interested in the situations, roles and exchanges between the 

leaders and their members in sports teams, and how this interaction allowed them to achieve 

their goals in the sports arena and sports setting. This considered the interactions between 
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leaders and members, situational constraints, such as Fielder’s (1967) contingency theory and 

House’s (1971) path-goal theory. 

2.4.1 Leader and member interactional leadership. Another model—the 

‘meditational model’—deals holistically with the interactional factors between sports leaders 

and athletes, as well as the situational and coaching characteristics. This model was 

developed by Smoll and Smith (1989), who observed and assessed coaches and their 

behaviours during training, and then measured the athletes’ satisfaction to understand the 

effectiveness of the training program. The model incorporated the individual characteristics 

of athletes in terms of age, gender, motives and anxiety levels, and how coaching programs 

can affect the experiences and enjoyment of these athletes, which will determine how the 

athletes perceive their coaches. This model also states that athletes’ attitudes towards their 

coach and experience in sports are mediated by their perceptions of the coach’s behaviours, 

and that these perceptions are dependent on the coach’s actual behaviours and athletes’ 

perception, recall, reactions and evaluations. 

2.4.2 Transformational leadership. The research on measuring athlete satisfaction 

launched another wave of leadership theories, which considered how the leader’s intervention 

was helping or transforming the member or athlete (Chemers, 2000). That the athlete’s 

behaviours through the sport intervention could be transformed and changed for the better. 

Chemers’s (2000) functional integration of the leadership literature began to expand 

understandings of leadership in physical activity groups for older adults. Chemers (2000) 

defined leadership in sports or physical activity as ‘a process of social influence in which one 

person is able to enlist the aid and support of others in the accomplishment of a common 

task’ (p. 27). This aligns with Northouse’s definition and reaffirms the research on the social 

influence and behavioural change required of team members for success. The major points of 
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this definition are that leadership is a group activity, is based on social influence, and 

revolves around a common task. Intrapersonal factors (thoughts and emotions) interact with 

interpersonal processes (attraction, communication and influence) to influence a dynamic 

external environment. It is clear from Chemers’s definition of leadership that leaders’ 

interpersonal behaviours have a certain level of social influence over their team, even to 

transform or change the teammates’ behaviours, thoughts and actions, and only then can the 

stated team goals be achieved. These behaviours or traits relate more to how leaders emerge 

from situations, rather than their effectiveness in decision making and leadership roles 

(Hersey & Blanchard, 1982), as there is a process of influence and change. Previous research 

stipulated that successful coaches in team sports that produce consistently good results are 

not just born with leadership traits and behaviours—rather, these behaviours can be 

developed, enhanced and improved. 

Leaders’ transformational leadership behaviours broaden the interests of teammates 

by inspiring them to grow from considering self-interest to considering the interests of the 

organisation, team and beyond. This concept considers the psychological needs of team 

members by making them feel valued, and is now widely used in leadership in sports (C. H. 

Hsu, Bell, & Cheng, 2002). This means that athletes or teammates begin to adopt the goals of 

the team and organisation, and internalise these goals as their own. This is an ideal state to 

achieve team and group efforts, where leaders and members are focused on similar tasks and 

goals that contribute to team and organisational effectiveness and improved outcomes and 

performance (C. H. Hsu et al., 2002). Laurent & Bradney’s  (2007) research on the 

similarities of leadership behaviours exhibited by leaders in the sport context and in other 

professions clearly demonstrates that sport can be used as a context to develop leaders and 

that these leadership behaviours are transferable outside the realm and context of sport. The 



40 

 

next section will study the leadership development in sport theories, to understand how sport 

is used as the context to develop leaders. 

2.4.3 Leadership development in sport. Leadership studies have been reviewed and 

developed by many authors and researchers (Bass & Stogdill, 1990; Weese, 1994; Wright & 

Cote, 2003; Yukl, 1989). Sports leadership and its behaviours have gained increasing 

importance as more sports organisations and management teams have begun to value them 

for enhancing their effectiveness (C. H. Hsu et al., 2002; Sourcie, 1994). Although there has 

been much research over the past 30 years to test and use existing theories and models, 

leadership in sport behaviour—especially appropriate coach leadership behaviour—remains 

one of the least understood research areas (Vella, Oades, & Crowe, 2010). Many of the 

leadership concepts and theoretical developments in sport organisations are also lacking 

(Jones & Spamer, 2011) and there has only been particular research emphasis on Western 

cultures and countries—especially the United Kingdom, Australia and the United States—

and less on Eastern cultures (Kwon, Pyun, Han, & Ogasawara, 2011). At the same time, more 

sports leaders, coaches and sporting organisations are adopting the democratic and 

participatory form of leadership (Kwon et al., 2010) to increase performance and achieve 

group goals, especially in recent sports leadership studies in Singapore. 

Vealey (2005) examined how sports leaders can be developed through the use of 

sports role models. These leaders of leaders, whose primary function is to grow new leaders 

in and through sports, reinforced the fact that sports can be used to develop better leaders. 

Dweck’s (2006) research on the ‘leadership growth mindset’ introduced a progressive theory 

that forced many to adopt a more open-minded view on ‘growing’ new leaders, as opposed to 

the traditional mindset of innate talents and abilities possessed by leaders in the ‘great man’ 

theory. Dweck’s study reinforced that leaders can be made, and are not just born. This 
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‘growth mindset’ characteristic was also seen in sports settings in Singapore, where coaches, 

educators and athletes can change and develop to display certain leader behaviours and to 

share common team and organisational goals (Kwon et al., 2010), thereby resulting in a 

‘great degree of congruence’ and performance in sports teams. These studies demonstrated 

the possibility of using sport to develop leadership behaviours and team performance. 

However, it then became essential to determine the key success factors to make this 

possible—especially, in the current study, for leadership development in schools using sport. 

Loehr (2005) suggested that leadership skills learnt through sporting programs are 

transferrable to other areas of life. These skills and competencies are important to young 

people for their future work, careers and interpersonal relationships. These leadership skills 

can engender positive values and behaviours, such as commitment, dedication, confidence 

and increased self-esteem, which can help motivate young individuals to achieve career and 

personal goals, as identified by Obare and Nichols (2001). Indeed, research into similar sports 

leadership programs has suggested that certain traits can be developed in young people, such 

as social capital or interpersonal skillsets for social intelligence (Kay & Bradbury, 2009) and 

citizenship or the ability to identify with the culture or norms of a country (Eley & Kirk, 

2002). For schools in Singapore, citizenship is taught through the CME program, while sport 

is taught in physical education classes. This raises questions concerning the effect of 

leadership programs in schools and the lack of studies examining the convergence of these 

two areas of research. 

Weinberg and Gould (2003) stated that ‘determining what makes effective leaders in 

sports is not a simple process’ (p. 213); thus, more can be done to study and test the various 

perceptions and hypotheses, especially in an Asian context (Kwon et al., 2010). Leadership is 

a complex process involving the effort of individuals to help their group identify and achieve 
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personal and group goals. This suggests that individuals need to first build their own 

character and take responsibility for their own actions before they can learn to lead. In a 

recent study by Vidic and Burton (2011) on developing sports leaders, they recommended 

that more studies be undertaken to design programs that maximise leadership development 

through sports and make leaders more effective—particularly research on leadership in sport 

development in educational institutions, co-curricular activity clubs and non-government 

sporting associations, as these are the key stakeholders who will benefit from having such a 

model to assess the effectiveness of leadership development among their participants and 

athletes. Doty (2005) highlighted the definition of effectiveness in his research assessing the 

outcomes of a values-based sports program for character development in military cadets in 

West Point Military Academy, so that the values of the army could be instilled in them. In the 

intentionally designed sport setting, they defined a leader of character as a person who 

frequently displays behaviours and traits of respect, integrity, honesty, responsibility, 

courage, compassion, fairness and civility, which are the United States Army values. 

Gould and Voelker’s (2010) research on youth sports captains suggested that youth 

leadership research, theoretical developments and measures through sports are clearly 

needed, and that youth leadership development requires intentional efforts, whereby youth 

are not only given formal leadership roles, but are also taught how to be effective in those 

roles. They also determined the following fundamental principles of developing youth leaders 

in sports. First, the leadership must be transformational, where the leader and member 

identify personal and group goals as targets to be achieved. Second, effective leadership 

results from reciprocal interaction and situational influences. Third, youth leadership—

especially for formal roles, such as sports captaincy—occurs in stages, beginning with 

awareness, moving to development of basic skills, and then moving to interventions, such as 
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eliciting positive behaviours from members. Last, effective youth leadership development is 

mostly experiential in nature and requires leaders to be involved in meaningful decision 

making; thus, sports and sports captainship is one of the best avenues to teach young people 

real leadership. Leadership development interventions that are more developmental and 

require a higher level of development in terms of emotions, cognitions, behaviour and 

performance (Bass, 1990) produce better leaders and have longer lasting effects than do 

simple training-based interventions (Avolio et al., 2009). However, there are significant gaps 

in the sports leadership literature about the efficacy of such programs, particularly with 

respect to their application in a contemporary Asian context, such as Singapore. To further 

reinforce the need for more research in these areas in Singapore, Twietmeyer (2007) found 

that values in sport are more taught than caught, and reinforced the need for an intentionally 

designed curriculum. Lee et al. (2000) found few researchers addressing the idea of 

measuring values through sports; however, Kwon et al. (2010) did and found that leadership 

behaviours through sports and physical education require further research in Singapore. 

Voelker et al. (2011) opined that more theoretical developments and measures 

through sports are needed, while Vidic and Burton (2011) encouraged developing more 

effective programs that maximise leadership development through sports. This is important as 

the current study begins to explore the situational characteristics behind leadership and 

decision making, which are not only determined by the characteristics or traits of the leader, 

but also by the context and environment faced by the leader and members. Research in youth 

sport experiences (Weinberg & Gould, 2003) has also been found to promote behaviours 

similar to transformational and transactional leadership. These studies help address the 

question of whether sports can transform and change behaviours and develop the character of 

the participating teammates. Moreover, they help determine how to measure these leadership 
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behaviour changes and the influence of these sport programs on developing leadership and 

character behaviours. 

2.4.4 Character development through sports. One model that focuses on intentional 

design for character development in a sport setting is the SEM (Siedentop, 1982, 1994), 

which is the foundation of the curriculum and framework developed and implemented by 

Sport Singapore. Siedentop’s SEM was designed to implement the idea of an intentionally 

designed and structured sport program that develops athletes holistically, including values 

and behaviours, and makes them more aware of their conduct on and off the field (Penney, 

Clarke, & Kinchin, 2002). Siedentop et al. (2004) also indicated that physical education 

teachers and sport practitioners can ‘manipulate’ the rules of the games by literally changing 

them to allow specific behaviours to be displayed during play, to help young people learn 

how to conduct themselves on the field of play and (if reinforced well) beyond the field of 

play. 

In character development through sports approaches, the link between character and values 

lies in how a person of character displays certain values-based behaviours during sports or 

physical education. The study of values in sports is an area that considers the characteristics 

and behaviours of athletes and participants. Rokeach (1973) defined values as an enduring 

belief that a specific conduct or behaviour is personally or socially preferred to an opposite 

mode of conduct or behaviour. Such values-based behaviours and attributes are linked to the 

values and characters of the member and/or leader; thus, character development is another 

area in which sports have a role to play. A person of character is defined as someone with 

specific behavioural traits, such as social (perseverance, loyalty and teamwork) and moral 

(honesty, sportspersonship and respect) values and properties (Camiré & Trudel, 2010). 

Specifically, character in sports is defined as displaying pro-social behaviours and avoiding 
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anti-social behaviours (Vierimaa et al., 2012). The idea of sports building character is well 

researched, as in the research by Lehman (1981); MacIntyre (1985); Gibbons, Ebbeck, and 

Weiss (1995); C. H. Hsu et al. (2002) and Gould (2012). Sports can develop certain virtues 

and characteristics, such as honesty, courage and justice (MacIntyre, 1985). Lehman (1981) 

argued that games are played within a framework of social practices and priorities. Other 

research has shown that sports are a sophisticated social practice, if properly conducted, and 

are capable of providing young people with important ethical experiences (Kretchmar, 2005; 

Suits, 1978; Twietmeyer, 2007). In positive youth development (PYD) research, which 

focused on how young people need to have positive experiences to build values (Catalano et 

al., 2004). The four characteristics identified in the PYD approach are confidence, 

connection, competence and character. Lerner et al. (2005) then further proposed 5Cs in 

PYD, with the fifth C being compassion which was built upon on the theoretical 

underpinning of the 4Cs model (Little, 1993). There has however been very little sport 

empirical research on Lerner et al.’s 5Cs model and thus will not be used in this study.  

Pim and Doty (2010) defined character as the way a person acts when no one is 

looking, which is described as the ‘real you’. In practice, this translates to how a person acts 

and behaves in various situations.The key aspect of the West Point Military Academy’s 

character education through sport approach by Pim and Doty was the way each sporting team 

had to identify their core values and determine (through a process of goal setting) how to 

demonstrate core value behaviours throughout the entire season of training and competition. 

Each team was tasked to conduct their own goal setting; thus, every player had to take 

ownership when identifying the core values, determining the behaviours that linked to the 

core values, and determining the appropriate behaviours for on and off the court. Besides the 

expected formal role behaviours of sports—involving officials and coaches—certain 
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behaviours from participants or players are also expected within the boundaries of the rules of 

the sport. In their work assessing the outcomes on character of sporting programs, Pim and 

Doty (2010) defined a person of character as demonstrating or displaying respect, integrity, 

honesty, responsibility, courage, compassion, fairness and civility. They clearly defined the 

link between behaviour and character in sports, where a sportsperson is described to be of a 

certain character and as displaying certain behaviours that are clearly demonstrated in their 

practice or performance in the sporting context. To truly be able to say that sport can change 

or develop character, it is important to observe demonstrable change in sport behaviours or 

actions in the field over time. This reinforces Vierimaa et al.’s (2012) argument that character 

in sports is defined as displaying pro-social behaviours and avoiding anti-social behaviours. 

Furthermore, from lifeskills research by Dishon (2017), Games of Character, specifically 

team sports and games for character development was studied in Victorian Schools and found 

that for these games to be effective and sustainable for character development, two key 

components must exist. Firstly the design of the sessions must be intentional and deliberate 

towards the behavioural outcomes we are trying to achieve and secondly, character 

development narrowed down to repeatability in making decisions about the behaviour to 

demonstrate in any given situation, more often than not, pegged to the roles the person plays 

in those situations.  

Thus, it is necessary that interventions designed should be intentional when 

developing leadership and character, and must be developmental in nature, whereby 

observable actions or behaviours need to be expressed as outcomes of the intervention. This 

has resulted in an emphasis among the sport fraternity that ethical lessons and values in sport 

must be specifically ‘taught’, rather than just caught from experience (Twietmeyer, 2007). 

Moreover, for values to be ‘taught’ in and through sport, the learning outcomes must be 
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explicitly stated, reinforced and designed in the sporting activity from the beginning. To 

achieve this more successfully, Hellison (2003) incorporated the SEM with teaching social 

and personal responsibility, by using modified games with modified rules. These modified 

sports sessions ensured that both skills- and values-based learning were achieved through the 

intentional teaching of character values by playing the sport. In Hellison’s study, sport 

educators used debriefs and interviews with participants to facilitate the learning of personal 

responsibility through the sport sessions. 

Following Hellison’s (2003) work, Vidoni and Ward (2009) began to use modified 

games to provide ‘teachable moments’ in sports for value and character building. These 

‘teachable moments’ were described as pivotal moments captured by sport educators or 

coaches to reinforce values-based learning at an appropriate and relevant time. This also 

involved coach and teacher questioning and facilitation to have participants share their own 

learning through the sport activities. However, these moments were rare in the sport session, 

and required the coach or educator to be vigilant and then facilitate learning from the 

moment. This meant that educators who were not focused on these teachable moments would 

fail to capitalise on the moments effectively or frequently. 

Further, to ensure that sports can be used effectively as a platform for character 

development, sporting programs must have the participants undergo a transformation that 

fundamentally alters how they think, feel and behave (Avolio et al., 2009). Similarly, 

leadership interventions in sports designed with a developmental approach require 

participants to move to a higher level of outcomes in the areas of emotions, cognitions, 

behaviour and performance (Bass, 1990), which will then produce observable leadership and 

character behaviours that will be more sustainable over time, as opposed to just training- or 
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skills-based programs that have no focus on other aspects of behavioural changes or 

outcomes. 

Thus, for character development through sport to succeed, there is a need to combine 

the research on the SEM, modified games, facilitation and teachable moments. Siedentop’s 

SEM was designed to generate the idea of an intentionally designed and structured sports 

program that develops athletes holistically, including values and behaviours, and makes them 

more aware of their conduct on and off the field (Penney et al., 2002). Siedentop et al. (2004) 

also indicated that physical educators and sport practitioners can ‘manipulate’ the rules of the 

games to help young people learn how to conduct themselves on the field of play. However, 

only a few studies have addressed the concept of values in sport, and far fewer studies have 

addressed the idea of measuring values or character development through sports (Lee et al., 

2000).  

2.5 Leadership and Character Education in Singapore 

This literature review has included different bodies of research and knowledge in the 

areas of leadership and character development, sport and education. However, it is also 

important that this review be expanded to include literature regarding moral education in 

schools in Singapore and character education. The sport education literature includes sport 

for leadership and character development research, which has presented certain key findings 

in the areas of dovetailing how sports education with mainstream education methods to teach 

character and leadership. According to Narvaez and Rest (1995), moral education or the 

teaching of moral functioning consists of four components: moral judgement, moral 

sensitivity, moral motivation and moral action. In contrast, character education is defined as 

teaching character or developing social (perseverance, loyalty and teamwork) and moral 

(honesty, sportspersonship and respect) values and properties (Camiré & Trudel, 2010). Thus, 
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moral education is a subset of character education in the sense that social values are also 

included; however, both processes involve behaviour, actions and decision making. 

Examining the moral education research literature in Singapore schools indicates only 

three articles published between 2000 and 2012, which reviewed the Singapore CME 

syllabus since 1956. These papers are summarised in Table 2. Koh (2012) reviewed the 

previous CME syllabus, considering a review of leadership, character and values education, 

and highlighted that there had been no impact analyses or effectiveness testing of the program 

on learning outcomes. In addition, while there was a common curriculum for CME suggested 

by the Curriculum Planning and Development Division of the MOE, schools were given 

ultimate flexibility and prerogative to use their own methods and resources to implement the 

CME program as they deemed fit. This affected standardisation, with different schools 

practising different approaches, thereby affecting the implementation, assessment and 

evaluation of the CME program across all schools (Koh, 2012). 

The CME curriculum has a formal syllabus to support teaching in CME lessons, 

which focuses on nurturing both moral and character development and active citizenship. The 

curriculum covers five broad themes—self, family, school, society, nation and the world—

and is taught in primary school, secondary school and the two years of pre-university levels. 

In addition, the syllabus focuses on nurturing a set of core values: respect, responsibility, 

integrity, care, resilience and harmony. Teachers are encouraged to use a variety of strategies 

to internalise the values that affect moral functioning. Although Narvaez and Rest (1995) 

defined the teaching of moral functioning in moral education, absent from classroom teaching 

practice was the ability to see the moral action components, as there were no practical 

opportunities for application. Further, Chew (1998) found that teachers designed these 

activities to be classroom based, and chose to nurture these attributes through the processes of 
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perspective taking, storytelling and moral dilemmas. Very little was designed to deliver this 

learning through involving students in activities and actions outside the classroom. This is an 

important issue because students’ learning improves and they take responsibility for their 

own learning when they apply values learning through actions (Vansteenkiste, Lens, & Deci, 

2006). Thus, teachers need to provide students with opportunities to participate in planning 

the moral education programs, as they will take ownership of their learning and development, 

and be able to translate the classroom learning into applied practice, which also leads to long-

term behaviour change. 

In designing values and character education programs, curriculum developers should also 

provide for real-world learning by creating authentic experiences for practice. These 

experiences make the learning more real and practical, so that students do not just learn 

theoretical concepts in moral education through moral judgement, moral sensitivity and moral 

motivation. Students must also have the opportunity to make moral decisions and take moral 

actions in an applied manner, and the outside-the-classroom approach offers that. Another 

opportunity identified in research (Vishalache, 2007) is to introduce hypothetical dilemmas 

into class for discussions, in which students debate and reflect on moral reasoning and 

hypothetical case studies. This also provides real-life applied practice or praxis, as Vishalache 

(2007) found, and allows students to understand moral issues in an authentic manner. This 

ultimately equips students with the required competencies for self-regulation of moral 

behaviour. 
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Table 2 

Published Material on CME in Singapore (2004–2012) 

Source publication Summary findings on character, values and leadership education 

Tan and Chew 

(2004) 

Reviewed only values education, and found that no effectiveness studies were 

undertaken on values education in Singapore schools 

Chew (2006) Reviewed only character and values education, with no study on leadership 

development in Singapore schools 

Koh (2012) Reviewed values, character and leadership education; however, no impact 

analysis was done in Singapore, and no evidence was provided that sport or 

physical education are used as a platform for character or values development 

 

Based on the three articles found, there is limited research on CME and character 

education in Singapore. Moreover, there has been no impact analysis done to measure the 

outcomes of character education in schools, or research on the use of sport or physical 

education interventions to develop character in young people in schools. 

2.6 CLDS Instruments and Measures 

Leadership studies and research have been reviewed and developed by many authors 

(Bass & Stogdill, 1990; Weese, 1994; Wright & Cote, 2003; Yukl, 1989), yet sports 

leadership research only gained a level of importance when more sports organisations and 

management teams began to value its significance to their own organisational effectiveness 

(C. H. Hsu et al., 2002; Sourcie, 1994). Although there has been much research over the past 

30 years testing and using existing theories and models, sports leadership behaviour—

especially appropriate coach leadership behaviour—remains one of the least understood 

research areas (Vella et al., 2010).  

Reviewing the sport for development literature, the link between leadership behaviour 

and character in sports is described in the way character is defined. Character is the display of 

certain socially acceptable behaviours that can be demonstrated in practice or performance, in 

the sports field, work or any other context (Pim & Doty, 2010). Character is described as 
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values in action that are displayed through a demonstrable context, such as participation in 

sports. These values or behaviours can be specific to leadership behaviours or values, thereby 

linking leadership and character through the specific display of values-based behaviours. To 

develop these behaviours, it is important to implement a process of identifying core values, 

determining the behaviours linked to the core values, and determining the setting of goals in 

living out and operationalising those behaviours, on and off court. When developing 

leadership behaviours in sports—besides the expected behaviours of formal roles, such as 

officials and coaches—certain behaviours of leaders and sport captains can also be expected, 

demonstrated and developed within the boundaries of the sports rules. 

Leadership development interventions are developmental in nature and tend to focus 

on leaders in terms of their emotions, cognitions, behaviour and performance (Bass, 1990). 

Thus, to truly be able to say that sports can change or develop character, it is important to use 

instruments to observe and measure demonstrable change in sports behaviours, including 

displaying pro-social behaviours and avoiding anti-social behaviours on the field over time 

(Vierimaa et al., 2012). Pro-social behaviour is defined as voluntary behaviour that is 

intended to help or benefit another individual (Eisenberg & Fabes, 1998), while anti-social 

behaviour is defined as voluntary behaviour intended to harm or disadvantage another 

individual (Kavussanu, Seal, & Phillips, 2006). These behaviours are linked to social and 

moral values, and statements of these behaviours—such as how a person treats his or her 

fellow teammates or opponents—allow these values to be tangibly observable and repeatable. 

Table 3 presents a summary of this study’s used terms, definitions and literature development 

for character, leadership and sport for education segments. 
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Table 3 

Summary of Terms, Definitions and Literature Development 

Terms Literature development 

Character development 

Character Character is defined as having social (perseverance, loyalty and teamwork) and 

moral (honesty, sportspersonship and respect) values and properties (Camiré & 

Trudel, 2010). 

Character in sports Character in sports is defined as displaying pro-social behaviours and avoiding 

anti-social behaviours (Vierimaa et al., 2012). Pim and Doty (2010) defined 

character as how a person acts when no one is looking—the ‘real you’. In 

practice, this translates to how a person acts. 

Values in sports Rokeach (1973) defined values as an enduring belief that a specific conduct is 

personally or socially preferred to an opposite mode of conduct. In a study 

assessing the outcomes of a character-through-sports program, Doty (2010) 

defined a person of character as displaying traits of respect, integrity, honesty, 

responsibility, courage, compassion, fairness and civility. 

Leadership development 

Leadership in Sport 

1. Coaches 

2. Administrators 

3. Educators 

4. Athletes 

1. Youth sports leadership is when athletes have the ability to set conditions and 

boundaries that influence teammates to align behaviours and actions to team 

goals, rather than pursuing individual awards and accolades (Chelladurai & Saleh, 

1980). 

2. The multidimensional model of sport leadership defines leadership as the 

antecedents or situational, leader and member characteristics, and leader required, 

actual and preferred behaviour to achieve team performance and athlete 

satisfaction (Chelladurai & Carron, 1983). 

3. A process of social influence through the interpersonal traits and behaviours of 

coaches and administrators, in which one person is able to enlist the aid and 

support of others in the accomplishment of a common task (Chemers, 2000). 

4. Sports coaches (Murray, 1986) who possess coaching leadership behaviours 

that lead to effective leadership of their sports teams. 

Effective 

leadership 

1. Decision making 

2. Team 

achievement and 

satisfaction 

3. Performance 

traits and 

behaviours 

4. Situational 

leadership 

5. Role 

model/mentor 

6. Organisational 

effectiveness 

1. Effectiveness in decision making and leadership roles (Hersey & Blanchard, 

1982). 

2. Team achievement and athlete satisfaction—effective leadership in sports is a 

vital component to achievement and athlete satisfaction (Chelladurai & Riemer, 

1998; Gould et al., 1987; Riemer & Chelladurai, 1995). 

3. Innate traits—successful coaches in team sports that produce consistently good 

performance are born with certain innate traits associated with effective 

leadership (Zhang et al., 1997). 

4. Situational—Weinberg and Gould (2003) noted there could be contextual, 

situational and other factors (such as relationships of the leader and follower) to 

consider in these theories. Outcomes are not just dependent on leaders’ traits. 

5. Mentor—introducing a new concept of sports role models and mentors 

(Vealey, 2005), whose primary function is to grow new leaders in and through 

sports. 

6. Organisational leader—leaders and members are generally focused on similar 

tasks and goals, which will contribute to team and organisational effectiveness 

and improved outcomes and performance (C. H. Hsu et al., 2002). These 

characteristics are beginning to be evident in most sports settings in Singapore, 
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where coaches/ leaders and athletes share common organisational goals (Kwon et 

al., 2010). 

Sport for development 

Character 

development 

through sport—

values and 

behaviours 

To develop character and undergo development, individuals must undergo a 

transformation that fundamentally alters how they think, feel and behave (Avolio 

et al., 2009). 

Identifying the core values, determining the behaviours linked to the core values, 

and determining the setting of goals in living out and operationalising those 

behaviours, on and off court. 

Besides the expected behaviours of formal roles, such as officials and coaches, 

certain behaviours of participants or players are also expected within the 

boundaries of the rules of the sport. 

Leadership 

development 

through sport 

Leadership development interventions that are more developmental in nature 

require a higher level of development in terms of the leaders’ emotions, 

cognitions, behaviour and performance (Bass, 1990). 

CLDS 

1. SEM 

2. Modified games 

3. Facilitation 

4. Teachable 

moments 

1. Siedentop’s SEM was designed to generate the idea of an intentionally 

designed and structured sport program to develop athletes holistically, including 

values and behaviours, and make them more aware of their conduct on and off the 

field (Penney et al., 2002). 

2. Siedentop et al. (2004) also indicated that physical educators and sports 

practitioners can ‘manipulate’ the rules of the games to help young people learn 

how to conduct themselves on the field of play. 

3. Hellison (2003) incorporated the SEM with teaching social and personal 

responsibility. Using modified games with modified rules, sports educators used 

debriefs and interviews with participants to facilitate personal responsibility. 

4. As a result of Hellison’s (2003) study, Vidoni and Ward (2009) used modified 

games to provide ‘teachable moments’ in sports for values and character building. 

Positive youth 

development 

through sport 

The positive youth development approach focuses on youth having positive 

experiences through sport programs to build values (Catalano, Berglund, Ryan, 

Lonczak, & Hawkins, 2004). The four characteristics of this approach are 

confidence, connection, competence and character. 

 

Table 3 presents an overview of the research that has examined character and 

leadership development in sport, and some of the approaches researchers have used to study 

the results of these character and leadership values-based interventions in sport. Ultimately, 

all the above findings are also reinforced by L. Hsu (2004) in his research on values 

inculcation through sport. This research indicated that, for values inculcation to occur, the 

design of the sport program must be intentional, explicit and specifically focused on character 

and values development. 
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2.7 Measurement Instruments 

The design of a measurement instrument is important for character values 

development through sports. Thus, it is essential to review the available instruments that 

aimed to measure the effect of character and leadership development interventions. Simmons 

and Dickinson (1986) developed a 14-item scale to measure athletes’ values among young 

adults; however, there was no mention of the values they drew from. Another instrument is 

the Youth Sports Values Questionnaire, which is a 20-item questionnaire constructed based 

on the 18 values identified by Lee and Cockman (1995) and used for participants aged 12 to 

16 years. In 2005, Doty developed an instrument to measure the character of athletes at the 

West Point Military Academy using the Doty Sports Participant Survey, followed by 

Kavussanu and Boardley’s (2009) Pro-social and Anti-social Behaviour in Sport Scale 

(PABSS) and Pim and Doty’s (2010) Athlete Self-Assessment instrument. 

The PABSS was also used in a more recent study on developing character, mostly 

through youth sports programs, in the United States and Canada. This was the positive youth 

development (PYD) research, which focused on how young people need to have positive 

experiences to build values (Catalano et al., 2004). The four characteristics of the PYD 

approach are confidence, connection, competence and character. Lerner et al. (2005) 

proposed the 5Cs of PYD, which built upon a 4Cs model put forth by Little (1993), with the 

fifth C being caring/compassion. While much research has been performed on youth 

development programs using Lerner et al.’s 5Cs model, there has been little empirical 

research on the 5Cs in a sport setting. In fact, the majority of PYD research in sport has been 

theoretical and cross-sectional in nature. Measuring PYD in sport, however, can be 

challenging as a recent study by Jones et al. (2011) tested the 5Cs model in a group of youth-

sport camp participants using measures adopted from Lerner and colleagues’ line of research. 
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A factor analysis failed to find support for the existence of the 5Cs among the athletes. This is 

the key reason why this study has not selected the 5C model, as if sport programs are 

supposed to promote PYD in athletes, there needs to be more longitudinal research done to 

clearly demonstrate this change in athletes over time. 

Also the latest PYD research also make reference to more lifeskills and youth 

development research. An example of PYD or lifeskills research is Dishon (2017), where 

Games of Character specifically Team Sports and games for character development was 

studied in Victorian Schools. The research showed that for games to be effective and 

sustainable for character development, two key components must exist. Firstly the design of 

the sessions must be intentional and deliberate towards the behavioural outcomes we are 

trying to achieve and secondly, character development narrowed down to repeatability in 

making decisions about the behaviour to demonstrate in any given situation, more often than 

not, pegged to the roles the person plays in those situations.  

Camiré’s (2010) work was used as the working definition of character and character 

in sports in this study and Weiss (1995) study set the foundation for situational factors in 

leadership and character development in sports. Another example of research on antisocial 

and prosocial behaviours PABSS in sport by Rutten, Stams, Biesta, Schnuengel, Dirks and 

Hoeksma, (2007), examined how individual and contextual characteristics of the sporting 

environment might foster antisocial and prosocial behaviour in adolescent athletes. Results 

suggest that coaches who maintain good relationships with their athletes reduce antisocial 

behaviour, and that exposure to relatively high levels of sociomoral reasoning within the 

immediate context of sporting activities promotes prosocial behaviour. The identified 

limitation of the research was the strong evidence of self-selection processes which affect the 

context and environment being studied. This reinforces the value of my research, in ensuring 
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that the context and situations of the study are intentionally designed. This is done using the 

conceptual model, where a role, a situation and the context in sport for the participant is 

deliberated selected and planned. After which pre and post behaviours are assessed to test for 

the change in behaviours linked to leadership and character identified in the research.  

During the PYD study, the instrument proposed by Catalano et al. (2004) to measure 

character was the PABSS by Kavussanu and Boardley (2009). The PABSS was selected over 

other instruments because it is easy to understand and has discrete examples of behaviours 

that are relevant across an assortment of team sport contexts (Vierimaa et al., 2012), where 

Vierimaa effectively used the PABSS to develop the PYD measurement framework for sport. 

This study utilizes the same PABSS instrument in the 2012 study but contextualized and 

validated for a local audience. This instrument is a 20-item questionnaire used to measure 

character, which has four subscales that target pro-social and anti-social behaviours towards 

both teammates and opponents. It was developed using university participants aged 18 and 

above who were participating competitively in popular team sports, such as soccer, rugby, 

hockey, basketball and netball. In developing the PABSS, the main theory behind this 

instrument was Bandura’s (1991) social cognitive theory of moral thought and action, which 

examined behaviour exhibited by individuals who were linked to personal motivators for 

their conduct, and how they dealt with moral dilemmas and decision making. In the study 

leading up to developing the PABSS, Kavussanu and Roberts (2001) used a method of 

presenting athletes with hypothetical situations. These situations were likely to occur while 

playing the sport, especially during sporting competitions. The athletes’ behaviour was then 

observed, including the frequency of particular pro- and anti-social behaviours. Pro-social 

behaviour is defined as voluntary behaviour intended to help or benefit another individual 

(Eisenberg & Fabes, 1998), while anti-social behaviour is defined as voluntary behaviour 
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intended to harm or disadvantage another individual (Kavussanu et al., 2006). These 

behaviours are linked to social and moral values and to the PABSS measurement instrument 

and how it measures behaviours in a sport setting. They set the foundation for developing the 

initial conceptual model in this study, as the conceptual model considers the required design 

principles of a sport session to ensure that the identified behaviours—linked to the values to 

be developed—must be demonstrated and measured for any impact assessment to occur. The 

demonstration of behaviours also needs to be encouraged through the intentional design of 

the sport activities using hypothetical situations to encourage role play and teachable 

moments. 

In summary, based on the ease of applying the PABSS instrument, as well as the 

background and context of how the PABSS was developed and used to study behaviours in 

sport activity, this instrument was eventually selected by the current research for pilot testing 

and validation. However, as the instrument was developed in a Western context, the current 

research had to adapt the instrument to study the conceptual framework impact analysis by 

changing the words and phrases to suit the local context and language, as well as 

incorporating certain items from other recent instruments. These instruments included the 

Doty (2005) Sports Participant Survey, Kavussanu and Boardley (2009) PABSS instrument 

and Athlete Self-Assessment instrument (Pim & Doty, 2010), as well as excerpts from the 

MOE 21CC. The adapted instrument can be found in the appendices, and underwent pilot 

testing to ensure statistical validity and reliability and to ensure it could be used for the 

quantitative analysis in this study. Table 4 lists the development stages of the various CLDS 

models, instruments and tools. 
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Table 4 

Stages of the CLDS Models, Instruments and Tools 

Research Author Year 

Multidimensional model of sport leadership Chelladurai 1978 

SEM Siedentop 1982, 1994, 2004 

Youth Sports Values Questionnaire Lee and Cockman 1995 

Values inculcation  L. Hsu 2004 

Doty Sports Participant Survey Doty 2005 

Modified games Vidoni and Ward 2009 

Pro- and anti-social behaviour in sport Kavussanu and Boardley 2009 

Athlete Self-Assessment instrument Pim and Doty 2010 

 

2.7.1 Kirkpatrick’s training evaluation framework. To study the effectiveness of 

the entire program—from curriculum design, development, implementation and delivery to 

achieving leadership and character development results among the participants of the sport 

sessions—it was necessary to use a training evaluation framework. Donald Kirkpatrick first 

published his four-level training evaluation model in 1959. This model was then updated in 

1975 and again in 1994 for the purpose of evaluating training programs. Kirkpatrick’s (1994) 

model of training evaluation has four levels: 

1. Level 1, which measure reactions—how participants react to their training 

2. Level 2, which measures learning—what participants have learnt from their 

training 

3. Level 3, which measures behaviour—whether what was learnt is being applied 

4. Level 4, which measures results—whether applying training is achieving results.  

These levels are explored in greater detail in the following subsections. 

2.7.1.1 Level 1: Reaction. This level measures how the people being trained react to 

the training, including their initial reactions to how they felt about the instructor, topic, 
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material and its presentation, and venue. Measuring the reaction of the participants helps 

indicate how well the training is received by the target audience. It also helps improve the 

training for future sessions, including identifying important areas or topics that are missing 

from the training, or even novel approaches to make the learning more effective. 

2.7.1.2 Level 2: Learning. This level measures what the participants obtain in terms of 

learnt knowledge and content, or how much their knowledge increases as a result of the 

training provided. When the training session is planned, it is important to start with a list of 

specific learning objectives, which becomes the starting point to measure the effect of the 

training and whether the training met its objectives. Measuring learning can be undertaken in 

different ways, depending on the articulated objectives and whether the researcher is 

interested in measuring the changes to the participants’ knowledge, skills or attitudes. 

Instruments (such as questionnaires or surveys) can be used to measure the learning outcomes 

of the training, so that Level 2 can be effectively quantified. It is important to measure these 

outcomes because knowing and measuring the level of learning, and then applying the 

feedback, will help improve the future training methodology and design. 

2.7.1.3 Level 3: Behaviour. This level analyses how much and how frequently the 

participants have changed their behaviour, based on the training they received. Specifically, it 

considers how participants apply the information. Behaviour can only change if conditions 

are favourable, as reflected in the four stages of leadership behaviour learning by Gould and 

Voelker (2010). Their research determined the fundamental principles of developing youth 

leaders through sports. First, leadership must be transformational, where the leader and 

member identify personal and group goals of the team as their shared targets to achieve. 

Second, effective leadership results from reciprocal interaction and situational influences 

within the team and the sports context. Third, youth leadership—especially for formal roles, 
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such as sports captaincy—occurs in stages, beginning with awareness, moving to developing 

basic skills (similar to what is being measured in Kirkpatrick’s Levels 1 and 2), and then 

moving to interventions, such as eliciting positive behaviours from members. This is 

measured in Level 3 in terms of identifying and tracking pro- or anti-social behaviours. Last, 

effective leadership development through sport requires leaders to be involved in meaningful 

decision making. Sports experiences and participation and applied sports captainship are 

some of the best avenues to teach young people real leadership. This leads to the final level in 

Kirkpatrick’s evaluation, Level 4, which reveals the transfer of learning in the results or 

outcomes of the learning for the participants. This is often measured in contexts outside the 

sport session and in the areas where participants are expected to display pro-social behaviours 

or leadership in decision making. 

2.7.1.4 Level 4: Results. This level analyses the final results of the training. This 

includes the outcomes that were determined to develop pro-social behaviours and encourage 

these behaviours to occur more frequently, and not only within the sport context and games 

setting, but also outside this context, in what is termed ‘transfer of learning’. 

2.7.1.5 Considerations of Kirkpatrick’s model. Although Kirkpatrick’s four-level 

training evaluation model is popular and widely used, the model involves a number of 

considerations. One issue is that it can be time consuming and expensive to use Levels 3 and 

4 of the model (Kirkpatrick & Kirkpatrick, 2006); thus, it is not practical for all researchers 

and situations. This is especially the case for schools that do not have a dedicated training or 

human resource department, or for one-off training sessions or programs. In a similar manner, 

it can be expensive and resource intensive to prepare a school or organisation to collect data 

with the sole purpose of evaluating training at Levels 3 and 4. These were also challenges in 

the current research. The study schools were ultimately selected based on their readiness to 
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have their teachers undergo the training and then implement it within a term of their school 

semester, which is 10 weeks. It was also necessary to ensure there was a control group 

alongside the experimental group. These efforts would not have been possible without the 

support of the school leaders. Thus, when implementing Kirkpatrick’s evaluation framework, 

its practicality depends on the systems already in place in the school or organisation in which 

the research study is to be conducted. Another limitation is that Kirkpatrick's model is 

excellent for evaluating training in an empirical way; however, it is necessary to control 

certain variables over time and to limit certain confounding variables that may affect the 

outcomes or results of the study, as many variables can change over time. Thus, the analysis 

in Level 4 can be limited in usefulness. 

Considering all these factors, the current study selected Kirkpatrick’s training 

evaluation framework to measure the delivery of the curriculum model by the sports teachers, 

including the implementation by the teachers for their classes and students, and the students’ 

learning and behaviour change. The four levels of evaluation fit neatly with the four 

hypotheses of this research, which could then be modelled after Kirkpatrick’s evaluation of 

training framework. This framework enabled an evaluation frame that had multi-levels and 

measured the outcomes of training evaluation using different research methods at different 

levels. Based on these requirements, the Kirkpatrick model of training evaluation was 

proposed and eventually adopted as the measuring frame for this research. 
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Table 5 

Kirkpatrick’s Four Levels of Evaluation Outcomes and Methods 

Kirkpatrick 

levels 

Outcomes Methods 

Level 1 To determine feedback and reaction to training Quantitative—feedback sheets 

Level 2 To determine the learning of educator to apply 

the conceptual model 

Quantitative—questionnaire 

Level 3 To determine the transfer of learning to the 

sports members 

Quantitative—questionnaire 

Level 4 To determine effect through demonstrated 

behaviours 

Qualitative—semi-structured 

interviews 

 

2.8 Summary 

The key findings in previous research on leadership development through sports 

indicated that sport has the power to enable learning of leadership and the application of 

leadership in the context of roles in sport teams. The main literature supporting this theory 

derives from Chemers (2000), who defined leadership in physical activity as ‘a process of 

social influence in which one person is able to enlist the aid and support of others in the 

accomplishment of a common task’. Further, youth sport leadership development research, 

leveraging the sports captaincy experience by Gould and Voelker (2010), demonstrated the 

use of leadership roles in sport for education and development. The study on ‘Enhancing 

Youth Leadership through Sport and Physical Education’ by Gould and Voelker (2010) 

reinforced this view for both sport and physical education. 

According to the review of CME in Singapore by Chew (1998), values education 

taught in CME classes in Singapore schools specifically addresses issues on morality and 

socially acceptable behaviours. Tan and Chew (2004) and Koh (2012) reviewed the previous 

CME syllabus and highlighted that there have been no impact analyses or effectiveness 

testing of the CME program on learning outcomes, which supports the current research’s aim 
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to conduct empirical testing to evaluate the potential for education through sport to deliver 

character and leadership learning outcomes that may be transferred outside of the classroom 

setting and into other sport settings. 

In reviewing the CCE research in Singapore, this study found that curriculum 

developers could consider the provision of authentic experiences, social modelling and 

guidance (Vishalache, 2007), thereby reinforcing the need for authentic physical experiences 

using sport as the platform. Previous research recommended that class discussions and 

reflective practice could be used to focus on real-life, moral dilemmas to assist in establishing 

moral standards and the required competencies for self-regulation of moral behaviour, thus 

the context of sport as the platform of choice. 

In reviewing the sports education literature, it can be seen that sport presents 

opportunities for moral learning and character behaviour development, using the SEM and 

structured values-inculcation sports programs (Siedentop, 1982, 1994), situational modified 

activities and intentional design (Hellison, 2003) and teachable moments in sports (Vidoni & 

Ward, 2009). The key findings in the review of character, leadership and sport education 

indicate that values in sport are more taught than caught, and there is need for intentional 

design (Twietmeyer, 2007). Lee et al. (2000) also indicated that few studies have addressed 

the idea of measuring values through sports, which reinforces Gould, Voelker, and Blanton’s 

(2012) study that leadership research, theoretical developments and measures through sports 

are needed. This finding mirrors the lack of impact measurement of CME in Singapore. 

Kwon et al. (2010) also suggested that future research was necessary in leadership behaviours 

through sports and physical education in Singapore. As proposed by Vidic and Burton 

(2011), this can be better achieved by developing effective programs that maximise 

leadership development through sport. Previous research uncovered that, while there have 
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been extensive studies conducted on leadership among adults, few studies have examined 

leadership in youth, especially in sport and physical activity contexts. Moreover, limited 

literature in Singapore has examined leadership and character building roles and behaviours 

for leaders in sport. It has also been determined in Laurent & Bradney’s (2007) study on 

leadership athletic training leaders, that sport leaders reported using and exhibiting leadership 

behaviours similar to leaders in other professions. No differences were found in their 

background, ethnicity, age or experience. This clearly shows that sport leadership or 

leadership in sport behaviours were similar behaviours exhibited by leaders in other 

professions or in general and that sport can be used as a context and platform to develop 

leadership behaviours for other professions and contexts. 

To better measure the effect of learning on participants, this study employed 

Kirkpatrick’s four-level evaluation framework. Level 1 observed reactions based on the 

effectiveness of the training, indicating how well the ‘train the sports educators and leaders’ 

program was conducted by the trainer. Level 2 observed and recorded the learning of the 

sports educators and leaders after undergoing the conceptual model program training. This 

measured what participants learnt from the training and curriculum. Level 3 assessed and 

evaluated the transfer of learning from the sports educators and leaders to their students and 

members. This measured how well the sports educators and leaders conducted the values-

inculcation sports session for their members, and effectively transferred and applied their 

learning to the conduct of the sport club session. Lastly, Level 4 analysed whether the 

implementation of the model implementation session by the sports educators and leaders 

achieved results for the sports members receiving the session. Following Kirkpatrick (1996), 

Levels 1 and 2 mainly enabled a summative assessment of the learning, while Levels 3 and 4 
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offered greater insight into how the learning was translated into performance by the 

participants, which was more formative in nature for instructional design. 

This study sought to address the gap in the CLDS literature by developing a 

conceptual model for educators and to measure behaviour change through a specifically 

designed sport session for young people, aged 11 to 17 years, in school sports. This study 

used Kirkpatrick’s four levels of evaluation through a mixed-methods research design. The 

study examined the four identified hypotheses to test the following: (i) the teachers’ or 

educators’ knowledge or degree of learning of the conceptual model and framework; (ii) the 

application and implementation of this knowledge to design character and leadership 

development sport interventions; (iii) the change in behaviour, measured using an adapted 

instrument; and (iv) observation of the transfer of learning from sport to other contexts and 

situations. 
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Chapter 3: Methodology and Conceptual Model Development 

3.1 Introduction 

This chapter outlines the theoretical framework that underpins the synthesis and 

development of the initial conceptual model for this thesis. This chapter guides the 

development of the initial conceptual model and presents secondary data on the empirical 

evidence and impact measurement required to validate the conceptual model. The model 

brings together the literature discussed in Chapter 2 and consists of three parts: (i) the social, 

moral and performance values to be developed; (ii) the leadership roles and situations that 

need to be intentionally designed for the values-based lessons to be successful; and (iii) the 

actions of the educators needed to ensure these lessons achieve their outcomes of leadership 

and character development. The conceptual model provides the basis for understanding the 

whole context in which CLDS can occur. First, this chapter draws on sport for education and 

CME theory to consider the relationship between character, leadership values and the 

expected behaviour linked to these values. Second, this chapter draws on sport for education 

theory to understand the design principles and factors of sport sessions in the education field, 

specifically for sport coaches, physical educators and administrators, and how leadership 

roles such as the captain and the situations that we design can achieve the frequency of 

demonstration of certain behaviours linked to the social, moral and performance values to be 

developed. Another important aspect of sport for development design is the situational factors 

that enable character and leadership behaviours to be demonstrated and measured. Third, the 

educators’ actions during the sport sessions represent the focus of attention, deliberate 

questioning and learning reinforcement required and engaged by both the educator and 

experienced by the participant with the character and leadership development using sport 
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program. The chapter concludes by explaining the linkages between and importance of the 

different parts of the conceptual model. 

3.2 Methodology and Research Paradigm 

Methodology is defined as the strategy, plan of action, process or design lying behind 

the choice and use of particular methods, and linking the choice and use of methods to the 

desired outcomes (Levy, 2006, p. 369). Theoretical perspective is defined as the 

philosophical stance informing the methodology, and thus providing a context for the process 

and grounding its logic and criteria (Levy, 2006, p. 369). Epistemology is defined as the 

theory of knowledge embedded in the theoretical perspective and thereby in the 

methodology. To address the research questions, four essential aspects need to be discussed: 

the epistemology that informs this theoretical perspective, which methodology governs this 

choice and use of methods, which theoretical perspective lies behind the methodology in 

question, and which methods to use. 

Guba and Lincoln (1994) defined a paradigm as a basic belief system or worldview 

that guides the investigator, not only in choice of method, but also in ontologically and 

epistemologically fundamental ways. They emphasised that considering which paradigm to 

apply comes before consideration of the methods chosen for any research study. Similarly, 

Pickard (2007) proposed a research hierarchy in the order of: (i) paradigm, (ii) methodology, 

(iii) method, (iv) technique and (v) the instrument to be used. For example: 

1. research paradigm—positivist, interpretivist 

2. research methodology—qualitative or quantitative 

3. research method—survey, case study, Delphi study, and so forth 

4. research technique—questionnaire, experiment, interview 

5. research instrument—human, pencil and paper, and so forth.  
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Table 6 

Research Hierarchy According to Dervin (1999, 2003) and Pickard (2007) 

Dervin (1999, 2003) Pickard (2007) 

Metatheory Research paradigm 

Methodology Research methodology 

Research method (or strategy) 

Method Research technique 

Research instrument 

 

The possible research paradigms are interpretive, positivist, post-positivist or 

constructivist, which will determine the type of enquiry, ontology, epistemology, 

methodology and methods to be used in the research. To address the identified research 

questions, Table 7 presents a summary of possible research paradigms for this study. 

 

Table 7 

Research Paradigms 

Dimensions Positivism Post-positivism Interpretivism 

Ontology 

(nature of 

reality) 

Naive realism—a reality 

we try to apprehend 

Critical realism—reality is 

only imperfectly 

understood 

Relativism—reality is 

multiple and constructed 

differently for different 

people 

Epistemology 

(nature of 

knowledge) 

Objectivist—verification 

of hypotheses by testing 

and quantitative methods 

Objectivist—non-falsified 

hypotheses are facts of law 

Subjectivist—findings are 

real as individuals 

accounts as reality 

Methodology Experimental—

verification by hypothesis 

testing 

Experimental/manipulative

—falsification of 

hypotheses may include 

qualitative methods  

Empathetic interaction—

investigator interacts with 

the participants for 

verification 

Source: adapted from Pickard (2007). 

 

In determining the paradigm for this research, it is assumed that social facts can have 

an objective reality, where variables can be identified and tested for the purpose of 

generalising a conceptual model that can predict certain behavioural outcomes. By using the 
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approaches of social science research, this study aimed to derive understanding and 

knowledge about the problem; thus, the research aims were developed from a need to derive 

the new understanding through empirical testing, followed by qualitative analysis to refine 

the new knowledge through thematic content analysis. This suggests that this study’s 

approach employed hypotheses testing and theory verification by using experimental methods 

to deduce the suggested outcomes. Thus, this is a post-positivist paradigm, rather than an 

interpretive paradigm, which assumes that variables are complex and interwoven, and 

subsequently difficult to measure (Glesne, 1999). This is because post-positivism shares with 

positivism the assumption that, in the social sciences, truth is not absolute, but probabilistic. 

This truth remains provisional until tested, as different observers can be influenced by what 

they observe. Testing this truth and countering potential error and bias can be achieved 

through rigorous and standardised research techniques and triangulation. Triangulation is the 

use of more than one research technique in a study to ensure that the phenomenon is 

examined from more than one angle (Guba & Lincoln, 1994; Pickard, 2007). Thus, while 

there is an emphasis on quantitative analysis, post-positivism also uses qualitative approaches 

to achieve triangulation.  

Epistemology seeks to understand knowledge and, in this research, the knowledge is 

pragmatist in nature. In Henderson’s (2011) article, she says that a wholly interpretive 

paradigm is difficult to use in a field of study that is often focused on specific research 

questions and applications. Pure or strict positivism, which is usually reflected in true 

experiments and is rarely conducted. Pragmatism suggests that if an ideology or approach can 

advance scientific knowledge in a field or provide practical solutions to problems, then post-

positivism seems to fit that definition of pragmatism. Also according to Patton (2002), 

pragmatism is concerned with what works and solutions to the problem, and is a worldview 
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that arises out of actions, situations and consequences. Thus, the research paradigm fits into 

the metatheory, with this research having a pragmatic worldview, whereby the gap or 

problem identified requires understanding and the development of new knowledge to uncover 

the conceptual model as a result of employing mixed methods when using the pragmatist 

approach. In this case, the pragmatic knowledge uses theory to verify certainty and 

understand how different parts operate separately, yet as a system. This aligns with 

metatheory to uncover knowledge through understanding theories that contribute to the 

pragmatic application in systems—especially human systems, such as moral and character 

development. In post-positivist epistemology research, the investigator is objective and 

detached from the object of study. This provides the basis for the procedures of control and 

manipulation of the object of study that are characteristic of experiments. 

3.3 Justification for Mixed Methods 

The main practical contribution of this research also stems from what evolved from 

Henderson’s (2011) leisure research, which is that the pragmatism paradigm suggests that an 

ideology or approach is true if it works and can advance scientific knowledge in a field or 

provide practical benefits and/or solutions to problems (Henderson, 2011); thus, the post-

positivism seems to fit that definition of pragmatism. Since the paradigm in this research is 

post-positivistic and pragmatic, this also provides the philosophical underpinning for using 

mixed methods (Morgan, 2007). The post-positivist approach guides the research design and 

methodology by influencing the enquiry through determining the need for the explanation, 

prediction and control. This is achieved through uncovering and understanding the subjective 

meaning of individuals. Ontology (nature of reality) derives from relativism, where reality is 

multifaceted and constructed differently for different people. In contrast, epistemology 

(nature of knowledge) is both objectivist (with a need to verify hypotheses by testing and 
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quantitative methods) and subjectivist (where the findings are real as individuals in the study 

accounts their responses as reality). Thus, the methodology used is experimental, requiring an 

inductive verification process by hypothesis testing, and followed by a deductive 

manipulative process, where the falsification of hypotheses may include qualitative methods. 

Thus, the mixed-methods approach is justified through hypotheses testing of research 

questions via an experimental pre- and post-test, with both an intervention and control group. 

A sample population of the intervention and control group undergoing a qualitative analysis 

using semi-structured interviews, group interviews and focus groups follows this. 

For that reason, this research integrated empirical testing in impact analysis with 

control and intervention groups, using a mixed-methods approach over three phases, 

spanning a period of six to eight months. This type of methodology is currently not typical in 

Singapore government agencies because of the need for a control and experimental group, as 

well as the large sample sizes required for the study results to be valid. However, this 

approach is seen as practical in determine the effectiveness of policies and frameworks 

implemented. The table below traces the development of enquiry to this post-positivist and 

pragmatic paradigm; why the methodology was mixed methods; and why the pre-test, post-

test and semi-structured interview instruments in this research were chosen. 

This post-positivistic study reinforces the use of mixed methods as a practical 

approach to collecting data. Denscombe (2008) reinforced this by stated that mixed methods 

represent a ‘third paradigm’ over and above the qualitative and quantitative methodological 

paradigms. Creswell (2009) also highlighted that, for the purpose of providing breadth and 

depth of understanding, it is important to use a mixed-methods approach. This was first 

achieved in this research by using quantitative analysis to assess the treatment outcomes 

using an experimental design. This was followed by the qualitative analysis, which assessed 
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the treatment process using the semi-structured interview data that were embedded in the 

experiment. Finally, to understand the outcomes in the context of the treatment process, by 

integrating the data using the mixed methods. This ensured that the results were interpreted 

through this structured analysis in the context of the quantitative and qualitative findings, and 

contributed to and corroborated the unique conceptual model developed. 

Another justification for using the mixed-methods approach derived from Holmberg, 

Arnesson, and Backvall (2008), in which the use of mixed methods through a self-reported 

questionnaire (for quantitative data) and in-depth interviews (for qualitative data) allowed the 

researchers to attain a complete picture of the complexity of implementing evidence-based 

practice. This approach also provided objectivity by considering perspectives through 

qualitative data and semi-structured questioning. Ritchie and Rigano (2001, p. 752) also 

suggested the use of mixed methods to provide verifiable, accurate and consistent qualitative 

input to support the quantitative data analysis. 

The quantitative analysis and empirical testing was designed using the experimental 

design approach, with a control and intervention group. Following this, the qualitative 

analysis was undertaken using semi-structured interview questions for the sport educators and 

leaders with their students and members. Kirkpatrick’s (1994) four-level training evaluation 

model was applied to measure the effectiveness of the train-the-trainers session, the 

application of learning resulting from the training, the extent of behavioural change, and the 

effects of the sport sessions on the participants. According to the review of CME in 

Singapore by Chew (2006), values education taught in CME classes in Singapore schools 

specifically addresses issues of morality and socially acceptable behaviours. Tan and Chew 

(2004) and Koh (2012) reviewed the previous CME syllabus and highlighted that there have 

been no impact analyses or effectiveness testing of the program on learning outcomes, which 
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supports the need to conduct empirical testing to evaluate the benefits of the education, 

especially for delivering character and leadership learning outcomes, such as behaviours that 

can be seen outside the classroom setting and in the sport setting. Koh (2012) suggested that 

there is a need to measure the effect of the curriculum design, development, implementation 

and delivery for achieving leadership and character development results among the 

participants of the sporting sessions. There is also a need to design an evaluation framework 

that can measure all the levels of evaluation—from delivery of the curriculum to sports 

teachers, to implementation by the teachers with their classes and students, to measuring the 

students’ learning, and to measuring change in behaviours. 

The Kirkpatrick model of training evaluation was proposed and eventually adopted as 

the measuring frame for this research. This evaluation frame fits the intent of the original 

conceptual model developed from the literature review. The model can be used to 

intentionally design sport sessions and activities to develop future leaders of character, using 

physical education in school as the main platform of delivery, and to measure its 

effectiveness. Through integrating curriculum into a conceptual model by applying theory 

into practice, the most interesting and innovative area of this study—beyond measuring the 

intervention effectiveness—is developing the curriculum and model to develop leadership 

and character using sport and physical education. 

3.4 Pedagogical Development 

Before developing the model, it is important to review and determine the pedagogical 

factors and approaches to be used by educators in sport for leadership and character 

development. According to Vansteenkiste et al. (2006), the way educators design lessons to 

improve engagement in learning is critical to helping students with long-term application and 

behaviour, and this occurs when students put into action values learning and take 
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responsibility for their own learning. The ability to design and plan sport or physical 

education lessons and training, which included having a basic pedagogical foundation to 

develop lesson outlines, to define learning objectives and designing assessment tools to 

measure learning outcomes. The other abilities of teachers/coaches include applying various 

instructional strategies in relation to students’ abilities, including instructing, observing, 

offering feedback and correcting, and progressively developing skills. Moreover, they should 

have an understanding of and ability to apply different pedagogical approaches, including 

skill learning, game understanding and tactical teaching skills. Siedentop et al. (2004) also 

indicated that physical educators and sport practitioners can change or ‘manipulate’ the rules 

of games to help young people learn how to conduct themselves on the field of play. This 

resulted in an emphasis among the sport fraternity that ethical lessons and values in sport 

must be specifically ‘taught’, rather than just caught from the experience (Twietmeyer, 2007). 

At the same time, sports is a sophisticated social practice and, if properly conducted, is said 

to be capable of providing young people with important ethical experiences (Kretchmar, 

2005; Suits, 1978; Twietmeyer, 2007). Thus, in the current study, there was a need for the 

teachers and coaches to have experience in sport—preferably competitive play over a range 

of sport and games, especially team sports. Moreover, the teachers and coaches should have 

adopted a personal philosophy of the value of sport for character and leadership development. 

When applying the model into the curriculum, a pedagogical approach was needed. 

The term ‘pedagogy’ is derived from two words—‘paid’ meaning ‘child’ and ‘agogus’ 

meaning ‘leader of’. In combination, pedagogy refers to the art and science of teaching 

children (Ozuah, 2016). In educational and learning theories, pedagogical approaches 

describe how teachers consider the learning needs of the child and design the lesson or 

session accordingly. Learning theories serve as useful platforms for understanding some 
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aspects of learners and, in this research, assisted in developing sessions that facilitated the 

learning of participants by helping them gain insight into their own approach to learning. 

There are five identified learning theories: behavioural, cognitive, constructivist, humanistic 

and developmental theories (Schunk, 2012). The most applicable learning theory in this 

research is the behavioural theory, where the goal of learning is to see a change in the 

observable behaviours demonstrated by the learners in the situation or context of the learning 

process. According to Schunk (2012), there are several ways to assess whether an individual 

has learnt, including direct observations, oral responses from interviews and self-reports, 

which include questionnaires, surveys and interviews. This study used these methods to 

assess the learning outcomes of the conceptual model interventions, largely through 

behavioural observations and outcomes. As defined by Doty and Pim (2004), these 

behavioural outcomes are closely linked to the values identified, and, in the sport context, the 

values developed by engaging in the sport session. In this learning paradigm, the educator 

sets the learning objectives and outcomes, and then provides the intervention or stimulus, 

while also facilitating responses from the participants and providing learning reinforcements 

through teaching cues for the learners. The educator’s role is to facilitate the learning process 

by directing the learning, managing the intervention process, and importantly reinforcing the 

learning objectives and outcomes. The end outcomes can be seen in the distinctive behaviour 

changes that are both observable and measureable in frequency of occurrence (Ozuah, 2016). 

A higher-order form of learning is when the learner transfers the learnt behaviours to other 

context and environments—a process termed by educational researchers as ‘transference of 

learning’. 

In this research, the behavioural theory of learning was employed using both the 

games approach and role approach to behavioural learning, as seen in Hellison’s (2003) work 
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on situations in sport and Siedentop’s (1994) and Siedentop et al.’s (2004) work on roles in 

sport research. This corresponds with Gould and Voelker’s (2010) study on developing 

leadership through sports. They determined the fundamental principles of developing youth 

leaders through sports. First, the leadership must be transformational, where the leader and 

member work together to achieve the team’s goal. Second, effective leadership results from 

reciprocal interaction and situational influences, where the leader is able to be situationally 

aware and aware of their team members’ needs and feelings in those situations. Third, youth 

leadership—especially for formal roles, such as sports captaincy—occurs in stages, beginning 

with awareness, then developing basic skills, and then moving to interventions, such as 

eliciting positive behaviours from members and this is where expected behaviours in sport 

either values-based, what Kavussanu and Boardley (2009) considers pro-social behaviours or 

leadership-based behaviours are realised. Last, effective leadership development through 

sport requires leaders to be involved in meaningful decision making, with sports experiences 

and participation and applied sports captainship some of the best avenues to teach young 

people real leadership by offering them the opportunity to make decisions within a sport or 

game environment. 

Based on the behavioural learning theory and measurement methods described, the 

two pedagogical approaches are summarised and listed below, with the values or behavioural 

indicators linked to those values, as compiled by the researcher from the listed bodies of 

research and in collaboration with Sport Singapore and MOE for the purpose of this research 

(Tan, K. et. al., 2016). This study required the correct pedagogical approach for the CLDS 

intervention to be appropriately incorporated into the lessons. Thus, this study involved the 

physical education teachers, who were trained professionals, to effectively incorporate and 

apply the conceptual model into their lesson plans by using the appropriate pedagogical 
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approaches. These approaches were selected by these educators and implemented into 

teaching the classes involved in the study. The proposed teacher and coach capabilities were 

compiled based on the role learning model and SEM (Siedentop, 1982, 1994), as well as 

using situational modified activities (Hellison, 2003) or games learning approach, it needed to 

be defined according to the requisite skills in teaching and/or coaching. These skills included 

having a range of teaching and coaching competencies and techniques. Based on Siedentop’s 

(1982, 1994) work, it is increasingly evident that the difference between whether sport does 

or does not build character is less related to playing the sport and more related to the quality 

of coaching, involvement of mentors, and intentional design of the sporting experience. 

First, the games approach (Mitchell, Oslin, & Griffin, 2013) describes how teaching 

sport in physical education is undertaken with a focus on combining the teaching of skills 

awareness and tactical awareness. Skills awareness is the ability to use the appropriate skills 

and perform them in the correct situations, such as how to kick or catch a rugby ball. Tactical 

awareness is the ability to identify relevant tactics to be used during a game and to respond 

appropriately—for example in a game of rugby, one skill is retaining possession of the ball. 

A combination of skills—such as maintaining awareness of players’ and opponents’ 

positions, alongside retaining possession of the ball—enables participant learning in all 

situations, including applying the situations and roles that are part of the sport or game. Some 

examples of roles include attackers, defenders, captains and team officials. According to 

Mitchell et al. (2013), the games approach to teaching enables effective learning that is fun, 

educational and challenging. This approach is useful not only for teaching a sport, or to 

enhance health and fitness, but also for enhancing self-esteem, which was relevant to the 

values-based learning that this study aimed to achieve. The games approach is captured in 

Figure 4. 
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Figure 4. Games approach pedagogy. 

 

a. Games approach—using skill learning, game understanding and game play to 

teach, develop and reinforce performance, social and moral attributes and values. 

b. Role approach—identifying a specific role and its specific attributes and values to 

be developed. 

 

Second, in the role approach, the roles to be adopted are listed in Table 8, adapted 

from Siedentop (1982, 1994) and Hellison’s (2003) research on using roles for learning in 

sport, which indicated that there was an added level of responsibility given to every 

participant, which enhanced learning. Chelladurai and Saleh (1980) also explored leadership 

characteristics that could be derived from participation and interaction in youth sports when 

young people assumed leadership roles in a sport. The findings indicated that, when young 

people engage in sport and assume leadership roles, they also assume certain behaviours 

linked to those roles, such as being more vigilant about the rules of the game and the relevant 

behaviours involved in the role of an official. This reinforces Carron and Hausenblas (1998) 

research, which explored the differences between formal and informal leadership roles. They 

found that formal leadership roles are often given to participants who assume the 

responsibilities attached to these roles, whereas informal roles are assumed by others in team 

settings, and, although they have no formal authority, they still have a level of influence 
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through their behaviours to achieve team goals. Sport athletes assume multiple roles and 

responsibilities when engaging in team sports and handling problems during competitive 

games (Chelladurai & Saleh, 1980), which reinforces the importance of the role approach to 

developing the leadership behaviours adopted in this study. 

Table 8 captures a list of 15 roles in which teachers can involve the student 

participants undergoing the sport intervention. These roles could be adopted during the sport 

sessions designed with the conceptual model, and ranged from collaborator to facilitator to 

teacher. These roles required the participants to adopt certain behaviours while performing 

the role, as well as the corresponding values and behavioural descriptors that best described 

the value. The sessions incorporating these roles in various intentionally designed sport or 

game situations during class affected the participants through demonstrating different 

behaviours in those changing situations. This is to match the leadership or character values-

based behaviours to suit the roles and situations, similar to the way that adopting an official 

role in a sport situation requires people to adapt their leadership and character behaviours to 

suit the role to enforce the rules, as opposed to a collaborator who exhibits values-based 

behaviours to support and collaborate with his or her team members to score a goal or effect a 

pass. 

The behavioural descriptors linked to these roles allow specific behaviours to be 

demonstrated, observed and eventually measured for frequency of occurrence in this study. 

Davidson, Moran-Miller, and Beedy’s (2004) research on behaviours linked to values 

discussed certain practical strategies that involve the use of roles in games to help athletes 

make connections between moral values, character and sport performance. Table 8 

summarises some of the roles and descriptors to link to values. 
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Table 8 

Roles, Values and Descriptors 

Role Values Descriptors 

1. Collaborator Awareness, teamwork, 

respect 

To work jointly as a team in game play or practice 

2. Communicator Focus, encouraging, 

respect 

To effectively communicate during game play or 

practice 

3. Competitor Confidence, 

competitiveness, 

sportspersonship 

To compete (strive together with opponents), 

respecting rules, competitors and officials 

4. Facilitator Attentiveness, faithfulness 

to role, fairness 

To promote discussion and sharing among members, 

including task accomplishments 

5. Follower Attentiveness, 

accountability, loyalty 

To be a reliable support to sport leaders and a 

positive influence to good leadership 

6. Friend Consistency, harmony, 

honesty 

To be a faithful companion to peers to meet their 

social-emotional and sport concerns 

7. Judge Understanding rules, 

responsibility, integrity 

To mitigate any dispute or appeals arising from sport 

events as student officials 

8. Learner Teachable spirit, 

enthusiasm, respect 

To demonstrate positive work habits to learn and 

develop sport skills and knowledge 

9. Loyal member Consistency, commitment, 

loyalty 

To be a dedicated member of a team committed to 

team goals and values 

10. Member with 

integrity 

Diligence, selflessness, 

integrity 

To be a contributing member of a team striving for 

the common good of team and members 

11. Official Consistency, positive work 

habits, fairness 

To exercise official duties in sport with integrity and 

fairness 

12. Provider Awareness, responsibility, 

compassion 

To contribute to the team through one’s talent and 

available resources (non-financial, e.g., time, task 

completion) 

13. Servant 

leader 

Focus, service, integrity To serve members through exemplary authentic 

leadership 

14. Sportsperson Concentration, excellence, 

sportspersonship 

To be a role model of a sportsperson upholding social 

and moral values 

15. Teacher/peer 

coach 

Confidence, accountability, 

respect 

To contribute to the learning and development of 

peers in game and skill practice 

 

3.5 Lesson and Session Structure 

With the pedagogical approach determined and learning theories in place, the next 

step was to design the lesson structure. Vansteenkiste et al. (2006) emphasised how critical it 

is for educators to design lessons to improve engagement in learning. The lesson structure 
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helps students in long-term application and learning of behaviour, and this occurs when 

students put into action the values they have learnt and take responsibility for their own 

learning. From the design and planning completed by the physical education teachers, the 

following were suggested methods to incorporate character development into 

lessons/trainings: 

1. identify learning and training objectives, and structure activities to address 

intended learning and teaching 

2. introduce character attribute or value at start of session (frontload) and conduct 

summative and formative feedback, reinforcement or teaching throughout entire 

session 

3. design session activities with discussion of learning objectives (group discussion 

or sharing, teacher sharing) 

4. identify specific roles for respective students to perform 

5. case studies with or without activity—facilitate discussion and values clarification 

6. values clarification and reinforcement through reflection, discussion and personal 

journaling journeys. 

To develop leadership and character, educators must first teach athletes what 

character is, regularly model and reinforce character values (such as fairness, respect and 

teamwork) and provide opportunities to facilitate the learning of such character values. 

Research has shown that coaching actions and climate can influence the personal 

development of individuals. In other words, for sport to develop character, the process must 

be intentional, deliberate and planned. Meticulously designed sports programs have been 

shown to have positive effects on character building. ‘The First Tee’ was a specially 

constructed life skills training program and curriculum based on golf, which was found to be 
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effective in developing character, as youths in the program achieved higher scores on social 

responsibility, honesty, integrity and self-efficacy than did youths in other activities. As such, 

it has become evident that the difference between whether sport does or does not build 

character relates less to playing the sport and more to the quality of coaching, involvement of 

mentors and intentional design of the sporting experience. With this in mind, using a 

conceptual model in the current study assisted with the deliberate design of sports programs 

for character and leadership development for schools in Singapore. 

3.6 Conceptual Model Development and Impact Analysis 

From the SAGE Encyclopedia of Qualitative Research Methods (Given, 2008), there 

are four main sources to construct a conceptual framework which were also utilized in this 

study and they are (1) experiential knowledge, (2) existing theory and research, (3) the pilot 

and exploratory research, and (4) thought experiments. From research, the development 

process of the conceptual model can be described in McGaghie, Bordage & Shea, 2001, 

which states that a framework contributes to a research report in at least two ways because it 

(1) identifies research variables, and (2) clarifies relationships among the variables. Miles and 

Huberman (1994) defined a conceptual framework as a visual or written product, one that 

“explains, either graphically or in narrative form, the main things to be studied - the key 

factors, concepts, or variables—and the presumed relationships among them” (p. 18), and 

also known as the ‘theoretical framework’ or ‘idea context’. In this study, the model was 

developed through a process of identifying several theories and approaches to teaching of 

sports, this laid out in the literature review and chapter on conceptual model development, 

namely; the role learning and sport education models (Siedentop, 1982, 1994) using 

situational modified activities (Hellison, 2003) and teachable moments in sports (Vidoni & 

Ward, 2009). In order to integrate them into a conceptual model for teaching, the Games 
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Approach, Role Approach and the theory on roles, situations and situationally-specific 

dispositions or behaviours, which Mischel (2004) called the ‘situation–behaviour’ leadership 

style were incorporated into a model for educators to use as interventions for character and 

leadership development. Mitchell et al. (2013), used the games approach to teaching showed 

effective learning results, and the approach is useful not only for teaching a sport, or to 

enhance health and fitness, but also for enhancing self-esteem, which was relevant to the 

values-based learning that this study aimed to achieve.  

To recap the need for a conceptual model, the key findings from the CME literature 

indicated a lack of impact analysis regarding pro-social behaviours linked to values education 

in class, and leadership and character development. Koh (2012) reviewed the previous CME 

syllabus and highlighted that there have been no impact analyses or effectiveness testing of 

the program on learning outcomes. Key findings in the CLDS literature revealed a conceptual 

model development research gap and lack of impact measurement, empirical data and 

evidence in determining the effectiveness of these programs, especially among youth in sport. 

Lee et al. (2000) reported that few studies have addressed the idea of measuring values 

through sports. Moreover, Kwon et al. (2010) uncovered that leadership behaviours through 

sports and physical education require further research in Singapore, reinforcing Gould and 

Voelker’s (2011) study that leadership research requires more theoretical developments and 

measures through sports. Finally, Vidic and Burton (2011) stated that it is necessary to 

develop effective programs that maximise leadership development through sports. 

According to the sport education literature, intentional experiential learning design 

through sport is more successful and sustainable than classroom learning of values and 

acceptable behaviours. The SEM and structured values-inculcation sports program 

(Siedentop, 1982, 1994; Siedentop et al., 2004) revealed the need for three key ingredients to 
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the conceptual model: (i) intentional versus incidental design to change behaviours, (ii) 

situational modified activities and situation-based behaviour design (Hellison, 2003; Mischel, 

2004) and (iii) authentic role-based teachable moments in sports (Vidoni & Ward, 2009). 

3.6.1 Situation-based behaviour and situational leadership model. Tannenbaum, 

Weschler, and Massarik (1961) first suggested using a range of situational factors in 

leadership, which was developed into a contingency model of leadership. Hersey and 

Blanchard (1982) further developed that model by proposing four styles. These styles ranged 

from telling to delegating, and they developed a framework to match each style to the 

situation. In Vroom and Jago’s (1988) and Vroom and Yetton’s (1973, 1988) subsequent 

research, the situational variables used interacted between the leadership style, the situation, 

and ultimately the effectiveness of the leadership outcomes. Their research attempted to 

develop a model to predict the consequences of a leader’s choices, and was used to explain 

the choices that leaders actually make, which led to Mischel’s (2004) work on a ‘behavioural 

signature’. 

Mischel’s (2004) research with individuals in organisations showed that, when closely 

observed, individuals are characterised by stable, distinctive and highly meaningful patterns 

of variability in their actions, thoughts and feelings across different types of situations. These 

situation–behaviour relationships provide a kind of ‘behavioral signature of personality’ 

(Mischel, 2004, pp. 7–8). Thus, having a conceptual model that is able to predict situation-

leadership or character behaviour relationships allows for certain pro-social behaviours in 

sport to be displayed and then reinforced for the purpose of learning and development. The 

advantage of using situational variables and a situation-behavioural model in research 

analyses is the ease with which the effectiveness of a leader’s choices can be determined. 
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This means it is possible to compare and even predict a leader’s choices in each situation 

based on the choice recommended by the model. 

3.6.2 Authentic role-based teaching moments. Throughout the leadership 

development through sports literature, leadership in sport development that leverages the 

sports captaincy experience requires authentic role play through various leadership and team 

situations and more theoretical development to enhance youth leadership through sport and 

physical education work (Gould & Voelker, 2010). Twietmeyer (2007) revealed that values 

in sport are more taught than caught, thereby validating the need for intentional design. 

The initial conceptual model comprises three pillars incorporating the key literature 

review findings: (i) the leadership and character values the user is trying to imbue; (ii) the 

situational factors (Mischel, 2004) and roles that will be intentionally designed into the sport; 

and (ii) the actions of the educators, coaches and leaders who implement the model. These 

three pillars represent the identified practical approaches to enhance character and leadership 

development efforts, based on the literature review and the identified theoretical models from 

Hellison’s (2003), Siedentop’s (1982, 1994) and Siedentop et al.’s (2004) work. The three 

elements that must be integrated for model effectiveness are: (i) identifying the values and 

attributes of good character and leadership, (ii) establishing the platforms through which 

desirable values can be developed, and (iii) executing a purposeful action plan for intentional 

teaching and effective value development. To achieve this, social and moral values and moral 

character were included in the character development segment of the conceptual model. 

Moral character refers to the intangibles of moral excellence—integrity, honesty and concern 

for others and for justice. In addition, moral character moderates personal desire for success 

with issues of justice and concern for the greater good (Davidson et al., 2004), which is 

reflected in the PABSS and Athlete Self-Assessment instruments as pro-social behaviours 
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and positive athlete behaviours in sport. The three columns also interact with one another 

through the various character values displayed as a result of helming different roles in 

different situations as seen in the arrowed lines between the character and leadership 

columns. These columns subsequently also interact with the actions of the educator leading 

this session, with the various actions by the educator to check and reinforce the character and 

leadership learning also seen by the arrowed line between the action and leadership column. 

The initial conceptual model data analysis and before analysing the findings from the 

empirical testing, the initial model was developed through a review and analysis of the 

literature available in the three bodies of work, and is shown in Figure 5.  

 

 

Figure 5. Initial conceptual model. 

 

The model combined the findings of CCE research in Singapore, which found that 

curriculum developers could consider the provision of authentic experiences, social 

modelling and guidance (Vishalache, 2007), thereby reinforcing the need for authentic 

physical experiences using sport as the platform. Vishalache (2007) recommended class 

discussions and reflective practice to be used to focus on real-life moral dilemmas to assist in 

establishing moral standards and the required competencies for self-regulating moral 
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behaviour. This highlights the importance and relevance of sport as the platform of choice, 

and the use of reinforcement by the educator or coach, as displayed in Figure 5 in the extreme 

right column under ‘actions’. In the study by Pim and Doty (2010), the effectiveness of 

inculcating values through sports was narrowed down to the five phases of identify, define, 

model, shape and reinforce. In the left column of Figure 5, the character values are in two 

main groups: social and moral values. Social and moral values are defined differently, with 

moral character referring to the intangibles of moral excellence (such as integrity, honesty 

and concern for others and for justice) and moderating personal desire for success with issues 

of justice and concern for the greater good, while social character refers to how people 

interact with each other through interpersonal skills and behaviours, using values such as 

empathy and collaboration. Educators using the conceptual model had to consider these 

factors when designing their lesson plans, and participants were encouraged to exhibit these 

values-based behaviours. This study also measured outcomes based on participants’ 

demonstration of these behaviours through questionnaires, interviews and self-reported 

surveys. 

The model also incorporated findings from the sport education literature, stating that 

sport presents opportunities for moral learning and character behaviour development using 

SEM and structured values-inculcation sports programs (Siedentop, 1982, 1994; Siedentop et 

al., 2004), situational modified activities and intentional design (Hellison, 2003), the 

situation–behaviour concept (Mischel, 2004) and teachable moments in sports (Vidoni & 

Ward, 2009), thus the use of leadership roles and situations, as seen in the second column of 

the model in Figure 5. This column suggests that developing effective programs to maximise 

leadership development through sport must use real-life opportunities, such as taking on 

leadership roles and making real-time decisions in different out-of-classroom situations, as 



 

 

89 

 

proposed by Vidic and Burton (2011). Although the focus is on developing the moral and 

social values, as seen in the left column, the values in sport are often more taught than caught 

(Twietmeyer, 2007), and there is need for intentional design and deliberate focus on 

opportunities for these values to be taught through application and action, as suggested by 

Twietmeyer (2007). The use of roles and situations affords for these opportunities for values-

in-action application. 

As seen in the middle column of Figure 5, roles and situations derive from the key 

findings in the leadership development through sports research, which indicates that sport has 

the power to enable learning of leadership and application of leadership in the  context of 

roles in sport teams. The main literature supporting this claim derives from Chemers (2000), 

who defined leadership in physical activity as a process of social influence, in which one 

person is able to enlist the aid and support of others to accomplish a common task. The 

emphasis is on accomplishing a task, which requires real action. Further, youth Leadership in 

sport development research, leveraging the sports captaincy experience by Gould and 

Voelker (2010), reinforces the use of leadership roles in sport for education and development. 

Gould et al.’s (2012) ‘Future Directions of Youth Leadership Research in Sport’ study also 

reinforced this, as offering leadership roles enhances youth leadership learning in sport. 

3.6.3 Revised conceptual model. After data analysis, examining the findings from 

the empirical testing, and converging the data from the quantitative and qualitative analysis, a 

revised model was developed, as show in Figure 6. To accentuate the editions, it shows the 

edition and addition of two key actions by coaches and educators, as well as the inclusion of 

performance values, which were the key findings from the qualitative analysis. This will be 

further elaborated and explained in the analysis and findings presented in Chapters 5 and 6. 
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Figure 6. Revised conceptual model with additions and changes highlighted. 

 

The conceptual model contains practical approaches to enhance character and 

leadership development efforts, based on three elements that must be integrated for 

effectiveness: (i) identifying the values and attributes of good character and leadership, (ii) 

establishing the platforms through which desirable values can be developed, and (iii) 

executing a purposeful action plan for intentional teaching and effective values development. 

In the revised model, performance values were included because the researcher found that 

sport inherently requires values that are actionable and have an effect on performance, 

whether in skill, tactical or game performance. Performance character refers to the 

knowledge, habits and dispositions necessary for success in sport, school, the workplace and 

other performance contexts, which was crucial to include in this conceptual model in sports, 

especially competitive sports (Davidson et al., 2004). Thus, performance character was also 

included in the character development aspect of the conceptual model, especially since the 

PABSS asks questions about teammates and opponents, thereby indicating a competitive 
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element in the sport session that is intentionally designed in lessons for performance 

character values to be espoused by the educator and demonstrated in participants’ values in 

action (Davidson et al., 2004). 

In addition, this revised model included ‘act’ and ‘reinforce’ actions for the educators. 

This was found during the delivery of the sport lessons, and supported during the qualitative 

analysis, where educators needed to continuously act on the lesson design and reinforce the 

learning outcomes by repeatedly asking questions about the values-based learning and 

helping the students learn the values selected through the sport sessions. More details on the 

revised model are provided in the results and discussion in Chapters 5 and 6. 

 

Summary 

To summarise, this study aimed to derive understanding and knowledge about 

whether character and leadership program interventions through sport can be successful. 

Thus, the research aims were developed from a need to derive this new understanding 

through empirical testing, followed by qualitative analysis to refine the new knowledge 

through thematic content analysis. The selected approach involved using hypotheses testing 

and theory verification by employing experimental methods and thematic analysis to 

triangulate the results and deduce the revised conceptual model. Thus, this was a post-

positivist paradigm (Glesne, 1999), as post-positivism shares with positivism the assumption 

that, in the social sciences, truth is not absolute, but probabilistic. This truth remains 

provisional until tested, as different observers can be influenced by what they observe. 

Testing this truth and countering potential error and bias can be achieved through rigorous 

and standardised research techniques and triangulation. Triangulation is the use of more than 

one research technique in a study to ensure that the phenomenon is examined from more than 
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one angle (Guba & Lincoln, 1994; Pickard, 2007). Thus, while there is an emphasis on 

quantitative analysis, post-positivism also uses qualitative approaches to achieve this 

triangulation. 

This study was also pragmatic (Patton, 2002) because it was concerned with what 

works and solutions to the problem, and had a worldview that arose out of actions, situations 

and consequences, where an identified gap or problem required understanding and the 

development of new knowledge to uncover the conceptual model as a result of employing 

mixed methods and using a pragmatist approach. In this case, the pragmatic knowledge used 

theory to verify certainty and understand how different parts operate separately, yet as a 

system. In this post-positivist and pragmatic epistemology research, the investigator was 

objective and detached from the object of study. This provided the basis for the procedures of 

control and manipulation of the object of study, which is characteristic of experiments and 

guided the research design and methodology by influencing the enquiry; determining the 

need for explanation, prediction and control; and uncovering and understanding the 

subjective meaning of individuals. 

Thus, the methodology used was experimental, requiring an inductive verification 

process through hypotheses testing, followed by a deductive manipulative process, where the 

falsification of the hypotheses could include qualitative methods. Thus, the mixed-methods 

approach was justified through hypotheses testing of research questions and an experimental 

pre- and post-test, with both an intervention and control group. Following this, a sample 

population of the intervention and control group underwent a qualitative analysis using semi-

structured interviews, group interviews and focus groups. For this reason, this research 

integrated empirical testing in impact analysis with control and intervention groups, using a 

mixed-methods approach over three phases, spanning a period of six to eight months. This 
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type of methodology is currently not typical in Singapore government agencies because of 

the need for a control and experimental group, as well as the large sample sizes required for 

the study results to be valid. However, it was seen as very practical to determine the 

effectiveness of policies and frameworks implemented. 

In this research, the behavioural theory of learning was employed using both the 

games approach and role approach to behavioural learning, as seen in Hellison’s (2003) work 

on situations in sport and Siedentop’s (1994) and Siedentop et al.’s (2004) work on roles in 

sport research. The proposed teacher and coach capabilities were the games approach (using 

skill learning, game understanding and game play to teach, develop and reinforce 

performance, social and moral attributes and values) and the role approach (identifying the 

specific role and its specific attributes and values to be developed). From the design and 

planning undertaken by the physical education teachers, the following were suggested 

methods to incorporate character development into lessons/trainings. First, identify the 

learning and training objectives, and structure activities to address the intended learning and 

teaching. Second, introduce character values at the start of the session, and conduct 

summative and formative feedback for reinforcement throughout the entire session. Third, 

design session activities with summative discussion on learning objectives through group 

discussions, student sharing or teacher sharing, followed by identifying specific roles for 

respective students to perform. Finally, facilitate discussion and value clarifications through 

reflection, discussion and personal journaling journeys. 

The initial conceptual model was derived from a framework comprising three pillars 

incorporating the key literature review findings: (i) the leadership and character values the 

user is trying to imbue; (ii) the situational factors and roles that will be intentionally designed 

into the sport; and (iii) the actions by the educators, coaches and leaders who implement the 
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model. These three pillars represent the identified practical approaches to enhance character 

and leadership development efforts, based on the literature review and identified theoretical 

models in Hellison’s (2003), Siedentop’s (1982, 1994) and Siedentop et al.’s (2004) work. 

The three elements that must be integrated for model effectiveness are: (i) identifying the 

values and attributes of good character and leadership, (ii) establishing the platforms through 

which desirable values can be developed, and (iii) executing a purposeful action plan for 

intentional teaching and effective values development. 
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Chapter 4: Methods 

4.1 Introduction 

Methods are ‘the techniques or procedures used to gather and analyse data related to 

some research question or hypothesis’ (Crotty, 1998, p. 3). Mixed-methods research is a 

research design that creates philosophical assumptions and methods of enquiry by combining 

the collection of data using both qualitative and quantitative approaches over several phases 

of research, yet all in a single study (Creswell, 2009). Based on the definition of mixed-

methods research, the central purpose of this research design is to provide a better 

understanding of the research problem, as compared with using only one method of data 

collection. As defined by Johnson, Onwuegbuzie, and Turner (2007, p. 124), mixed-methods 

research is the combination of qualitative and quantitative research approaches (such as using 

qualitative and quantitative viewpoints, data collection, analysis and inference techniques) for 

the broad purposes of breadth and depth of understanding and corroboration. Based on their 

research, the interpretation of the word ‘methods’ in ‘mixed methods’ includes: (i) strategies 

of data collection through questionnaires, interviews and observations; (ii) methods of 

research, such as experiments and ethnography; and (iii) philosophical issues, such as 

ontology, epistemology and axiology. Using mixed methods also ensures that the results are 

interpreted through a structured analysis in the context of the quantitative and qualitative 

findings, and contribute to corroborating the unique conceptual model developed. 

Thus, quantitative research facilitates qualitative research, and, in this study, the 

quantitative data obtained from the sports educators and leaders guided the selection of a 

smaller number of team members to be interviewed using the semi-structured interview 

approach. By providing the hypotheses for quantitative testing, this study was able to 

examine cause and effect relationships and the specific outcomes of the intervention; 
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however, in-depth knowledge of the social contexts and the perspectives of the sport 

educators, team leaders and their members could only be acquired through qualitative 

research (Bryman & Bell, 2011). 

This research had four aims. The first aim was to develop the conceptual model using 

a literature review of the three bodies of research. The second aim was to undertake 

hypotheses testing using quantitative analysis, while the third aim was to employ qualitative 

analysis to address the research questions. Finally, the fourth aim was to verify the conceptual 

model. 

4.2 Stage 1: Experimental Research Design 

In Stage 1, the research design of choice was empirical testing using mixed-methods 

analysis, incorporating an experimental research design and semi-structured interviews. The 

experiment was designed using an intervention group with a pre- and post-test and a control 

group with a post-test to investigate the effect of the conceptual model program. The test 

instrument to measure the learning and awareness of character values for the sports members 

was adapted mainly from Kavussanu and Boardley’s (2009) PABSS, the Athlete Self-

Assessment instrument (Pim & Doty, 2010) and the MOE’s (2010) 21CC. 

The quantitative analysis employed the Kirkpatrick model of training evaluation’s 

four levels of analysis to address the hypotheses being tested. Kirkpatrick’s (1994) four-level 

training evaluation model was applied to measure the effectiveness of the train-the-trainers 

session, the application of learning resulting from the training, the extent of behavioural 

change, and the effects of the sport sessions on the participants. The impact analysis based on 

Kirkpatrick’s four levels of evaluation was conducted to determine the effectiveness of the 

model by integrating values inculcation into the existing sports curriculum of the education 

institutions involved. Three hundred and forty-one students participated in the study, which 
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employed a combination of independent groups and repeated-measures research design over 

a period of approximately 10 weeks. Two scales were developed to measure the sports 

educators’ application of CLDS principles and students’ demonstration of values-based 

behaviours during sports. Quantitative analysis was conducted to measure the educators’ and 

leaders’ learning, awareness and transfer of the program. The study hypotheses were linked 

to the following objectives: 

1. to determine whether the CLDS model was effective in integrating values 

inculcation into existing sports curriculum 

2. to measure the learning and transfer of learning of the educators and leaders 

through the train-the-trainers program on the use and implementation of the model 

3. to measure the effectiveness of the CLDS program for participants and members 

of the CLDS sessions. 

These objectives lead to the following research questions: 

1. How effective is the conceptual model train-the-trainers program in terms of 

educators’ application into lessons? 

2. How effective is the application of the conceptual model for participants in terms 

of students’ feedback on values emphasis in the sport sessions? 

3. What is the influence on the behaviours of the participants receiving the model in 

terms of frequency of behaviours after the intervention at Time 2 (T2), versus 

before the intervention at Time 1 (T1)? 

 

Empirical testing—incorporating an experimental research design, followed by 

structured interviews—was conducted to identify the effect of this program on sports 

educators and leaders in four local schools in Singapore. The research used the mixed-



98 

 

methods approach in three phases, spanning a period of six to eight months, with the 

quantitative analysis designed using the experimental design approach, with a control and 

intervention group, and the qualitative analysis involving semi-structured interview questions 

for the sport educators/leaders and their students. Subsequently, semi-structured interviews 

and qualitative analysis were conducted with the educators, team leaders and members of 

sports clubs to investigate the transfer of learning from the sports educators and leaders 

session to inculcate values through sport. The adapted PABSS instrument was administered 

to the sport students and members to measure the learning, awareness and transfer achieved 

through the sports sessions conducted by the educators and leaders. 

Level 1 observed reactions based on the effectiveness of the training—in other words, 

whether the trainer was successful in training the participants in the ‘train the sports educators 

and leaders’ program. Please refer to Appendix A for the instrument: ‘Train-the trainer 

Feedback Survey’. Level 2 observed and recorded the learning of the sports educators and 

leaders after undergoing the conceptual model program training. The instrument used is 

presented Appendix B: ‘Feedback for Sport Educators and Leaders’. This measured what 

participants learnt from the training and curriculum. 

Level 3 assessed and evaluated the transfer of learning from the sports educators and 

leaders to their students and members. This measured how well the sports educators and 

leaders conducted the values-inculcation sports session for their members, and effectively 

transferred and applied their learning to the conduct of the sport club session. The instrument 

is found in Appendix C: ‘Feedback from Members (Sport Leaders)’. Finally, Level 4 

analysed the results regarding whether the implementation of the model session by the sports 

educators and leaders achieved results for the sports members receiving the session. 
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Based on Kirkpatrick’s (1996) work, Levels 1 and 2 mainly enabled summative 

assessment of the learning, while Levels 3 and 4 gave greater insight into how the learning 

was translated into performance by the participants, which is more formative in nature for 

instructional design. Based on this understanding, using an experimental and control group 

for the pre- and post-test was an important design parameter. There was no need to change 

participants in this experimental design, as the control group acted as the comparison for the 

cause and effect relationship that the researcher sought to identify. 

4.2.1 Study execution. 

4.2.1.1 Sample. The sample population used for this research were educators and 

students or participants in sporting programs in Singapore; thus, schools were the most 

suitable sample population for this research. There are a total of 374 schools in Singapore, 

including primary, secondary, tertiary and post-tertiary educational institutions. However, not 

all schools use sports for deliberate and intentional character and leadership development or 

have a formalised curriculum to do so. The researcher spoke with over 40 schools in 

Singapore with an interest and focus in this area, and identified a list of five schools that 

agreed to participate in this pilot study. From a convenience sample of four schools, this 

study involved students aged between 11 and 17. These schools volunteered to be part of the 

research because the school leadership were interested in the results, as these could guide 

their sport and physical education lesson design to develop character and leadership in their 

students. 

The sampling techniques used in the study were both convenience sampling and 

stratified sampling. Convenience sampling was used because the schools that agreed to 

participate selected the grades or levels based on their availability, as the other levels were 

undergoing examinations during the time of the study. This sampling was stratified and had 
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distinct subpopulations, as the school system divides the student population into different 

grades, levels and classes. Further, the subpopulations of Primary 4, Secondary 1 and 

Secondary 2 cohorts were selected because they were not undergoing major examinations at 

that time. As physical education and sport classes are taught across all levels and in all 

classes, the classes were further differentiated based on which students the teachers selected 

for the study. Individual classes were chosen based on the school’s availability to send 

teachers to attend the pre-training. 

While the need for convenience sampling existed because of the availability of the 

teachers and students, the stratified sampling of the various levels and classes across the 

school was preferred because it reduced the variances experienced from having a large 

population of students. There are over 370 schools in Singapore and, to ensure that estimates 

could be made with equal statistical power, the sample was drawn from the strata or 

subpopulations in the levels and classes that improved the population representativeness in 

the study. From the schools, 757 students participated in the study, which employed a 

combination of independent groups and repeated-measures research design over a period of 

approximately 10 weeks. It was important to eliminate variables in the experimental design 

by comparing students of similar age groups and skill competency, and having an equal 

gender mix in the control and experiment groups.  

4.2.1.2 Research survey instrument development. An impact analysis based on 

Kirkpatrick’s four levels of evaluation was conducted to determine the effectiveness of the 

model in integrating values inculcation into the existing sports curriculum of the five 

education institutions. Two scales were developed to measure sports educators’ application of 

CLDS principles and students’ demonstration of values-based behaviours during sports.  
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For the quantitative analysis, to evaluate the four levels according to Kirkpatrick’s 

evaluation, the first level essentially involved feedback on the training, which also measured 

Hypothesis 1. The questions in the feedback form focused on how the trainer or facilitator 

demonstrated understanding of the subject, provided contextual knowledge of the subject, 

demonstrated experience in applying the subject, were aware of the rationale and ‘bigger 

picture’ behind the key concepts and practices of the subject, articulated their knowledge in a 

clear and concise manner, asked engaging questions, clarified students’ doubts, were active 

listeners and good facilitators, provided constructive feedback, demonstrated interest in the 

students’ personal learning, motivated/inspired students to take ownership of their learning, 

conducted themselves professionally, made sense of their students’ learning, and were 

prepared and well organised. For the overall feedback on the training session, the questions 

asked included whether: (i) the venue was conducive for the workshop, (ii) the duration of the 

practical session was adequate to try out the approaches, (iii) the time allocated was 

sufficient, (iv) the workshop was useful, (v) the workshop material provided was adequate, 

and (vi) Overall, I feel better equipped to teach character and leadership. This research also 

used the pre- and post-test design on the control group and intervention group. This pre- and 

post-test randomised group design is well used in sport and physical activity research 

(Thomas & Nelson, 1996) and has been used often to test for cause–effect relationships. The 

pre- and post-test survey instrument was administered for both groups of sport leaders and 

three members of their sports club. Using a management tool to measure the effectiveness of 

training for the trainers, participants and their charges, Kirkpatrick’s four-level evaluation 

model was used to gather data from different levels of evaluation (Kirkpatrick, 1994; 

Kirkpatrick & Kirkpatrick, 2006). 
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With reference to Kirkpatrick’s well-established four-level training evaluation 

framework, measures for Level 1 (workshop feedback) and Level 2 (sports educators’ 

learning) were designed and collected during the train-the-trainer workshop conducted by 

Sport Singapore for the sports educators prior to the start of the study. The intent of these 

measures was to collect feedback about the conduct of the workshop and to ensure the sports 

educators gained essential learning of how to apply the model in their sports curriculum. 

These results will be discussed in Chapters 5 and 6. 

Two scales were developed to measure Level 3 regarding sports educators’ 

application of the model principles and students’ demonstration of values-based behaviours, 

forming the impact analysis instrument. The first measure was a 15-item values-inculcation 

practices scale that measured the frequency with which sports educators applied the various 

principles and practices in their sports lesson (e.g., ‘During the physical education lessons, 

my physical education teacher explains how certain values can be demonstrated’). The 

second measure was a 30-item student values scale that measured the frequency with which 

students demonstrated values-based behaviours during their sports lessons (e.g., ‘I follow the 

rules of the game even when others do not’). This scale was adapted from the PABSS 

developed by Kavussanu and Boardley (2009) and was contextualised to measure the core 

values of respect, responsibility, resilience, integrity, care and harmony. 

The pre- and post-test survey used an adapted version of the PABSS (Kavussanu & 

Boardley, 2009) that had 20 items and four broad domains: pro-social teammate, pro-social 

opponent, anti-social teammate and anti-social opponent. In developing the PABSS, the main 

theory behind this instrument was from Bandura’s (199) social cognitive theory of moral 

thought and action, which examined behaviour exhibited by individuals that were linked to 

personal motivators for their conduct, and how they dealt with moral dilemmas and decision 
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making. Kavussanu and Roberts (2001) used a method of presenting athletes with 

hypothetical situations likely to occur in sports, and observed how they behaved and the 

frequency of particular behaviour. Pro-social behaviour is defined as voluntary behaviour 

intended to help or benefit another individual (Eisenberg & Fabes, 1998), while anti-social 

behaviour is defined as voluntary behaviour intended to harm or disadvantage another 

individual (Kavussanu et al., 2006). Tables 9, 10 and 11 list the questions for all instruments 

developed for this study. 



104 

 

Table 9 

Post-session Survey for Train-the-Sport Educators and Leaders 

S/N During the conduct of my sport club session, I … 

1 … not only focus on learning a new skill, but on values as well. 

2 … identify one or two values. 

3 … ask my members whether they have learnt any values. 

4 … explain how certain values can be demonstrated. 

5 … discuss with my members about how their behaviours are related to certain values. 

6 … explain how values can be applied in their daily life. 

7 … show my members how they can demonstrate certain values. 

8 … give my members examples of values-based behaviours. 

9 … share stories that exemplify certain values. 

10 … correct my members’ behaviour when they do not demonstrate the right values. 

11 … give feedback on how my members can better demonstrate certain values. 

12 … set certain standards for demonstrating values-based behaviours. 

13 … praise my members when they demonstrate the right values. 

14 … highlight to the club when they demonstrate positive values. 

15 … encourage my members to demonstrate certain values. 

Note: Both measures used a five-point Likert scale, ranging from 1 = ‘never’ to 5 = ‘very often’. 

 

Table 10 

Post-session Feedback for Participants and Members 

S/N During the club session/s, my sport leader … 

1 … not only focuses on learning a new skill, but on values as well. 

2 … identifies one or two values. 

3 … asks us whether we have learnt any values. 

4 … explains how certain values can be demonstrated. 

5 … discusses with us about how our behaviours are related to certain values. 

6 … explains how values can be applied in our daily life. 

7 … shows us how we can demonstrate certain values. 

8 … gives us examples of values-based behaviours. 

9 … shares stories that exemplify certain values. 

10 … corrects our behaviour when we do not demonstrate the right values. 

11 … gives feedback on how we can better demonstrate certain values. 

12 … sets certain standards for demonstrating values-based behaviours. 

13 … praises us when we demonstrate the right values. 

14 … highlights to the club when we demonstrate positive values. 

15 … encourages us to demonstrate certain values. 

Note: Both measures used a five-point Likert scale, ranging from 1 = ‘never’ to 5 = ‘very often’. 
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In Kavussanu and Boardley’s (2009) study, athletes responded to 20 statements 

indicating how often they had engaged in certain behaviours during the current competitive 

season or most recent season. Participants responded to the following stem:  

Please respond to each of the following statements by indicating how often you have 

engaged in each behaviour during the current competitive season; if you are not 

currently participating in a competitive season, please consider your experiences 

during your most recent competitive season. 

Participants answered each item using a five-point Likert scale (ranging from 1 = ‘never’ to 5 

= ‘very often’). The PABSS (Kavussanu & Boardley, 2009) consists of four subscales: 

1. pro-social behaviour towards teammates—four items (such as ‘congratulated a 

teammate/training partner’) 

2. pro-social behaviour towards opponents—three items (such as ‘helped an injured 

opponent’) 

3. anti-social behaviour towards teammates—five items (such as ‘verbally abused a 

teammate/training partner’) 

4. anti-social behaviour towards opponents—eight items (such as ‘physically 

intimidated an opponent’). 

Opponents’ behaviours were both verbal and physical, while teammate behaviours were only 

verbal. Kavussanu and Boardley (2009) provided evidence for the validity and reliability of 

the four subscales’ scores with team sport athletes. They adapted/reworded the ‘teammate’ 

items to include behaviours in individual sports (e.g., ‘Gave positive feedback to a 

teammate/training partner’). The current study also reworded the PABSS questions to suit the 

Singapore context in terms of language. This was achieved by eliminating jargon, such as 
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‘winding up an opponent’ (Item 14), which is a colloquial statement meaning to physically or 

verbally taunt an opponent. This was changed to ‘annoy my opponent’, as seen in Item 14 of 

the adapted scale. Table 11 displays the adapted scale. 

Table 11 

Adapted Scale for Measuring Pro-social and Anti-social Behaviours 

S/N Adapted 20-item PABSS 

1 I said good things to my teammate.  

2 I helped an injured player from the other team.  

3 I said bad words to my teammate. 

4 I tried to hurt a player from the other team.  

5 I lost my temper after my opponent played unfairly. 

6 I praised my teammate for playing well.  

7 I asked the game to be stopped when a player from the other team was injured. 

8 I quarrelled with a teammate.  

9 I caused my opponent to break the rules deliberately. 

10 I broke the rules of the game deliberately. 

11 I gave good feedback/suggestions to my teammate.  

12 I helped an opponent stand up after a fall.  

13 I talked badly about a teammate.  

14 I tried to annoy my opponent by force or by swearing at them.  

15 I frightened my opponent by threatening to punch or kick them.  

16 I think carefully before giving feedback to my teammate.  

17 I was rude to my teammate. 

18 I was angry when my teammate played badly. 

19 I deliberately sought to make an opponent lose their concentration. 

20 I talked badly about my opponent. 

 

The recommendations arising from Kavussanu and Boardley’s (2009) research 

indicated that future research should attempt to include more items in the scales to increase 

the internal consistency and to further develop the scale by describing other dimensions of 

pro- and anti-social behaviours. Based on this, the current study introduced new items by 

adapting the instrument and including items from the existing PABSS, Athlete Self-
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Assessment instrument (Pim & Doty, 2010) and MOE’s 21CC 

(http://www.moe.gov.sg/media/press/2010/03/moe-to-enhance-learning-of-21s.php). 

The ‘R3ICH’ values of responsibility, respect, resilience, integrity, care and harmony 

stem from the 21CC core values, and their descriptors were subsequently taken from the 

MOE. Each value has a corresponding definition. People demonstrate the value of respect 

when they believe in their own self-worth and the intrinsic worth of all people. People who 

are responsible recognise that they have duty to themselves and their family, community, 

nation and world, and fulfil their responsibilities with love and commitment. People who are 

resilient have emotional strength and persevere in the face of challenges. They manifest 

courage, optimism, adaptability and resourcefulness. People with integrity uphold ethical 

principles and have the moral courage to stand up for what is right. People who demonstrate 

the value of care are caring and act with kindness and compassion. They contribute to 

bettering the community and world. People who value harmony maintain good relationships 

and promote social togetherness. They appreciate the unity and diversity of a multicultural 

society. 

To create measures for these values, the various descriptors were derived and 

extrapolated from the existing PABSS, Athlete Self-Assessment instrument (Pim & Doty, 

2010) and MOE’s 21CC, and linked to the MOE values. For the value of respect, the most 

applicable descriptors for pro- and anti-social behaviours and their source were: ‘I accepted 

differences (in ability) among my team members’ (revised Athlete Self-Assessment), ‘I 

talked badly about a teammate’ (revised PABSS), ‘I talked badly about an opponent’ (revised 

PABSS), ‘I was angry when my teammate played badly’ (revised PABSS) and ‘I lost my 

temper after my opponent played unfairly’ (revised PABSS). For the value of responsibility, 

the behavioural descriptors were: ‘I placed team goals ahead of my individual goals’ (revised 
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Athlete Self-Assessment), ‘I always did what I said I would do (my actions matched my 

words)’ (revised Athlete Self-Assessment), ‘I accepted my role in the team and fulfilled it to 

the best of my ability’ (revised Athlete Self-Assessment), ‘I want to improve myself so that I 

can contribute more to my team’ (revised Athlete Self-Assessment) and ‘I contribute actively 

towards team goals’ (MOE 21CC). For the value of resilience, the most applicable 

descriptors for pro- and anti-social behaviours and their source were: ‘I displayed mental and 

physical toughness in practices and games’ (revised Athlete Self-Assessment), ‘I accept 

failures and learn from the experience’ (MOE 21CC), ‘I challenge myself to be better the 

next time round’ (MOE 21CC), ‘I challenge my teammates to be better the next time round’ 

(MOE 21CC) and ‘I encourage and motivate my teammates even if we lose’ (MOE 21CC). 

The most applicable descriptors for pro- and anti-social behaviours for the value of integrity 

were: ‘I own up to my mistakes’ (MOE 21CC), ‘I follow the rules of the game even when 

others do not’ (MOE 21CC), ‘I frightened an opponent by threatening to hurt him/her’ 

(revised PABSS), ‘I caused an opponent to break the rules deliberately’ (revised PABSS) and 

‘I deliberately sought to make an opponent lose his/her concentration’ (revised PABSS). For 

the value of care, the most suitable pro- and anti-social behavioural descriptors were: ‘I am 

concerned about the wellbeing of my teammates’ (revised Athlete Self-Assessment), ‘I asked 

the game to be stopped when a player from the other team was injured’ (revised PABSS), ‘I 

helped an opponent stand up after a fall’ (revised PABSS), ‘I helped an injured player from 

the other team’ (revised PABSS) and ‘I helped a weaker teammate to improve his/her skills’ 

(MOE 21CC). For the value of harmony, the most suitable pro- and anti-social behavioural 

descriptors were: ‘I quarrelled with a teammate’ (revised PABSS), ‘I was rude to my 

teammate’ (revised PABSS), ‘I gave good feedback/suggestions to my teammate’ (revised 

PABSS), ‘I think carefully before giving feedback to my teammate’ (revised PABSS) and ‘I 
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praised my teammate for playing well’ (revised PABS). Table 12 compiles and summarises 

the values and corresponding extracted statements.  
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Table 12 

Values and Measurement Items 

MOE R3ICH values CLDS measurement items 

Respect 

People demonstrate respect 

when they believe in their own 

self-worth and the intrinsic 

worth of all people 

I accepted differences (in ability) among my team members (revised 

Athlete Self-Assessment). 

I talked badly about a teammate (revised PABSS). 

I talked badly about an opponent (revised PABSS). 

I was angry when my teammate played badly (revised PABSS). 

I lost my temper after my opponent played unfairly (revised PABSS). 

Responsibility 

People who are responsible 

recognise that they have a duty 

to themselves and their family, 

community, nation and world, 

and fulfil their responsibilities 

with love and commitment 

I placed team goals ahead of my individual goals (revised Athlete Self-

Assessment). 

I always did what I said I would do (my actions matched my words) 

(revised Athlete Self-Assessment). 

I accepted my role in the team and fulfilled it to the best of my ability 

(revised Athlete Self-Assessment). 

I want to improve myself so that I can contribute more to my team 

(revised Athlete Self-Assessment). 

I contribute actively towards team goals (MOE 21CC). 

Resilience 

People who are resilient have 

emotional strength and 

persevere in the face of 

challenges; they manifest 

courage, optimism, adaptability 

and resourcefulness 

I displayed mental and physical toughness in practices and games 

(revised Athlete Self-Assessment). 

I accept failures and learn from the experience (MOE 21CC). 

I challenge myself to be better the next time around. 

I encourage and motivate my teammates even if we lose (MOE 21CC). 

I challenge my teammates to be better the next time around (MOE 

21CC). 

Integrity 

People of integrity uphold 

ethical principles and have the 

moral courage to stand up for 

what is right 

I own up to my mistakes (MOE 21CC). 

I follow the rules of the game even when others do not (MOE 21CC). 

I frightened an opponent by threatening to hurt him/her (revised 

PABSS). 

I caused an opponent to break the rules deliberately (revised PABSS). 

I deliberately sought to make an opponent lose his/her concentration 

(revised PABSS). 

Care 

People who are caring act with 

kindness and compassion; they 

contribute to bettering the 

community and world 

I am concerned about the wellbeing of my teammates (revised Athlete 

Self-Assessment). 

I asked the game to be stopped when a player from the other team was 

injured (revised PABSS). 

I helped an opponent stand up after a fall (revised PABSS). 

I helped an injured player from the other team (revised PABSS). 

I helped a weaker teammate to improve his/her skills (MOE 21CC). 

Harmony 

People who value harmony 

maintain good relationships, 

promote social togetherness and 

appreciate the unity and 

diversity of a multicultural 

society 

I quarrelled with a teammate (revised PABSS). 

I was rude to my teammate (revised PABSS). 

I gave good feedback/suggestions to my teammate (revised PABSS). 

I think carefully before giving feedback to my teammate (revised 

PABSS). 

I praised my teammate for playing well (revised PABSS). 
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The MOE 21CC questions and revised Athlete Self-Assessment (seen in Table 12 as 

those questions with an asterisk, *) were aligned and integrated with the revised PABSS 

questionnaire to become the revised 30-item scale, which can be seen in Table 12. The 

revised 30-item questionnaire was pilot tested and analysed for validity and reliability, and 

will be discussed in the analysis and results presented in Chapters 5 and 6. 
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Table 13 

Revised 30-item Pre- and Post-session Survey 

S/N Item 

1 *I accepted differences (in ability) among my club mates. 

2 I talked badly about a club mate. 

3 I talked badly about an opponent. 

4 I was angry when my club mate/teammate played badly. 

5 I lost my temper after my opponent played unfairly. 

6 *I placed team goals ahead of my individual goals. 

7 *I always did what I said I would do (my actions matched my words). 

8 *I accepted my role in the club and fulfilled it to the best of my ability. 

9 *I want to improve myself so that I can contribute more to my club. 

10 *I contribute actively towards club goals. 

11 *I displayed mental and physical toughness in practices and games. 

12 *I accept failures and learn from the experience. 

13 I challenge myself to be better the next time around. 

14 *I encourage and motivate my club mates/teammates even if we lose. 

15 I challenge my club mates to be better the next time around. 

16 *I own up to my mistakes. 

17 *I follow the rules of the game even when others do not. 

18 I frightened an opponent by threatening to hurt him/her. 

19 I caused an opponent to break the rules deliberately. 

20 I deliberately sought to make an opponent lose his/her concentration. 

21 *I am concerned about the wellbeing of my club mates. 

22 I asked the game to be stopped when a player from the other team was injured. 

23 I helped an opponent stand up after a fall. 

24 I helped an injured player from the other team. 

25 *I helped a weaker club mate to improve his/her skills. 

26 I quarrelled with a club mate. 

27 I was rude to my club mate. 

28 I gave good feedback/suggestions to my club mate. 

29 I think carefully before giving feedback to my club mate. 

30 I praised my club mate for playing well. 

 

Measures were collected at Time 1 (T1) prior to the start of the first lesson of the 

school term, and at Time 2 (T2) after the last lesson of the school term, for both the treatment 
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and control groups. All measures were administered by the school educators via a paper-and-

pencil survey in a large group setting. The participants were told that the data were collected 

as part of a research project to gather feedback about their physical education lessons. The 

participants were asked to indicate their class and registration number (to match T1 and T2 

data), but were assured that the data would not be revealed to their teachers for any 

assessment purposes. 

In the educators’ questionnaire, they were also asked about the design of the 

conceptual model intervention to ensure that the design incorporated the key elements crucial 

to the conceptual model principles. The questions asked about the: 

 intervention duration (which was over 10 weeks from start to end) to ensure 

compliance with the required duration 

 number of lessons planned during the intervention period, and the intensity of the 

intervention during lessons—for example, at the start of lesson, at the end of 

lesson or during the lesson itself 

 the design of the intervention—whether it was implemented through the game 

activities, through role learning, or both. 

There were 341 participants in the treatment group and 365 in the control group. The samples 

were identified using convenience sampling from four local schools that were willing to 

participate in the study. The study followed the timeframe of a standard school term of 

approximately 10 weeks, with the participants in the treatment group (n = 341) receiving the 

model intervention/treatment as part of their sports curriculum, and the participants in the 

control group (n = 365) receiving their usual sports curriculum across the period of 10 weeks. 

The participants comprised students aged 11 to 17 years. Figure 7 summarises the entire 

control and experimental pre- and post-test research design. 
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Figure 7. Research design. 

 

Although the type of sports played differed between schools, the sports educators who 

received train-the-trainer training from Sport Singapore (Tan, K. et. al., 2016) and were 

administering the treatment group in their respective schools integrated the model into their 

sports curriculum by ensuring the key principles and practices of the model were deliberately 

designed in the structure of the lesson plans. 

4.2.2 Procedure. The selected classes’ physical education teachers in the 

experimental group first attended the CLDS training program over three full days, facilitated 

by the researcher. This program involved teaching the teachers how to use the initial 

conceptual model that was developed. The training program helped the teachers intentionally 

design the learning of leadership and character values and behaviours for their students 

through the physical education sessions for that school term. The teachers would design the 

sport lessons for the term by identifying the values to be learnt and integrating them into each 

lesson using the model. The researcher monitored the design and reviewed the lesson plans to 
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ensure the conceptual model was correctly applied. A post-session survey for the train-the-

sport educators and leaders was administered to determine Kirkpatrick’s Level 1—reaction 

and feedback to the training. A control group of teachers and students was also identified. 

Those teachers did not attend the CLDS program training and did not have to answer the 

post-training feedback survey. 

Both the control and experimental group answered a pre-test revised 30-item survey 

and the adapted PABSS survey. The experimental group participants then started the 10-week 

(or one-term) intervention through the physical education lessons taught by the trained 

teachers. The lessons incorporated the conceptual model through the CLDS training. The 

control group participants also attended their regular 10 weeks of physical lessons, without 

implementing any aspect of the conceptual model. After the 10 weeks, both groups again 

responded to the post-test revised 30-item survey and adapted PABSS survey, which 

measured Levels 2, 3 and 4 of Kirkpatrick’s evaluation, and addressed the four hypotheses 

identified for testing. 

4.2.2.1 Semi-structured interview questions. The qualitative approach through the use 

of a semi-structured interview is used to achieve triangulation. Although a structured 

‘question guide’ was developed and shown below, the interviews were meant to allow the 

interviewer to follow topical trajectories in the conversation that may stray from the guide 

when deemed appropriate in order to uncover the experience at that instant, as suggested in 

Rubin and Rubin (2015). The interview used a responsive interviewing technique by Rubin 

and Rubin, which required first a set of anchor questions but allows for the interviewer to 

probe further with questions that were based on the responses of the individuals. 

Incorporating the responsive interviewing techniques explains the semi-structured nature of 

the interview as the interviewer focuses on a specific topic and explores it thoroughly by 
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asking further based on the answers provided. The interviewer using this approach must also 

record all conversations verbatim as done by me in this research. The qualitative semi-

structured interview questions comprised questions for both educators and students and the 

questions included, but are by no means exhaustive, due to the responsive interview 

technique, described above, used: 

 What was your experience in designing club sessions to infuse values inculcation? 

 What are some key considerations or issues that you need to take into account 

during this design process? 

 What are some key success factors to ensure the design of club sessions achieves 

the desired outcomes of values inculcation? 

 What advice would you give other sport leaders who want to design sessions for 

values inculcation? 

 Share one experience or story that highlighted the effect of using sport club 

sessions to inculcate values. 

 What is one thing you would change to improve subsequent club sessions for 

values inculcation? Why? 

For the students, questions included: 

 How have club sessions been different, as compared with previously? 

 Did the sport leader emphasise any other lessons other than learning a new 

skill/sport? 

 Did you notice that the sport leader discussed values with the club? 

 Was that experience positive or negative? Why? 

 What did you learn from that experience? 
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 Share one specific experience or story that you personally experienced or when 

you observed positive values-based behaviours. 

These questions predominantly addressed Kirkpatrick’s Levels 3 and 4 because they 

measured the application and transfer of learning. 

4.2.2.2 Data analysis. Two scales were developed to measure the sports educators’ 

application of CLDS principles and the students’ demonstration of values-based behaviours 

during sports. The hypothesis testing for Hypotheses 1 to 4 is listed as follows: H1: train-the-

trainers, H2: implementation of design, H3: sport session design outcomes and H4: 

facilitation of learning outcomes. Whereas the dependent variables are the effects of the 

impact, where the hypothesis is to be tested for outcomes in H1 to H4 or as what is defined as 

H1: trainers’ knowledge, H2: trainers’ application/ implementation, H3: change in behaviour 

and H4: transfer of learning. In terms of external validity, this study examined whether the 

results of the research could be generalised beyond this specific research context—whether 

the results were replicable beyond this study. This would confirm that using experimental 

design through impact analysis is viable for a statutory board to design and test future 

policies and strategies that have training programs. This was also the main reason for 

selecting the representative sample of teachers and students from local schools who are 

affected by these policies, as the stratified sample ensured a level of external validity in the 

results. Finally, ecological validity questions whether the research is adhering to the everyday 

context of the represented sample population, and whether the questionnaire is relevant and 

can be generalised to other students in Singapore. This was largely addressed in the stratified 

sampling of schools and participants who were mainstream in Singapore. Using the selected 

stratified sampling in a control and intervention group environment is also important in 

eliminating the Hawthorne effect. 
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The aim was to determine the reliability of the revised Kavussanu and Boardley 

(2009) PABSS, which this study customised for the Singapore context/culture, with language 

appropriate for the participants. The four broad components identified by the study and 

instrument were the pro-social teammate, pro-social opponent, anti-social teammate and anti-

social opponent. The research questions of Stage 1 of this study—using the Kirkpatrick 

model of training evaluation—were threefold, as follows: 

1. How effective is the conceptual model train-the-trainers program in terms of 

educators’ application into lessons? 

2. How effective is the application of the conceptual model for participants in terms 

of students’ feedback on values emphasis in the sport sessions? 

3. What is the influence on the behaviours of the participants receiving the model in 

terms of frequency of behaviours after the intervention at Time 2 (T2), versus 

before the intervention at Time 1 (T1)? 

This evaluation frame aligned with the conceptual model’s intent to develop a model to be 

used by educators to develop sport leaders of character, using sports and physical education 

in school as the main platform of delivery, and to measure its effectiveness. 

Hypothesis 1—sports educators in the treatment group apply the model principles 

more frequently than do sports educators in the control group. 

Hypothesis 2—sports educators in the treatment group apply the model principles 

more frequently at T2 than at T1. 

Hypothesis 3—students in the treatment group demonstrate values-based behaviours 

during sports lessons more frequently than do students in the control group. 

Hypothesis 4—students in the treatment group demonstrate values-based behaviours 

more frequently at T2 than at T1. 
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Figure 8. Hypotheses testing flowchart. 

 

The dependent variable for H1 was the skill level of the sport educators and leaders in 

designing and delivering the values inculcation through sport sessions in their respective 

sport clubs, while the dependent variable for H2 was the level of values awareness or 

inculcation through the sport sessions. For the quantitative analysis, the dependent variable 

was measured before and after the intervention for the treatment and control groups, so that a 

before and after analysis could be conducted. The independent variables were the type of 

sport—in this study, they were all team sports. 

With reference to Kirkpatrick’s well-established four-level training evaluation 

framework, measures for Level 1 (workshop feedback) and Level 2 (sports educators’ 

learning) were designed and collected during the train-the-trainer workshop conducted by 

Sport Singapore for the sports educators prior to the start of the study. The intent of these 

measures was to collect feedback about the conduct of the workshop and to ensure the sports 

educators gained essential learning to apply the model in their sports curriculum. 

Two scales were developed to measure Level 3—sports educators’ application of the 

model principles and students’ demonstration of values-based behaviours—which formed the 

impact analysis instrument. The first measure was a 15-item values-inculcation practices 

scale that measured the frequency with which sports educators applied the various principles 
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and practices in their sports lesson (e.g., ‘During the physical education lessons, my teacher 

explains how certain values can be demonstrated’). The second measure was a 30-item 

student values scale that measured the frequency with which students demonstrated values-

based behaviours during their sports lessons (e.g., ‘I follow the rules of the game even when 

others do not’). This scale was adapted from the PABSS developed by Kavussanu and 

Boardley, and contextualised to measure the core values of respect, responsibility, resilience, 

integrity, care and harmony. Both measures used a five-point Likert scale, ranging from 1 = 

‘never’ to 5 = ‘very often’. 

 

Table 14 

Summary of Hypotheses and Instruments 

Hypothesis Instrument 

H1 Workshop feedback survey, pre and post  

H2 Measure whether sports educators in the treatment group applied the model principles 

more frequently than did those in the control group, and at T2 compared with T1 

H3 Fifteen-item values-inculcation practices scale that measured the frequency with which 

sports educators applied the various principles and practices in their sports lesson 

Thirty-item student values scale that measured the frequency with which students 

demonstrated values-based behaviours during their sports lessons 

H4 Performance or results survey of students’ behaviours of R3ICH values, comparison of 

means, T2 versus T1 

 

First, the instrument or scale developed and adapted from the PABSS and other 

instruments in this study had to be tested for reliability and validity to ensure the results were 

repeatable and measuring what they were supposed to. The reliability of a scale is tested to 

determine how free the developed scale is of random error. The most commonly used statistic 

tool for reliability and testing internal consistency is the Cronbach’s alpha coefficient. This 

statistic indicates the average correlation among all of the items that comprise the scale. For 

validity, it is important to determine three main types of validity: measurement, internal, 
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external and ecological validity. Measurement validity is simply explained as determining 

whether each question is asking what it is supposed to ask, while internal or causal validity 

determines whether the identified independent variable is really the variable that causes the 

effect. In a post-positivist epistemology research, the investigator is objective and detached 

from the object of study. This provides the basis for the procedures of control and 

manipulation of the object of study, which are characteristic of experiments. In an 

experiment, the investigator aims for a high degree of validity. This is achieved through 

drawing a known probability sample of research subjects from a population, and ensuring the 

sample is representative of the population so the findings can be generalised to the whole 

population. This generalisability is what is meant by external validity. The investigator will 

also randomly divide the sample into experimental and control groups, which are subjected to 

the treatment to test the independent variable, while other variables are held constant. This 

ensures that the effects observed are the result of the treatment, rather than other extraneous 

factors, which is internal validity.  

Before the instrument could be applied in this study, a pilot test was conducted. In the 

pilot test, the questions were reviewed for language and translation sensitivity, as the original 

PABSS instrument was not developed in Singapore and this study needed to consider 

differences in culture, language and jargon. Sue (1999) explained that the lack of cultural 

sensitivity in translated instruments may stem from an overemphasis on internal validity, 

without equal concern for external validity; thus, it was important in developing the 

instrument to consider the translation sensitivity to the culture at present. Validity is the 

ability of a measuring instrument to give a true measure, and can be evaluated only if there 

exists an accepted independent method to confirm the accurate test measurement. This is 

because internal validity is the extent to which results can be attained about the causal effects 
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of one variable on another, while external validity is the degree to which a researcher can 

associate the results to the population and context of interest (Sue, 1999, p. 1072). To 

consider the face validity of the instrument, several questions that could be misinterpreted by 

the young Singaporean respondents were revised and/or removed, such as the use of jargon 

terms and phrases such as ‘I did my opponent in’, which is colloquial language in the region 

where the instrument was originally developed, but would be less understood in the cultural 

and educational context of Singapore. The application of face validity was undertaken in the 

initial stages through reviewing the questions by a panel of school educators and 

administrators from the selected schools in the pilot study. 

In addition, to experimentally demonstrate a relationship between the chosen 

variables, the number of variables in the experiment must be limited. The analysis conducted 

in these experiments was t-tests, which are used when examining two groups. In this study, 

the two groups were the control and experiment groups, and the mean score data were to be 

compared with a continuous variable over time. Paired sample t-tests—also called repeated-

measures tests—were used because this research was interested in changes in scores for the 

participants tested at T1 and T2 after the intervention. In this case, the samples were ‘related’ 

because they involved the same people tested each time. Repeated-measures t-tests were used 

for both the control and experiment groups to test T2 against T1 to see the difference in the 

results, so as to test for the hypotheses identified in this study. The ‘t’ distribution is used to 

describe samples and test hypotheses related to them. Using the t-test requires the following 

assumptions to be true—that the sample be randomly selected and drawn from an underlying 

normal population. 

After the pilot testing and reliability and validity testing, the instrument was applied 

and the data obtained. There were three possible ways to analyse the data for this 
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experimental research design study. First, factorial repeated measures using analysis of 

variance (ANOVA) could be used. In this approach, the factor measured can be for treatment 

groups versus no treatment groups, or for pre-test versus post-test. The one-way ANOVA is 

similar to a t-test, yet is used when examining two or more groups and comparing their mean 

scores on a continuous variable. This analysis is ‘one way’ because it examines the effect of 

only one independent variable on the dependent variable. A one-way ANOVA will show 

whether the identified groups differ, yet does not reveal where the significant difference lies. 

The researcher must conduct a post-hoc comparison to determine which groups are 

significantly different from each other. 

The second way to test differences between specific groups, rather than comparing all 

the groups, is by using planned comparisons. Similar to t-tests, there are two types of one-

way ANOVAs: a repeated-measures ANOVA, which involves the same participants on more 

than two occasions, and a between-groups or independent-samples ANOVA, which compares 

the mean scores of two or more different groups of participants. The third way to analyse the 

data was using simple analysis of covariance (ANCOVA), where the pre-test of both the 

treatment and non-treatment groups is used to adjust the post-test. Finally, another way to 

analyse the data was by using the ‘difference score’, where the pre-test value was subtracted 

from the post-test values. By doing this and performing a simple ANOVA, the difference in 

scores could be used as a dependent variable for further testing via factor analysis. 

These three forms of analysis seek to understand whether one group changes more 

than another group, and whether the intervention or treatment had any effect on the pre- and 

post-test results. This research design of using quantitative analysis through an experimental 

design approach sought to determine the cause–effect relationship between variables, while 



124 

 

controlling for other variables. Some identified variables that needed to be controlled and 

neutralised included: 

 

 the method of instruction—using a situation or role approach, or both 

 the efficacy or motivation of sport educators and leaders, competitive and non-

competitive settings, club members’ efficacy of skill development, and facilitation 

skills of sports educators and leaders 

 the duration and intensity of the conceptual model implementation session, which 

encompassed the physical education lessons in this study. 

For Stage 1 of the quantitative data analysis, SPSS was used to analyse the data 

obtained from the two scales. The steps are summarised as follows: 

 Step 1: Collate all data—Microsoft Excel spreadsheets from the various schools 

were collated 

 Step 2: Clean up data—check for missing data or data that were entered 

inaccurately 

 Step 3: Transfer data from Microsoft Excel spreadsheet into SPSS 

 Step 4: Label all data 

 Step 5: Undertake reverse scoring 

 Step 6: Calculate means and descriptive statistics 

 Step 7: Filter data 

 Step 8: Complete factor and correlational analysis 

 Step 9: Undertake paired and repeated-measures t-test. 
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4.3 Stage 2: Content Analysis 

Stage 2 employed a semi-structured questionnaire that allowed the researcher to 

follow a specific set of questions and have the flexibility to ask probing questions to obtain 

deeper answers. According to McNamara (2009), the strength of the general interview guide 

approach is the ability of the researcher to ensure that similar areas of information are 

collected from each participant, thereby providing more focus than the conversational 

interview method, yet still allowing a certain amount of freedom in obtaining information 

during the interviews. Creswell (2009) suggested being flexible with interview questions 

because respondents in an interview will not necessarily answer the question being asked by 

the researcher, and may provide an answer to a question asked later in the interview. Creswell 

suggested that the researcher must construct questions in a way that keeps participants 

focused on the questions, and the researcher must be prepared with follow-up questions to 

ensure they obtain the best responses from the participants. 

The qualitative analysis involved thematic content analysis and used inductive and 

deductive approaches to develop the themes, followed by coding the data, and then 

comparing the qualitative results with the quantitative data. The thematic content analysis 

approach is explained in further detail below. Qualitative analysis was conducted using semi-

structured interviews with the sports educators and leaders and their members after the pre- 

and post-test experiment design, which provided breath of data. The interview design relied 

on a starting set of questions, yet allowed the interview to probe deeper by asking follow-up 

questions. The interviews involved using the three research questions identified during the 

methods phase, which were linked to the hypotheses to be tested. These interviews provided 

depth to the data, as qualitative studies tend to be more accurate because they use the process 
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of triangulation (Burns, 1997), which enhances validity by incorporating multiple sources of 

findings. 

Stage 2 included qualitative analysis and three research questions: 

1. How effective is the conceptual model train-the-trainers program in terms of 

educators’ application into lessons? 

2. How effective is application of the conceptual model for participants in terms of 

students’ feedback regarding values emphasis in the sport sessions? 

3. What is the influence on the behaviours of the participants receiving the model in 

terms of frequency of behaviour at T2 versus T1? 

The definition of effectiveness is seen in the development of the hypotheses for 

testing earlier in this chapter and reinforced by Doty (2005) in the work assessing the 

outcomes of the character-through-sports program, where a person of character frequently 

displays traits of respect, integrity, honesty, responsibility, courage, compassion, fairness and 

civility in the designed sport setting. This was measured using Kirkpatrick’s four levels of 

evaluation, through the identified four hypotheses, as follows: 

1. Hypothesis 1—sports educators in the treatment group apply the model principles 

more frequently than do sports educators in the control group. 

2. Hypothesis 2—sports educators in the treatment group apply the model principles 

more frequently at T2 than at T1. 

3. Hypothesis 3—students in the treatment group demonstrate values-based 

behaviours during sports lessons more frequently than do students in the control 

group. 

4. Hypothesis 4—students in the treatment group demonstrate values-based 

behaviours more frequently at T2 than at T1. 

To examine the interaction between leadership development platforms and social 

actors, it was necessary to identify key variables, phenomena, processes and relationships; 

thus, a qualitative approach was most appropriate. The approach of using qualitative analysis 



 

 

127 

 

also rides on the strengths of trustworthiness and authenticity (Guba & Lincoln, 1994; 

Lincoln & Guba, 1985). The reliability and validity of the data collected were based on four 

factors. The first factor was the credibility of the participants interviewed (or respondent 

validation). In this case, this was the relevant sports educators and leaders and their members, 

linking to internal validity. The second factor was transferability, which parallels external 

validity and is akin to interview responses that cut across different situations and context, 

whether in sports situations or game play. The third factor was dependability, which indicates 

the usefulness of the data source or responses from the research process, such as problem 

formulation and selection of participants, and is linked to reliability. The fourth factor was 

confirmability, which parallels objectivity and is linked to the researcher not being overly 

dependent on personal values or theoretical inclinations. Rather, the researcher should record 

the responses based on the participants’ worldview and situation. 

A total of 40 interviews were conducted, with 18 students and three teachers in the 

experimental group, and 16 students and three teachers in the control group. The interviews 

of both the control and intervention groups were transcribed and qualitative thematic analysis 

undertaken. The results are presented below. The instrument used can be found in Appendix 

D: ‘Feedback from Members (Self)’. Appendix D contains the semi-structured interview 

questions for the sports leaders and members, which was part of the qualitative approach to 

obtaining feedback about the learning, application and transfer of the training program to the 

sports club members. 

From literature on qualitative methods in sport research such as Smith, (2017) and 

Tamminen and Poucher, (2018). This research takes on a form of qualitative generalizability 

because there is a conceptual model developed (Tamminen & Poucher, 2018). This form of 

generalizability can be articulated through qualitative research as seen in Smith (2017), where 
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it is argued that analytic generalizations about the concepts or theories produced from 

qualitative inquiry and qualitative data can help drive conceptual construction and 

theorization. This study strives to re-conceptualize the way in which people think about the 

phenomenon of character and leadership development through sport and qualitative 

generalization can be used to achieve this (Barone & Eisner, 2012; Smith, 2017). Researchers 

may also collect multiple studies on a topic and synthesize the findings to make inferences 

about the results and how they may apply to other contexts or settings using the qualitative 

methodology, which this study is also trying to achieve. 

Fereday and Muir-Cochrane (2006) used inductive and deductive thematic analysis to 

interpret raw data in a doctoral study on the role of performance feedback in the self-

assessment of nursing practice. This approach suited the quantitative to qualitative sequential 

research method used in the current study. By grouping the data into themes, idea categories 

that emerged from the transcripts were grouped into lower-level data points. Using the 

process of descriptive analysis, categories of responses with recurrent themes were then 

identified in a framework. Figure 9 presents an overview of the inductive and deductive 

approaches to the thematic content analysis used for the qualitative analysis in this research 

(Fereday & Muir-Cochrane, 2006). The three phases included preparation, organising and 

results phases in the content analysis process. 
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Figure 9. Inductive and deductive thematic analysis. 

 

The approach of using qualitative analysis—especially after quantitative analysis in 

mixed-methods design—relies on the strengths of trustworthiness and authenticity (Guba & 

Lincoln, 1994; Lincoln & Guba, 1985), which is also a key feature of any epistemological 

research. The reliability and validity of the data collected are based on four factors. The first 

factor is the credibility of the participants observed (respondent validation), which is linked to 

internal validity. The second factor is transferability, which parallels external validity and is 

akin to observations that transpire different situations and context. The third factor is 

dependability, which indicates the usefulness of the data source or observations from the 

research process, such as problem formulation and selection of participants, and this is linked 

to reliability. The fourth factor is confirmability, which parallels objectivity and is linked to 



130 

 

the researcher not being overly dependent on personal values or theoretical inclinations. 

Rather, they should record the observations based on the participants’ worldview and 

situation. 

The process of qualitative analysis follows the deductive approach of content analysis 

(Elo & Kyngäs, 2008). Content analysis is used to classify the many texts and words in 

interview transcripts into smaller content categories (Burnard, 1996) to filter and focus on 

common themes that are relevant and useful for the purpose of the study. This deductive 

approach of content analysis is often used to retest data or hypotheses (Marshall & Rossman, 

1995), similar to the mixed-methods design of this study, which required deductive analysis 

of the quantitative data gathered in the first phase of the research. There are three key stages 

for deductive content analysis, involving moving from the preparation phase to the organising 

phase, and finally to the reporting, analysis and results phase. There are two steps involved in 

the preparation phase: selecting the unit of analysis and making sense of the data and the 

whole. There are three steps involved in the organising phase: developing the structured 

analysis matrix, data coding according to categories, and hypothesis testing in comparison 

with earlier studies. The final phase is the reporting and analysing process and the results 

phase, which includes one key step of developing the conceptual map. 

Based on Anderson’s (2004) step-by-step sequence recommendations for thematic 

content analysis, data are first marked according to their relevance to the topic, followed by 

separation into the distinct meanings or themes, where they are then grouped and labelled 

with certain identities to the themes or meanings. The data are then reread and reviewed, and 

then categorised into these identified themes. If there is a need to reclassify or re-categorise, 

that is also completed in this stage. Finally, to ensure no text or data are missed or lost, re-

examining and rereading the transcript is undertaken to identify any themes, units or 
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subcategories that could have been missed in the earlier steps, before finally collapsing and 

reducing the total number of themes and categories to ensure that the thematic analysis is 

condensed and the data are rich and supported. This process is summarised in eight steps 

identified by Anderson (2004) and listed below. For the qualitative analysis phase of this 

study, the researcher completed the below eight steps to analyse the raw data collected from 

the semi-structured interviews: 

 Step 1: Mark all descriptions from the raw data that are relevant to the topic of 

enquiry. 

 Step 2: Mark and separate distinct units of meaning or themes. 

 Step 3: Group and label the identified meanings or themes. 

 Step 4: Categorise all meaning units or themes. 

 Step 5: Reread all meaning units and themes, and re-categorise, collapse or 

subdivide where necessary. 

 Step 6: Reread all interview transcripts again to identify if any meaning units or 

themes are not included or are repeated. 

 Step 7: Look over all categories and reduce the number of categories by merging 

or finding common linkages or themes. 

 Step 8: Redo all the above instructions until all interview transcripts have 

achieved the thematic analysis. 

The data obtained from the interviews underwent these eight steps as well as the phases from 

inductive to deductive before the revised concept model was refined using the supporting 

evidence. 
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4.4 Limitations and Considerations 

The delimitations of this approach are that the interpretation of themes can be 

supported by the preceding quantitative data or theory developed through the literature 

research. In addition, the approach is applicable to the identified research questions and acted 

as a way of reinforcing the theory formulated in Stage 1. This also allowed the thematic 

categories to emerge from data already collected and the theory already formulated. 

The limitations to this method of research include issues of reliability. This is a 

concern because of the multiple ways of interpreting data, which is accentuated if there are 

multiple researchers with different perspectives and worldviews. Further, the thematic 

analysis may miss nuanced data or data that are outliers because of the flexibility of using 

such a method, which makes it difficult to determine on which aspect of the data to focus. 

To infuse ethics into the research, the researcher was mindful of protecting the rights 

of the participants (Blumberg, Cooper, & Schindler, 2011). Some considerations for ethics 

clearance included ensuring full details of the principal researcher and supervisor were 

provided, all questions were answered, and the language used could be understood by a 

layperson. Attachments were clearly identified, numbered and included with the application, 

and the researcher ensured the Participant Information Sheet conformed to the university’s 

guidelines. Three guidelines were administered to the participants and respondents: 

explaining the benefits of the study, explaining the rights and protection of the participants, 

and obtaining informed consent. As the sample group of sports educators and leaders 

included people aged less than 18 years, it was important to obtain the relevant consent from 

their teachers, organisations and schools. For the students and members aged less than 18 

years, consent to conduct research was obtained by the MOE and their individual schools. 

This study also obtained the educators’ assistance to administer the surveys and instruments 
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and conduct the interviews; thus, there was no direct intervention with the students aged less 

than 18 years. The ethics approval and consent forms are presented in Appendices H, I and J. 

The consent forms included the research background, intentions, purpose and outcomes, as 

well as a column for the participants to give informed consent. 

In ethics applications, it is important to ensure that any translated instruments 

consider cultural sensitivities after translation. Sue (1999) explained that the lack of cultural 

sensitivity in translated instruments may stem from an overemphasis on internal validity, 

without equal concern for external validity: 

Internal validity is the extent to which conclusions can be drawn about the causal 

effects of one variable on another, whereas the external validity is the extent to which 

one can generalize the results of the research to the populations and settings of 

interest. (p. 1072) 

4.5 Conclusion 

Quantitative analysis was conducted to measure the educators’ and leaders’ learning, 

awareness and transfer of the program. Subsequently, semi-structured interviews and 

qualitative analysis were conducted with the leaders and members of the sports clubs to 

investigate the transfer of learning during the sports educators’ and leaders’ session in 

inculcating values through sport. Meanwhile, the adapted PABSS instrument was 

administered to the sport students and members to measure the learning, awareness and 

transfer occurring through the sports sessions conducted by the educators and leaders. 

Qualitative analysis was conducted using semi-structured interviews with the sports 

educators and leaders and their members, after the pre- and post-test experiment design, 

which provided breadth of data. The interview design relied on a starting set of questions, yet 

allowed the interview to probe deeper by asking follow-up questions. These interviews 
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involved using three research questions identified during the methods phase, which were 

linked to the hypotheses to be tested. These interviews provided depth to the data, as 

qualitative studies tend to be more accurate because they use the process of triangulation 

(Burns, 1997) to incorporate multiple sources of findings. 

In conclusion, the research design can be simplified into Figure 10 below, which 

indicates the two-stage approach determined by the quantitative analysis portion, which is 

where the empirical testing was undertaken to test the existing conceptual model, whereas, in 

Stage 2, the qualitative analysis validated the revision of the conceptual model joined by the 

meta-inferences made between the quantitative findings and the qualitative content thematic 

analysis. 

 

 

Figure 10. Research design. 
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Table 15 presents a summary of this research’s empirical methods, quantitative and 

qualitative analysis, and Kirkpatrick’s four levels of evaluation across the two stages of this 

study. 

 

Table 15 

Summary of Research Phases, Methods and Levels 

Research questions Stage Methods Outcomes 

1. How effective is the 

conceptual model train-the-

trainers program in terms of 

educators’ application into 

lessons? 

Stage 1 Quantitative 
–Feedback sheets 

To determine feedback and 

reaction to the training 

(Kirkpatrick Level 1) 

2. How effective is the 

application of the conceptual 

model for participants in terms of 

students’ feedback on values 

emphasis in the sport sessions?  

Stage 1 Quantitative 

–Questionnaires  
To determine the learning of 

educators and leaders in character 

development and leadership 

application through sports 

(Kirkpatrick Level 2) 

3. What is the influence on the 

behaviours of the participants 

receiving the model in terms of 

frequency of behaviours after the 

intervention at Time 2 (T2), 

versus before the intervention at 

Time 1 (T1)? 

Stage 2 Qualitative 
–Questionnaires 
–Semi-structured 

interviews  

To determine the transfer of 

learning to sport members and the 

effect of the learning in their club 

(Kirkpatrick Levels 3 and 4)  
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Chapter 5: Results and Discussion 

5.1 Background 

This chapter presents and discusses the research results. The initial conceptual model 

developed from the analysis of literature is then revised using the deductive analysis of the 

quantitative data, and further validated with the qualitative data through thematic analysis and 

triangulation. The data from both scales—the 15-item application of learning scale and 20-

item revised PABSS behaviours scale—were fed into SPSS and analysed. The order of the 

data analysis proceeded as follows: pilot testing, respondent characteristics, reliability and 

validity testing, Stage 1 (quantitative results and analysis) and Stage 2 (qualitative results and 

analysis). This chapter then presents the findings and provides discussions from the empirical 

investigation in the quantitative and qualitative analysis. The findings are presented according 

to the hypotheses testing and answering the research questions in the two stages outlined in 

Chapter 3. 

The research is conducted over two stages, with Stage 1 being the quantitative 

analysis and Stage 2 being the qualitative analysis. For the quantitative analysis, a pilot test 

was first conducted to test the reliability and validity of the scales and instruments developed. 

After this, the instrument was implemented in five Singapore schools using a pre- and post-

test design, with control and experimental groups, through a 10-week sports program. The 

qualitative method was implemented via a semi-structured questionnaire for a sample of the 

participants from the five schools, and analysis was undertaken using a thematic content 

analysis approach and further dissecting the themes uncovered into key findings that 

supported the quantitative findings and ultimately reinforced the revised conceptual model 

developed. This triangulation through developing multiple measures improves confidence in 

the findings because it counterbalances the strengths and weaknesses of using just one 
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research approach (Webb, Campbell, Schwartz, & Sechrest, 1966) and is achieved by 

combining two research approaches that are able to give two different types of data that relate 

to different cultural elements. 

With limited research in the convergent areas between character and values 

development in schools, and sport education or sport for development research (Gould & 

Voelker, 2011; Kwon et al., 2010), and with even more limited empirical research to test the 

effect of character and moral education interventions (Koh, 2012) and values-based sport 

programs on the development of character and leadership behaviours among young people, 

this study developed a conceptual model from the review of literature, based on key research 

by Siedentop (1994), Siedentop et al. (2004), Hellison (2009), Gould (2011) and Vidoni and 

Ward (2009). The questionnaire or instrument used for this study from Chapter 3 was 

developed from the PABSS (Kavussanu & Boardley, 2009) and the selected behavioural 

descriptive statements were taken from the Athlete Self-Assessment (Doty, 2004) and MOE 

21CC framework, which outlines the six core values (responsibility, resilience, respect, 

integrity, care and harmony) that Singapore schools must reinforce and develop in their 

students. The four broad domains of their scale are pro-social teammate, pro-social opponent, 

anti-social teammate and anti-social opponent, as detailed in the methods discussion in 

Chapter 4. 

From Kavussanu and Boardley’s (2009) original study, the PABSS items indicated 

good internal consistency, with a Cronbach alpha coefficient of between .74 and .86. In the 

current study, Cronbach’s alpha was conducted to test for reliability, and the results revealed 

good to very good levels, with internal consistency of .86 for anti-social opponent behaviour, 

.83 for anti-social teammate behaviour, and .74 for both pro-social teammate and opponent 

behaviour—where ‘good’ is above .7 and ‘very good’ is above .8 (DeVellis, 2003). This 
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indicates the average correlation among all the items comprising the scale. The closer the 

Cronbach’s alpha coefficient is to 1.0, the greater the internal consistency of the items in the 

scale. Values range from 0 to 1, with higher values indicating greater reliability and the 

Cronbach alpha value, which also depends on the number of items in the scale. While 

different levels of reliability are required, George and Mallery (2003) provided the following 

general rule: ‘> .9 is considered excellent, > .8 is good, > .7 is acceptable while > .6 is 

questionable, > .5 is considered poor, and < .5 is considered unacceptable’ (p. 231). These 

results also depend on the nature and purpose of the scale, and Nunnally (1978) generally 

recommended a minimum level of .7 for the Cronbach alpha value. Confirmatory factor 

analysis is used to test and confirm specific hypotheses or theories concerning the structure 

underlying a set of variables, which was ideal to confirm the hypotheses identified in the 

methods chapter and the factorial validity of the questionnaires. In their original study, 

Kavussanu and Boardley (2009) tested the factorial validity of the PABSS scores, as the 

PABSS had not been previously employed with individual sport athletes. Their results 

indicated comparative fit index and Tucker–Lewis index ≥ .95, root mean square error of 

approximation ≤ .06 and standardised root mean square residual ≤ .08. As such, the 

instrument was found to be suitable when employing Hu and Bentler’s (1999) criteria to 

evaluate the fit of each model to the data. 

In the current research, it was necessary to revise and integrate the instrument to suit 

the purpose of this study, and a pilot trial was conducted to test the instrument before 

application in the study. The next section analyses, presents and discusses the data from the 

pilot study to validate the revised instrument to be used for this study. 

5.1.1 Revised instrument pilot test and data analyses. The revised PABSS 20-item 

instrument was customised to the Singapore context—with language aimed at the primary to 
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secondary school levels—and then implemented in a pilot study conducted in two Singapore 

schools. Pro- and anti-social sports behaviours were measured using the 20-item PABSS 

developed for the pilot study. Participants were asked to report on a scale ranging from 1 

(never) to 5 (very often) how often pro- and anti-social behaviour was engaged during the 10-

week physical education and sport program. Pilot testing was conducted to determine the 

reliability of this revised instrument adapted from Kavussanu and Boardley’s (2009) PABSS, 

and conducted with 151 students from one secondary school in Singapore between the ages 

of 11 to 12 years. The reliability of a scale is tested to determine how much the developed 

scale is free from random error. 

 

Table 16 

Frequency Distribution Statistics Table for Pilot Test 

 Mean_Pro 

Social_Teammate 

Mean_Pro 

Social_Opponent 

Mean_Anti 

Social_Teammate 

Mean_Anti 

Social_Opponent 

N Valid 

Missing 

151 

0 

151 

0 

151 

0 

151 

0 

Mean 3.26 2.76 1.80 1.51 

Median 3.25 2.67 1.75 1.38 

Mode 3.00 3.00 1.00 1.25 

Std dev .809 1.00 .638 .465 

Skewness .055 .045 .771 1.63 

Std error of 

skewness 

.197 .197 .197 .197 

Kurtosis ˗.316 ˗.586 .393 .333 

Std error of 

kurtosis 

.392 .392 .392 .392 

Range 3.75 4.00 3.20 2.63 

Minimum 1.25 1.00 1.00 1.00 

Maximum 5.00 5.00 4.20 3.63 
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The data were examined to identify any pattern of missing scores, and then the 

univariate skewness and kurtosis were examined to test the normality of the data distribution. 

The skewness value indicates the symmetry of the distribution, while kurtosis provides 

information about the ‘peakedness’ of the distribution. If the distribution is perfectly normal, 

the skewness and kurtosis value will be 0, which is uncommon in social sciences. Positive 

skewness values indicate positive skew, which are scores clustered to the left at low values. 

Negative skewness values indicate a clustering of scores at the high end, which is the right 

side of a graph. Positive kurtosis values indicate that the distribution is peaked or clustered in 

the centre, with long thin tails. Kurtosis values below 0 indicate a distribution that is 

relatively flat, where there are too many extreme cases. With reasonably large samples, 

skewness will not ‘make a substantive difference in the analysis’ (Tabachnick & Fidell, 2007, 

p. 80). Kurtosis can result in underestimation of the variance, yet this risk is reduced with a 

large sample of 200 or more cases (Tabachnick & Fidell, 2007, p. 80). While there are tests to 

evaluate skewness and kurtosis values, these are too sensitive with large samples. Tabachnick 

and Fidell (2007, p. 81) recommended inspecting the shape of the distribution, such as by 

using a histogram. The current study’s pilot test sample size was 151, which is ideal 

according to Tabachnick and Fidell’s (2007) recommended sample sizes to examine kurtosis 

and skewness. 

By observing and testing for normality in the histograms in Figures 11 and 12, it can 

be observed that some values are skewed positively or negatively, thereby reflecting the 

underlying nature of the construct being measured. In this case, the skew was normal for the 

pro-social behaviours and negative for the anti-social behaviours. The values of the frequency 

distribution tend towards the middle, forming a bell-shaped distribution curve, based on 

visual observations of the normality of the distribution plot. This is also reinforced by the 
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values of skewness at 0.055 and 0.045, taken from the frequency distribution statistics in 

Table 23. The values are very close to zero, which means the distribution tends towards the 

middle, and indicates a normal distribution and bell-shaped distribution curve. For the means 

of the anti-social teammate and opponent results, the distribution is negatively skewed, with 

values clustering towards the higher end, which indicates that the relevant anti-social 

teammate and opponent questions were valid in testing the measurement’s validity. 

 

Figure 11. Histogram of pro-social behaviours for teammate and opponent in pilot test. 

 

 

Figure 12. Histogram of anti-social behaviours for teammate and opponent in pilot test. 
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5.1.2 Respondents’ characteristics. After the pilot test, the revised instrument was 

used in the actual study, which involved more Singaporean schools and was conducted over a 

10-week time frame, as described in Chapter 4. This section outlines the respondents’ 

characteristics in the actual study. 

Most statistical procedures require that the sample be drawn randomly and the 

experimental subjects be allocated independently or randomly to experimental and control 

groups (Sue, 1999), so that the validity of the research is limited when seeking to draw 

conclusions on the general population. However, because of the nature of this investigation 

and because only four schools out of 40 approached agreed to be part of the study, the 

sampling was more convenience sampling of the population. Within the four schools, as 

students and teachers were grouped into various levels, the sample was further defined as a 

stratified sample. The definition of a stratified sample is a system in which the population is 

divided into distinct subpopulations or strata, and samples are selected from each 

subpopulation. In this study, the student participants were divided into levels and further 

divided into classes resembling strata populations and subpopulations. Each stratum must be 

weighted in the final calculation of results, unless proportionate sampling from each stratum 

is undertaken. 

The sample characteristics of survey respondents provided a breakdown of the age, 

gender and experiment groups. This group clearly articulated the general characteristics of 

school age children in upper primary and lower secondary schools in Singapore. The 

respondent characteristics (N = 757) are presented in Table 17, with age ranging between 11 

and 17 years and a gender mix of 50/50. The respondent breakdown for each school was as 

follows: 
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 School 1: total sample = 294, treatment N = 115, control N = 179 

 School 2: total sample = 263, treatment N = 153, control N = 110 

 School 3: total sample = 149, treatment N = 73, control N = 76 

 School 4: total sample = 51, treatment N = 38, control N = 13. 

The detailed SPSS data for these individual schools can be found in Appendix G for Figures 

G1-5 for School 1, Figures G6-10 for School 2, Figures G11-15 for School 3 and Figures 

G16-21 for School 4. The total treatment N = 379 and control N = 378 was before filtering. 

The type of sports involved were all team sports, as Kavussanu and Boardley’s (2009) 

instruments were used for team sports. The sports in this study were basketball, floorball, 

team athletics, football, dragon boat and rugby. 

 

Table 17 

Respondent Characteristics 

Variable Demographic N (757) % 

Age 11–12 years 

13–14 years 

15–17 years 

314 

149 

294 

41.5 

19.7 

38.8 

School 1 

2 

3 

4 

294 

263 

149 

51 

38.8 

34.7 

19.7 

6.73 

100 

Gender Male 

Female 

381 

376 

50.3 

49.7 

Group Experiment 

Control 

379 

378 

50 

50 

 N 757  
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5.2 Stage 1: Quantitative Analysis 

The quantitative data analysis was conducted using the SPSS software. The data 

obtained from the two scales were generated through several steps. The first step was to 

collate all the data through Microsoft Excel spreadsheets. An Excel spreadsheet template was 

provided to all the study schools and data were collated after the study. Following this, the 

data were cleaned by checking for missing data or data that were entered inaccurately. The 

scrubbed data were then transferred into SPSS and labelled. Reverse scoring was undertaken 

before calculating the means and generating the descriptive statistics. The data were furthered 

filtering before multivariate and factor correlational analysis of the instruments, and then 

paired and repeated-measures t-tests were conducted. This section presents the statistical data 

and discusses the quantitative results obtained. 

The means and descriptive statistics for all scales were generated from the data 

collected through SPSS. This was followed by descriptive statistics and frequency 

distribution statistics of data by groups and schools. These data can be seen in Appendix G. 

Following this, the frequency distribution and descriptive statistics were obtained for each 

question, before the factor analysis, correlations, t-tests, paired t-tests and repeated-measures 

t-tests were conducted for the instrument subscales—the pro- and anti-social behaviours for 

teammate and opponent pairs. 

5.2.1 Descriptive statistics. The values of the frequency distribution tended towards 

the middle, forming a bell-shaped distribution curve. This was reinforced by the value of the 

skewness at 0.628, taken from the frequency distribution statistics table. The values were 

very close to zero, thereby indicating a normal distribution and a bell-shaped distribution 

curve, which enabled the use of Pearson’s correlation. 
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The frequency distribution statistical analysis and comparisons of means was 

conducted by groups and then by school. The mean scores and correlations were obtained for 

data from each school. The missing or invalid data were removed through a filtering process, 

after which the remaining scrubbed data were analysed for treatment group, N = 341, and 

control group, N = 365. 

Table 18 

Means for Pre- and Post-test Data 

 Pre-

event 

  Post-

event 

  Diff. in 

means 

 M SD n M SD n Post–pre 

During PE lessons, my teacher not only 

focuses on learning a new skill, but also 

focuses on values. 

3.919 .9215 757 3.928 .9172 724 0.008 

During PE lessons, my teacher identifies 

one or two values. 

3.722 .9201 754 3.726 .9199 724 0.005 

During PE lessons, my teacher asks us 

whether we have learnt any values. 

3.099 1.179 753 3.118 1.177 724 0.019 

During PE lessons, my teacher explains 

how certain values can be demonstrated. 

3.472 1.151 756 3.480 1.145 724 0.008 

During PE lessons, my teacher discusses 

with us about how our behaviours are 

related to certain values. 

3.671 1.054 756 3.672 1.058 724 0.002 

During PE lessons, my teacher explains 

how values can be applied in our daily life. 

3.401 1.116 754 3.390 1.099 724 ˗0.009 

During PE lessons, my teacher shows us 

how we can demonstrate certain values. 

3.433 1.094 755 3.432 1.085 724 ˗0.0008 

During PE lessons, my teacher gives us 

examples of values-based behaviours. 

3.564 1.093 755 3.563 1.091 724 ˗0.0007 

During PE lessons, my teacher shares 

stories that exemplify certain values. 

2.932 1.186 752 2.951 1.179 724 0.019 

During PE lessons, my teacher corrects our 

behaviour when we do not demonstrate the 

right values. 

4.096 .9954 753 4.100 .9879 724 0.005 

During PE lessons, my teacher gives 

feedback on how we can better 

demonstrate certain values. 

3.699 1.090 753 3.693 1.091 724 ˗0.005 

During PE lessons, my teacher sets certain 

standards for demonstrating values-based 

behaviours. 

3.652 1.063 754 3.645 1.058 724 ˗0.007 
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During PE lessons, my teacher praises us 

when we demonstrate the right values. 

3.693 1.149 756 3.696 1.146 724 0.003 

During PE lessons, my teacher highlights 

to the class when we demonstrate positive 

values. 

3.668 1.079 756 3.675 1.069 724 0.007 

During PE lessons, my teacher encourages 

us to demonstrate certain values. 

3.750 1.108 756 3.754 1.095 724 0.004 

I accepted differences (in ability) among 

my classmates. 

4.041 .9022 750 4.060 .8860 665 0.019 

I talked badly about a classmate. 4.074 .97429 753 4.072 .9775 665 ˗0.002 

I talked badly about an opponent. 4.161 1.026 745 4.165 1.026 665 0.004 

I was angry when my classmate/teammate 

played badly. 

3.872 1.156 750 3.857 1.156 665 ˗0.014 

I lost my temper after my opponent played 

unfairly. 

3.474 1.248 753 3.458 1.249 665 ˗0.015 

I placed team goals ahead of my individual 

goals. 

3.321 1.109 751 3.341 1.106 665 0.020 

I always did what I said I would do (my 

actions matched my words). 

3.414 .9649 748 3.437 .9534 665 0.023 

I accepted my role in the team and fulfilled 

it to the best of my ability. 

3.862 .9747 752 3.867 .9851 665 0.006 

I want to improve myself so that I can 

contribute more to my team. 

4.166 .9490 754 4.180 .9332 665 0.015 

I contribute actively towards team goals. 3.883 .9463 751 3.890 .9545 665 0.007 

I displayed mental and physical toughness 

in practices and games. 

3.619 1.017 746 3.634 1.021 665 0.015 

I accept failures and learn from the 

experience. 

3.902 .9707 751 3.921 .9599 665 0.020 

I challenge myself to be better the next 

time around. 

4.049 .9648 752 4.066 .9609 665 0.017 

I encourage and motivate my 

classmates/teammates even if we lose. 

3.839 1.056 753 3.837 1.054 665 ˗0.002 

I challenge my classmates to be better the 

next time around. 

3.541 1.137 749 3.521 1.134 665 ˗0.018 

I own up to my mistakes. 3.797 .9464 748 3.813 .9320 665 0.017 

I follow the rules of the game even when 

others do not. 

4.015 .9435 741 4.039 .9273 665 0.024 

I frightened an opponent by threatening to 

hurt him/her. 

4.387 1.088 747 4.368 1.106 665 ˗0.018 

I caused an opponent to break the rules 

deliberately. 

4.533 .9570 748 4.527 .9645 665 ˗0.006 

I deliberately sought to make an opponent 

lose his/her concentration. 

4.279 1.070 749 4.284 1.076 665 0.005 

I am concerned about the wellbeing of my 

classmates. 

3.837 1.004 747 3.851 1.006 665 0.014 
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I asked the game to be stopped when a 

player from the other team was injured. 

3.552 1.167 744 3.562 1.162 665 0.009 

I helped an opponent stand up after a fall. 3.579 1.128 743 3.577 1.134 665 ˗0.001 

I helped an injured player from the other 

team. 

3.408 1.192 738 3.415 1.195 665 0.007 

I helped a weaker classmate to improve 

his/her skills. 

3.397 1.126 744 3.410 1.122 665 0.014 

I quarrelled with a classmate. 3.747 1.104 744 3.736 1.096 665 ˗0.010 

I was rude to my classmate. 4.086 .9922 743 4.090 .9898 665 0.004 

I gave good feedback/suggestions to my 

classmate. 

3.342 1.115 746 3.350 1.122 665 0.008 

I think carefully before giving feedback to 

my classmate. 

3.565 1.111 747 3.563 1.116 665 ˗0.001 

I praised my classmate for playing well. 4.038 1.057 746 4.018 1.075 665 ˗0.019 

Note: PE = physical education. 

 

After observing the means pre- and post-test, a comparison of means indicated that 

most post-event means were higher than pre-event means. This indicated that, in general, 

application of learning and behaviours had increased in frequency or occurrence from T1 to 

T2, or from pre-event to post-event. The means of a few of the constructs appeared lower for 

the post-event; however, these data did not consider the experiment group and control group 

differences. 

5.2.2 Factor analysis. Before conducting factor analysis, Tabachnick and Fidell 

(2007) recommended inspecting the correlation matrix for evidence of coefficients greater 

than .3. If a few correlations above this level are found, factor analysis may not be 

appropriate. Two statistical measures are generated by SPSS to help assess the factorability of 

the data for pre- and post-test results—Bartlett’s (1954) test of sphericity and the Kaiser-

Meyer-Olkin (KMO) measure of sampling adequacy (Kaiser, 1970, 1974)—both of which 

were conducted in this study. The SPSS data details and results can be found in Appendix G. 

The KMO index ranges from 0 to 1, with any value > .6 suggested to be the minimum 

value for a good factor analysis (Tabachnick & Fidell, 2007). In this study, the KMO values 
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of both instruments were .951 and .916, thereby exceeding the recommended level of 0.6 

(Kaiser, 1970, as cited in Pallant, 2011). Meanwhile, Bartlett’s test of sphericity reached 

statistical significance (p < 0.001). The highly significant value of Bartlett’s test (p < .001) 

indicated that factor analysis was appropriate, and that the patterns of correlations between 

the questions were relatively compact, meaning that factor analysis should yield distinct and 

reliable factors. These results supported the factorability of the correlation matrix, as 

determined by Bartlett (1954, as cited in Pallant, 2011), where Bartlett’s test of sphericity 

should be significant (p < .05) for the factor analysis to be considered appropriate. 

To eliminate any possibility of an invalid questionnaire being administered, 

exploratory factor analysis was undertaken. The most common form of this analysis is 

Kaiser’s criterion for extraction and for rotation, in which Pallant (2011) recommended 

starting with an oblique rotation to check the degree of correlation between factors. 

According to Tabachnick and Fidell (2007), the most common oblique technique is the direct 

oblimin. The results from the component correlation matrix showed there were factor values 

>.5, which meant the factors were well correlated and the rotation could be oblique 

(Tabachnick & Fidell, 2007); thus, direct oblimin could be used in this analysis. 

Looking at the communalities data, the extraction value revealed the proportion of 

variance for each variable that could be explained by the factors. Extraction values must be 

>.3 to be ‘good’, and, in the results, the extraction values were generally good for the revised 

PABSS scale used to measure behaviours. However, for the application of learning scale, the 

extraction values were mostly ‘acceptable’, except for Item 1 (‘I accepted differences (in 

ability) among my classmates’) and Item 6 (‘I placed team goals ahead of my individual 

goals’), which were .294 and .291, respectively, which were borderline values and taken as 

acceptable.  
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The total variance explained indicated that SPSS extracted six factors with 

eigenvalues > 1. In this study, with such a large sample size of over 750, the data first had to 

be ‘reduced’ or summarised using a smaller set of factors or components, by clumping or 

grouping the data among the inter-correlations of a set of variables.  

5.2.3 Factor analysis results. The pattern matrix data were reduced to six identified 

factors, which were linked to the R3ICH values being measured. These factors produced a 

cumulative percentage of 59.39%, indicating that the total amount of variance explained by 

these factors was close to 60%. From the extracted sum of squared loadings of these six 

factors, Factor 1 accounted for 25.65% of the variance, while Factor 2 accounted for 38.92%.  

The pattern matrix for the two scales using the direct oblimin rotation method with 

Kaiser normalisation concluded after nine iterations. Missing cases were dealt with using the 

pairwise method. From the pattern matrix or rotated component matrix, Factor 1 had eight 

items with values from .822 to .340, which indicated that these questions were closely related 

to each other; Factor 2 had six items; Factor 3 had four items; Factors 4 and 5 had three items 

with negative values; and Factor 6 had four items with positive values, as shown in Table 19. 
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Table 19 

Pattern Matrix 

Item  F1 F2 F3 F4 F5 F6 

1 I challenge myself to be better the next time around. .822 – – – – – 

2 I want to improve myself so that I can contribute more to 

my team. 

.652 – – – – – 

3 I challenge my classmates to be better the next time around. .599 – – – – – 

4 I encourage and motivate my classmates/teammates even if 

we lose. 

.570 – – – – – 

5 I contribute actively towards team goals. .553 – – – – – 

6 I displayed mental and physical toughness in practices and 

games. 

.506 – – – – – 

7 I accept failures and learn from the experience. .402 – – – – – 

8 I own up to my mistakes. .340 – – – – – 

9 I am concerned about the wellbeing of my classmates. – – – – – – 

10 I talked badly about a classmate. – .753 – – – – 

11 I talked badly about an opponent. – .720 – – – – 

12 I was rude to my classmate. – .679 – – – – 

13 I lost my temper after my opponent played unfairly. – .602 – – – – 

14 I was angry when my classmate/teammate played badly. – .594 – – – – 

15 I quarrelled with a classmate. – .588 – – – – 

16 I helped an injured player from the other team. – – ˗.942 – – – 

17 I helped an opponent stand up after a fall. – – ˗.836 – – – 

18 I asked the game to be stopped when a player from the other 

team was injured. 

– – ˗.705 – – – 

19 I helped a weaker classmate to improve his/her skills. – – ˗.438 – – – 

20 I caused an opponent to break the rules deliberately. – – – ˗.934 – – 

21 I frightened an opponent by threatening to hurt him/her. – – – ˗.696 – – 

22 I deliberately sought to make an opponent lose his/her 

concentration. 

– – – ˗.632 – – 

23 I gave good feedback/suggestions to my classmate. – – – – ˗.854 – 

24 I think carefully before giving feedback to my classmate. – – – – ˗.705 – 

25 I praised my classmate for playing well. – – – – ˗.372 – 

26 I always did what I said I would do (my actions matched my 

words). 

– – – – – .554 

27 I accepted my role in the team and fulfilled it to the best of 

my ability. 

– – – – – .514 

28 I placed team goals ahead of my individual goals. – – – – – .449 

29 I accepted differences (in ability) among my classmates. – – – – – .337 
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 Eigenvalue 8.30 4.56 1.66 1.19 1.10 1.01 

 % Var* 27.67 15.19 5.53 3.96 3.67 3.38 

Note: extraction method: principal axis factoring; rotation method: oblimin with Kaiser normalisation (rotation 

converged in nine iterations). 

 

Based on the pattern matrix results, the six identified factors were compared with the 

original six values and questions linked to these values in the two questionnaires. The 

questions in the correlated factors were then analysed and renamed as ‘personal pro-social 

behaviours’, ‘anti-social behaviours to teammates’, ‘pro-social behaviours to others’, ‘anti-

social behaviours to opponents’, ‘pro-social support to teammates’ and ‘personal pro-social 

actions’. 
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Table 20 

New Factor Descriptors 

CLDS measurement items (source) Factor correlation 

(pattern matrix) 

Factor descriptor 

I displayed mental and physical toughness in practices and 

games (revised Athlete Self-Assessment). 

I accept failures and learn from the experience (MOE 21CC). 

I challenge myself to be better the next time around. 

I encourage and motivate my teammates even if we lose (MOE 

21CC). 

I challenge my teammates to be better the next time around 

(MOE 21CC). 

I own up to my mistakes (MOE 21CC). 

I want to improve myself so that I can contribute more to my 

team (revised Athlete Self-Assessment). 

I contribute actively towards team goals (MOE 21CC). 

1 (eight items) Personal pro-

social behaviours 

I talked badly about a teammate (revised PABSS). 

I talked badly about an opponent (revised PABSS). 

I was angry when my teammate played badly (revised PABSS). 

I lost my temper after my opponent played unfairly (revised 

PABSS). 

I quarrelled with a teammate (revised PABSS). 

I was rude to my teammate (revised PABSS). 

2 (six items) Anti-social 

behaviours to 

teammates 

I asked the game to be stopped when a player from the other 

team was injured (revised PABSS). 

I helped an opponent stand up after a fall (revised PABSS). 

I helped an injured player from the other team (revised 

PABSS). 

I helped a weaker teammate to improve his/her skills (MOE 

21CC). 

3 (four items) Pro-social 

behaviours to 

others 

I frightened an opponent by threatening to hurt him/her (revised 

PABSS). 

I caused an opponent to break the rules deliberately (revised 

PABSS). 

I deliberately sought to make an opponent lose his/her 

concentration (revised PABSS). 

4 (three items) Anti-social 

behaviours to 

opponents 

I gave good feedback/suggestions to my teammate (revised 

PABSS). 

I think carefully before giving feedback to my teammate 

(revised PABSS). 

I praised my teammate for playing well (revised PABSS). 

5 (three items) Pro-social 

support to 

teammates 

I placed team goals ahead of my individual goals (revised 

Athlete Self-Assessment). 

I always did what I said I would do (my actions matched my 

words) (revised Athlete Self-Assessment). 

6 (four items) Pro-social 

personal actions 
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I accepted my role in the team and fulfilled it to the best of my 

ability (revised Athlete Self-Assessment). 

I accepted differences (in ability) among my team members 

(revised Athlete Self-Assessment). 

I am concerned about the wellbeing of my teammates (revised 

Athlete Self-Assessment). 

I follow the rules of the game even when others do not (MOE 

21CC). 

NIL No occurrence or 

not applicable for 

participants in the 

study 

 

As oblique rotation with direct oblimin and Kaiser normalisation was employed, and 

correlation between factors was undertaken. The correlations are displayed in Table 21. In 

general, the correlations were moderate. 

 

Table 21 

Factor Correlation Matrix 

Factor 1 2 3 4 5 6 

    N = 757   

1 –      

2 .089** –     

3 ˗.570** ˗.044** –    

4 ˗.047** ˗.602** ˗.057** –   

5 ˗.560** ˗.082** .620** ˗.071** –  

6 .556** .076** ˗.369** ˗.040** ˗.378** – 

Note: ** Correlation is significant at the 0.01 level (two-tailed); * Correlation is significant at the 0.05 level 

(two-tailed). 

 

The most noteworthy correlation is Factor 4 (anti-social behaviours to opponents), 

which correlated negatively with Factor 2 (anti-social behaviours to teammates), at r = ˗.602, 

p < .01, which showed that, when anti-social or negative behaviours to opponents increased, 

these negative behaviours to teammates decreased. Another noteworthy correlation is Factor 

5, which correlated positively with Factor 3, r = .62, p < .01—when pro-social support to 

teammates increased, so did pro-social behaviours to others. Both of these correlations 
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indicated a moderate relationship. The factor relationships that had low to moderate 

correlations were Factor 6 and Factor 3, with the lowest correlation, r = ˗.369, p < .01, which 

showed that having pro-social personal actions had a low negative correlation with 

demonstrating pro-social behaviours to others. At the same time, Factor 6 and Factor 5 had 

the low negative correlation, r = ˗.378, p < .01, which showed that displaying pro-social 

personal actions had a low correlation with demonstrating pro-social behaviours to 

teammates. 

5.2.4 T-tests. This study’s Stage 1 experiment design analysis also sought to compare 

data collected from two groups of participants—the experimental and control groups. Since 

the data collected were for a continuous variable, the best test to use was the t-test. T-tests are 

used to detect the difference between the means of two dependent variables. The normal 

distribution and tests of hypotheses related to addressing the research questions of this study 

required data from every member of the population, and the need to calculate the mean (μ) 

and variance (s2) of all data collected from the respondents of this study. The data were 

gathered from samples of individuals drawn from the school population, and t-tests were used 

because there were two groups in this study—the control and experiment groups. 

The paired t-test was conducted, which is a special t-test for research designs in which 

the data are from paired samples, such as when data are collected from the same individuals 

before and after a particular treatment—similar to the pre- and post-test design for this study. 

Based on the pre- and post-test results, a change in the means could be calculated into the 

mean difference from the experiment to prove the hypotheses null or true. Similarly, a 

variance of the differences could be calculated using the paired t-test formula. Table 22 

shows the description of all data obtained. T1 = pre-test, while T2 = post-test, with a total of 

35 questions from both survey instruments. From the repeated-measures t-test, the results 
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obtained were statistically significant, which indicated there were significant changes 

recorded between T1 and T2. From analysing the aggregated mean scores for all the pairs, 

namely, for H1 and H2 in the application of the conceptual model as seen in the data labelled 

in the table below, ‘Application (T1)’ and ‘Application (T2)’, where T1 refers to data 

obtained before the intervention and T2 refers to data obtained after the intervention. For 

reported behaviours, labelled ‘Behaviours (T1)’ and ‘Behaviours (T2)’, the results showed an 

increase in T2 scores compared with T1 scores. 

From the results of the paired samples correlations, for Pair 1 ‘Application’ and Pair 2 

‘Behaviours’, the values were .504 and .747, respectively, with p < .001 for both. This 

indicated a positive correlation in terms of the items’ ranking, meaning that, if an item had a 

higher score at T1, it would also have a higher score at T2. The values also showed a 

moderate to large positive correlation, whereby the larger the paired samples correlation, the 

lower the standard error of the means for hypotheses testing in this study. Thus, the 

hypotheses testing results in this study were reliable and valid. 

 

Table 22 

Paired Samples T-Test Results 

N = 341 Mean SD Std 

error 

mean 

Correla-

tions (sig 

.000) 

Mean SD Std 

error 

mean 

95% t df 

 

        Lower Upper   

Application 

(T1) 

3.60 .777 .042 .498 ˗.391 .734 .040 ˗.469 ˗.312 ˗ 9.83 340

** 

Application 

(T2) 

3.99 .678 .037 

Behaviours 

(T1) 

3.92 .512 .028 .753 ˗.071 .358 .019 ˗.109 ˗.033 ˗ 3.66 340

** 

Behaviours 

(T2) 

3.99 .506 .027 

Note: **. Correlation is significant at the 0.01 level (two-tailed). 
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5.3 Stage 1 Results 

To test the hypotheses that the post-test results would be higher than the pre-test 

results, a dependent samples t-test was performed. Prior to the analysis, the test for skewness 

was done to confirm normally distributed difference scores. A repeated-measures t-test 

revealed that sports educators in the treatment group significantly applied the model 

principles more frequently at T2 (M = 3.99) than at T1 (mean = 3.6; t = ˗9.83, p < .001). The 

results of a repeated-measures t-test also revealed that students in the treatment group 

significantly demonstrated values-based behaviours more frequently at T2 (mean = 3.99) than 

at T1 (mean = 3.9; t = ˗3.66, p < .001). A between-groups t-test revealed that sports educators 

in the treatment group (M = 3.99; t = 7.73, p < .001) applied the model principles 

significantly more frequently than did those in the control group (M = 3.58; t = 7.75, p < 

.001). Hypotheses 3 and 4 predicted that students in the treatment group would demonstrate 

values-based behaviours more frequently than students in the control group, and at T2 as 

compared with T1. The results of a between-groups t-test revealed that students in the 

treatment group (mean = 3.99; t = 4.53, p < .001) demonstrated values-based behaviours 

significantly more frequently than did students in the control group (mean = 3.8; t = 4.55, p < 

.001).  

The results indicated that the treatment results were higher than the control results 

with statistical significance, thereby rejecting the null hypothesis and proving Hypotheses 1 

to 4 true, with p < .001. Thus, the one-tailed paired sample t-test for Hypotheses 1 and 2 

predicted that sports educators in the treatment group would apply the model principles more 

frequently than those in the control group, and at T2 as compared with T1. The labels to 

measure application over T1 (pre-test) and T2 (post-test) were ‘T1_TApply_OverallMean’ 

and ‘T2_TApply_OverallMean’, respectively. The labels measuring the frequency of 
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behaviours observed in T1 and T2 were ‘T1_SBehaviour_OverallMean’ and 

‘T2_SBehaviour_OverallMean’, respectively. 

Overall, these results suggested that the students who participated in the sports lessons 

that were integrated with the model observed that their sports educators applied the model 

principles and practices more frequently than did those in the control group. The students also 

observed their sports educators applying the practices more frequently in Week 10 of their 

sporting curriculum, compared with the start of the sporting curriculum. 

 For individual school results, School 1 to 3 had statistically significant higher results 

for teachers’ application and students’ behaviour between T2 and T1. School 1 Repeated 

Measures t-test (n = 115), level 3, teachers’ application of CLDS: T2 (mean = 4.0) > T1 

(mean = 3.7); t = -4.7, p < .001. Level 4, students’ behaviours of R3ICH values: T2 (mean = 

3.9) > T1 (mean = 3.8); t = -2.2, p < .05. And similar results for Between Group t-test 

(Treatment n = 115; Control n = 179), level 3, teachers’ application of CLDS, Treatment 

(mean = 4.0) > Control (mean = 3.6); t = 5.3, p < .001. For level 4, students’ behaviours of 

R3ICH values: Treatment (mean = 3.9) > Control (mean = 3.8); t = 2.4, p < .05. School 2 

results for Repeated Measures t-test (n = 153), level 3, teachers’ application of CLDS: T2 

(mean = 3.8) > T1 (mean = 3.4); t = -6.2, p < .001. For level 4, students’ behaviours of 

R3ICH values: T2 (mean = 4.0) > T1 (mean = 3.9); t = -2.2, p < .05. And similar results for 

Between Group t-test (treatment n = 153; Control n = 110), level 3, teachers’ application of 

CLDS: Treatment (mean = 3.8) > Control (mean = 3.5); t = 2.8, p < .01 and level 4, students’ 

behaviours of R3ICH values: Treatment (mean = 4.0) > Control (mean = 3.8); t = 2.2, p < 

.05.  

Only school 4, did not have statistically significant results for teachers’ application 

and students’ behaviour between T2 and T1; Repeated Measures t-test (n = 38), level 3, 
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teachers’ application of CLDS: T2 (mean = 3.6) > T1 (mean = 3.4); t = -1.0 possibly due to a 

smaller sample size. While level 4 is significantly different for students’ behaviours of 

R3ICH values: T2 (mean = 3.8) > T1 (mean = 3.6); t = -2.4, p < .05. Further individual 

school results are in appendices Figures G1 to G21.
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Table 23 

Between-groups T-test 

    Equality of variances and means 

Treatment N = 341 

Control N = 365 

Mean SD Std error 

mean 

Levene’s T df Mean 

difference sig. 

(2-tailed) 

Std error 

difference 

95% confidence 

    F Sig    Lower Upper 

Application (T2)            

Treatment 3.99 .678 .037 2.609 .107 7.73 704 .409** .053 .305 .513 

Control  3.58 .724 .038 7.75 704 .409** .053 .305 .512 

Behaviour (T2)            

Treatment 3.99 .506 .027 6.473 .011 4.53 704 .183** .041 .104 .263 

Control 3.80 .566 .030 4.55 702 .183** .040 .104 .263 

Note: **. Correlation is significant at the 0.01 level (two-tailed). 
 

 

 

 

  

 



 

161 

 

 

Table 24 

Repeated-measures T-test 

 Mean N Std deviation Std error mean 

Pair 1 T1_TApply_OverallMean 3.6013 341 .77775 .04212 

T2_TApply_OverallMean 3.9918 341 .67763 .03670 

Pair 2 T1_SBehaviour_OverallMean 3.9198 341 .51294 .02778 

T2_SBehaviour_OverallMean 3.9908 341 .50552 .02738 

 

Table 25 

Paired-samples Correlations 

 N Correlation Sig. 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

341 .498 .000 

Pair 2 T1_SBehaviour_OverallMean and 

T2_SBehaviour_OverallMean 

341 .753 .000 

 

Taken together, these results suggested that students who participated in the sports 

lessons integrated with the model reported demonstrating values-based behaviours more 

frequently than did those students in the control group. They also reported displaying the 

behaviours more frequently in Week 10 of their sports curriculum, as compared with the start 

of the sports curriculum. 

5.3.1 Control group results. This section analyses and discusses the control group 

T1 and T2 data to indicate how the results obtained from the intervention group and control 

group differed, and that the positive results obtained by the intervention group were not seen 

in the control group. A repeated-measures t-test revealed that sports educators in the control 

group did not apply the model principles more frequently at T2 (M = 3.58), compared with 

T1 (mean = 3.60; t = ˗9.83, p < .001). The results of the repeated-measures t-test also 

revealed that students in the control group had no significant difference in demonstrated 
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values-based behaviours at T2 (mean = 3.81) than at T1 (mean = 3.92; t = ˗3.66, p < .001). In 

fact, the means dropped from T1 to T2. 

 

Table 26 

Paired-samples Statistics for Control Group (N = 365) 

 Mean Std deviation Std error mean 

Pair 1 T1_TApply_OverallMean 3.60 .778 .042 

T2_TApply_OverallMean 3.58 .724 .038 

Pair 2 T1_SBehaviour_OverallMean 3.92 .513 .028 

T2_SBehaviour_OverallMean 3.81 .566 .029 

 

The repeated-measures t-test indicated that, for Kirkpatrick’s Level 3 analysis, the 

teachers’ application of CLDS displayed an insignificant difference between T2 and T1. In 

addition, for Level 4, there was no increased application—in fact, there was a decrease of 

R3ICH behaviours from T1 to T2. 

5.4 Effect Size  

Even though the results show a difference of means from T1 to T2, we need further 

understanding of the magnitude of a change or difference and to examine if that change is 

statistically significant. Cohen's effect size (Cohen, 1988) is thus used to indicate the 

standardized difference between two means and is the appropriate effect size measure if two 

groups have similar standard deviations and are of similar size and can be used to accompany 

reporting of t-test and ANOVA results as well as used in meta-analysis. Cohen (1988) 

suggested the following guidelines, effect size small, d = .20; for medium effect size, d = .50 

; and for large effect size, d = .80. For the independent samples T-test, Cohen's d is 

determined by calculating the mean difference between your two groups, and then dividing 

the result by the standard deviation. The effect size results are calculated as shown, for Pair 1 
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(T2) comparison between control and intervention group, the Cohen's d = (3.99 - 

3.58) ⁄ 0.700894 = 0.584967. For Pair 2 (T2) comparison between control and intervention 

groups, Cohen's d = (3.99 - 3.81) ⁄ 0.536839 = 0.335296. We can see that for Pair 1 

application of model, the effect size is medium (d=.58) and shows that the results are 

statistically significant. For Pair 2, the results of a between-groups t-test revealed that 

students in the treatment group (mean = 3.99; t = 4.53, p < .001) demonstrated values-based 

behaviours significantly more frequently than did students in the control group (mean = 3.8; t 

= 4.55, p < .001), the effect size of .34 is considered small but still significant as it is above 

.20.  

Stage 1 Discussion 

In this study, the educators used the conceptual model to develop sports leadership 

characteristics, using sports and physical education in school as the main platform of 

delivery. The study was designed to measure its effectiveness and was proven successful 

through the results of the hypotheses testing conducted in Stage 1. Hypothesis 1 predicted 

that sports educators in the treatment group would apply the model principles more 

frequently than sports educators in the control group. This was proven true in the analysis, 

labelled ‘T1_TApply_OverallMean’ and ‘T2_TApply_OverallMean’ for T1 data taken before 

the intervention and T2 data taken after the intervention, respectively. Hypothesis 2 predicted 

that sports educators in the treatment group would apply the model principles more 

frequently at T2 than at T1. This hypothesis was proven true as well. For Hypothesis 3, based 

on the t-test data, labelled ‘T1_SBehaviour_OverallMean’ and 

‘T2_SBehaviour_OverallMean’, the students in the treatment group demonstrated values-

based behaviours during sport lessons more frequently than did the students in the control 

group. Thus, this hypothesis was also proven true. Lastly, Hypothesis 4 predicted that 
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students in the treatment group would demonstrate values-based behaviours more frequently 

at T2 than at T1. This was also demonstrated and proven true by the data. 

In this analysis, SPSS correlational analysis and repeated-measures t-tests were used 

in the statistical analysis, and sig < .05, as seen from the results; thus, the measures obtained 

were significantly different. Additional analyses were performed to explore the possibility of 

decreasing the levels of actual skill development and enjoyment of the sport during the sports 

lessons that were integrated with the model. The correlation results are tabulated in Table 27. 

To address this concern, using a five-point Likert scale (ranging from 1 = ‘not at all’ to 5 = 

‘very much’), during data collection at T2, students were asked: ‘How much did you enjoy 

learning that sport/activity?’ and ‘How confident are you now in playing that sport/activity?’. 
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Table 27 

Correlations in Confidence and Enjoyment 

Correlations 

 Enjoyment Confidence in 

sport 

T2_TApply_OverallMean T2_SBehaviour_OverallMean 

Enjoyment Pearson correlation 1 .457** .406** .315** 

Sig. (2-tailed)  .000 .000 .000 

N 334 334 334 334 

Confidence in sport Pearson correlation .457** 1 .323** .317** 

Sig. (2-tailed) .000  .000 .000 

N 334 334 334 334 

T2_TApply_OverallMean Pearson correlation .406** .323** 1 .430** 

Sig. (2-tailed) .000 .000  .000 

N 334 334 341 341 

T2_SBehaviour_OverallMean Pearson correlation .315** .317** .430** 1 

Sig. (2-tailed) .000 .000 .000  

N 334 334 341 341 

Note: ** Correlation is significant at the 0.01 level (two-tailed). 
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Using the Pearson correlation coefficient (r) to test the strength of the relationship 

between skill development and enjoyment, the size of the absolute value (while ignoring the 

sign) provides information on the strength of the relationship. A perfect correlation of 1 or ˗1 

indicates that the value of one variable can be determined exactly by knowing the value of the 

other variable. In contrast, a correlation of 0 indicates no relationship between the two 

variables (Pallant, 2011). The value can range from ˗1 to +1, where the sign in front indicates 

whether there is a positive correlation (as one variable increases, so does the other) or a 

negative correlation (as one variable increases, the other decreases). Different authors have 

suggested different interpretations; however, Cohen (1988, pp. 79–81) suggested the 

following guidelines on correlation values: for variable relationships that are small, r = .10 to 

.29; for medium relationships, r = .30 to .49; and for large relationships, r = .50 to 1.0. 

In this case, the bivariate Pearson correlations revealed a positive medium relationship 

between skill development (r = .32, p < .001), enjoyment (r = .42, p < .001) and sports 

educators’ application of the model principles, as seen in Table 28. The results were similar 

for both the control and experiment groups in this study, thereby indicating that the 

intervention did not affect enjoyment or learning for either group. 

 

Table 28 

Summary Correlations on Enjoyment and Confidence 

 T2 Teachers’ application T2 Student behaviours of R3ICH 

values 

How much did you enjoy 

learning that sport? 

.42** .36** 

How confident are you now in 

playing that sport? 

.32** .34** 

Note: **. Correlation is significant at the 0.01 level (two-tailed). 
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In other words, the results indicated that, the more frequently the sports educators 

facilitated values inculcation through the model during sports lessons, the greater students’ 

perceived levels of enjoyment and skill development in the sport. This overcame the concern 

that a focus on sport for character and leadership development would reduce the enjoyment 

and fun elements of the sport. Thus, educators can use sport as a suitable and engaging 

platform for leadership and character development for their students, and still have their 

students enjoy a high sense of skill confidence and learning in the process. 

5.5 Stage 1: Refining the Conceptual Model 

In Vidic and Burton’s (2011) study on developing effective sports leaders, they 

recommended that more studies be undertaken to design programs that maximise leadership 

development through sports. In particular, they recommended Leadership in sport 

development among young participants in sports, especially for schools, sports co-curricular 

activity clubs and non-government sporting associations because these are the key 

stakeholders who will benefit from having such a model and theory to assess the 

effectiveness of leadership development among their participants and athletes, thereby 

highlighting the need for the development and testing of a conceptual model. 

Figure 13 presents a conceptual map crafted from the literature review and research 

on the four relevant bodies of research. The model combines the findings of CCE research in 

Singapore, which found that curriculum developers could consider providing authentic 

experiences, social modelling and guidance (Vishalache, 2007), thereby reinforcing the need 

for authentic experiences, using sport as the platform. Vishalache (2007) recommended that 

class discussions and reflective practice be used that focus on real-life moral dilemmas to 

assist in the establishment of moral standards and the required competencies for self-

regulation of moral behaviour. Thus, this study used the context of sport as the platform of 
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choice and the use of reinforcement by the educator or coach, as displayed in Figure 13 in the 

extreme right column of the model under ‘actions’. 

In addition, as seen in the initial conceptual model before empirical testing, in Figure 

13, the development of character values (as seen in the extreme left column) in the key 

findings from the review of character, leadership and sport education literature showed that 

values in sport are more taught than caught, and there is need for intentional design 

(Twietmeyer, 2007). The need for roles—as seen in the middle column of the conceptual 

model and from the key findings in the leadership development through sports research—

indicates that sport has the power to provide for learning of leadership and the application of 

leadership in the context of roles in sport teams. Thus, Figure 13 displays the conceptual 

model before empirical testing, developed through an analysis of the literature available in 

the four bodies of work. 

 

 

Figure 13. The proposed CLDS model before empirical testing. 
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The model contained practical approaches to enhance character and leadership 

development efforts based on three elements that must be integrated for effectiveness: (i) 

identifying the values and attributes of good character and leadership, (ii) establishing the 

platforms through which desirable values can be developed, and (iii) executing a purposeful 

action plan for intentional teaching and effective values development. Besides the model, 

some key success factors were identified by Sport Singapore to determine the success of 

implementation in the selected schools. The teachers and coaches participating in the 

program knew these as the required pedagogical factors. The next section examines the 

empirical testing results and qualitative analysis results in refining and confirming the initial 

conceptual model.  

From the thematic analysis of the interviews using Step 1 to 4, the text from the 

transcripts of the intervention or experimental group revealed four overarching themes: 

1. the sessions were more intentional and not incidental 

2. the sessions were more structured 

3. the sessions were more focused on moral and social values, as opposed to just 

performance values 

4. there were noticeable changes and improvements in the behaviours of students 

and members who attended the sessions. 

5.6 Stage 2: Confirming the Conceptual Model 

In Stage 2, after examining the empirical evidence from the quantitative data analysis, 

the revised conceptual model now needed to undergo another level of confirmation using 

qualitative data analysis. With quantitative analysis—specifically, a pre- and post-test 

experimental design with the control and experimental groups in this research—the cause and 

effect relationship between the independent and dependent variables could be better studied. 
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Better understanding the mediating and moderating factors of this causal relationship 

required qualitative analysis of the data to allow the researcher to attain more accurate 

conclusions, and subsequently increase the internal and external validity, as social and 

interactive factors are operating between teammates and their opponents in the sports 

environment. 

The importance of qualitative analysis in this research—especially after quantitative 

research—was not only to triangulate and validate the quantitative data in the model, but also 

to provide the perspectives and worldviews of the different participants involved in the 

research. It was also important to demonstrate that the quantitative data were reliable and 

valid by using qualitative interviews and respondents’ interview transcripts. The reliability 

and validity of the data collected were based on four factors, as follows. First, they were 

based on the credibility of the participants observed (respondent validation), linking to 

internal validity. This was validated by the fact that the educators interviewed were all trained 

teachers and endorsed by the Ministry of Singapore. Second, they were based on the 

transferability of the data, which parallels external validity and is akin to observations that 

transpire different situations and context, and this was considered because five different 

schools and different sport contexts were studied over a 10-week period, using different 

educators and control and experimental groups. Third, the reliability and validity were based 

on dependability, which indicates the usefulness of the data source or observations from the 

research process, such as problem formulation and selection of participants. This is linked to 

reliability and was ensured by the research design and methodology. Finally, the reliability 

and validity were based on confirmability, which is linked to the researcher not being overly 

dependent on personal values or theoretical inclinations, and rather recording the 

observations and worldview of the participants and situation. The semi-structured interviews 
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conducted post of the study covered this with the interview sample coming from both the 

control and experimental groups in the study. Finally, this approach of using qualitative 

analysis also rests on the strengths of trustworthiness and authenticity (Guba & Lincoln, 

1994; Lincoln & Guba, 1985). 

The selection of the appropriate candidates for interviews is a very important next 

step, Creswell (2009) asserts that the researcher should utilize one of the various types of 

sampling strategies such as criterion based sampling or critical case sampling, among many 

others, so as to select the qualified candidates that can provide the most credible and valid 

data to the study. In this study, I acquired participants who were willing to openly share their 

experience and their story (Creswell, 2009) as it was easier to conduct the interviews with 

such participants. A comfortable environment in their school was selected to allow the 

participants to not feel restricted to share information. A total of 40 interviews were 

conducted, 20 from the intervention group, members I1 to I20, across five different sports 

and another 20 from the control group, also across five different sports. However, one control 

group interview transcript was not complete and thus had to be omitted from the study so 

only 19 members’ interviews from the control group were used and coded as C1 to C19. 

To analyse the interview data correctly, the researcher compiled the data into sections 

or groups of information, also known as themes or codes (Creswell, 2009). These themes or 

codes were consistent phrases, expressions or ideas that were common among all the 

participants (Kvale, 2007), and these codes or themes had to be reviewed at least two to three 

times to determine their quality and effectiveness, based on the evaluation of the interview 

transcripts (Creswell, 2009). This study used the eight steps of thematic content analysis. All 

qualitative data were recorded and transcribed into a table, and the researcher completed the 

following eight steps to analyse the raw data collected from the semi-structured interviews: 
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 Step 1: Mark all descriptions from the raw data that are relevant to the topic of 

enquiry. 

 Step 2: Mark and separate distinct unit of meanings or themes. 

 Step 3: Group and label the identified meanings or themes. 

 Step 4: Categorise all meaning units or themes. 

 Step 5: Reread all meaning units and themes and re-categorise, collapse or 

subdivide where necessary. 

 Step 6: Reread all interview transcripts again to identify if any meaning units or 

themes are not included or are repeated. 

 Step 7: Examine all categories and reduce the number of categories by merging or 

finding common linkages or themes. 

 Step 8: Redo all the above instructions until all interview transcripts have 

achieved the thematic analysis. 

Following these steps, the data were refined through the inductive to deductive phases, before 

the revised concept model was refined using the supporting evidence. From there, themes 

were determined by identifying key phrases, and quotations from participants were tabulated 

into those themes. In addition, the quotations within those themes were studied to identify 

possible subthemes. The analysis of the data can be seen below. 

Key themes in the results were combined using identified keywords or phrases 

throughout the thematic content analysis, and from the initial analyses using Steps 1 to 4. 

These keywords or phrases were as follows: design; measurement; learning; reinforcement; 

fulfilling; structure; behaviours on values, character, performance, skills, techniques; 

observations; coach; captain; team members; leadership; role modelling; debriefs; emphasis 

and shared ownership. When identifying common themes and categories, the researcher 
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focused on certain values-based key words and phrases, such as: teamwork—togetherness, 

camaraderie, discipline, mentoring, perseverance/determination, communication, humility, 

commitment, empathy, focus, time management, competitiveness/excellence/winning spirit, 

accountability, confidence, positivity, accountability and responsibility. 

From the thematic analysis of the interviews using Steps 1 to 4, the text from the 

transcripts of the experimental group revealed four overarching themes: 

1. Sessions were more intentional and not incidental. A supporting phrase from the 

transcripts was: ‘To reinforce these good values and maximise the learning, the 

values emphasised at every training [session] are …’ 

2. Sessions were more structured. A supporting phrase from the transcripts was: 

‘using this design is very useful; there is more structure. Instead of doing what we 

want, there is now more order to the training’. 

3. Sessions were more focused on moral and social values, as opposed to just 

performance values. A supporting phrase from the transcripts was: ‘Values are 

very important in sport; it is very useful for the team if we can bring it out to the 

team so as to unite and bond the team’. 

4. There were noticeable changes or improvements in the behaviours of students and 

members who attended the sessions. A supporting phrase from the transcripts was: 

‘This is very heart-warming because we actually demonstrate character during the 

competition as a team’. 

5.7 Stage 2 Results 

Table 29 presents a summary of all the supporting statements from the interview 

transcripts and also summarises the themes identified for the control group, with keywords, 

phrases and supporting statements for each theme.  
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Table 29 

Thematic Analysis for Experimental Group 

Theme and supporting statements Keywords 

Intentional design  

‘The key points were to identify and to highlight into the drills, as this is more 

effective. It was also very important that the coach supports the design as well.’ 

‘Understanding the framework took some time, but once we got the skeleton of the 

framework, it was important to apply.’ 

‘It helps when we say it out loud—everyone understands and we keep it in mind and 

helps in the execution of the skills as well.’ 

‘Instead of just the leader doing the team talks, each player should also take 

ownership of teaching and transmitting these values. So if everyone takes this effort, 

even if it means sharing with one another, it becomes a team effort as well.’ 

‘The leader has been actively trying to promote values after every session, to spend 

a few minutes to debrief the team, especially on motivation, teamwork, 

perseverance, discipline, and we can see a positive influence on the team.’ 

‘For the design of the club sessions, I found it initially very difficult, as it is hard to 

implement. Most of the sessions were very performance based; however, most of 

the values were already found in the sport.’ 

‘The trainings teach us these values, such as being kind and compassionate to other 

weaker members.’ 

‘My experience was in the difficulty in incorporating different values into every 

club session. The key success factor was to work with the coach, as they know best 

how to integrate the values into each training session.’ 

‘Most of the values were also actually innate in the individual activities, so it was 

about making it more obvious and bringing it up to the members. To improve, the 

club sessions should be done step-by-step and in an incremental or program 

structure over a series of sessions, as all the values cannot be incorporated in one 

session itself.’ 

‘It is very important to have a way to measure the learning of the values. It is also 

important for the captain to sit down with the coach to co-design the sessions so that 

the value learning can be more effective and infused into the sessions.’ 

‘We should start these sessions from the start, especially when the members are 

younger, so that the values learning starts from a younger age so that values will be 

reinforced early.’ 

‘I realised that there are different ways of incorporating values in the training. I 

realised that I should focus on one or two of the values that we want to teach for 

each session. It was difficult at first, especially to get everyone on the same page, 

but it can be done. It was quite a fulfilling experience.’ 

‘I realised using the club sessions to inculcate values would help promote positive 

behaviour for people in the teams. To reinforce these good values and maximise the 

learning, just beyond the performance, but also in techniques.’ 

Identify 

Highlight 

Take ownership 

Actively trying 

Design of session 

Teach us these 

values 

Integrate values 

into sessions 

Making it more 

obvious 

Step-by-step 

Incremental 

Program structure 

Value learning 

Incorporating 

values 

Inculcate values 

Promote positive 

behaviour 

To reinforce good 

values 

Structured  

‘Once we applied it in our sessions, it became very apparent. It was also important 

that we focused on certain individuals instead of the entire team so that we can give 

attention to members.’ 

‘The leader debriefs us after training; however, we should also do the same after 

games as well, so that values can also be taught after each competition or friendly 

matches, so that values displayed during trainings and games are learnt as well.’ 

Apparent 

Focused on 

Values displayed 

are learnt 

Actively promote 



 

 

175 

 

‘The leader has been actively trying to promote values after every session, to spend 

a few minutes to debrief the team, especially on motivation, teamwork, 

perseverance, discipline, and we can see a positive influence on the team.’ 

‘Instead of just using debriefs, we can also use team talks so that people can have 

time thinking about these values and reflecting on them as well.’ 

‘For the design of the club sessions, I found it initially very difficult, as it is hard to 

implement. Most of the sessions were very performance based; however, most of 

the values were already found in the sport.’ 

‘Personally, designing the club sessions to include inculcating of values is 

insufficient—the senior players and alumni should also role model, and this would 

have greater impact on values and leadership inculcation for the team.’ 

‘The course would be very useful for the training captains and the coaches as well, 

as they also determine the training session designs.’ 

‘Most of the values were also actually innate in the individual activities, so it was 

about making it more obvious and bringing it up to the members. To improve, the 

club sessions should be done step-by-step and in an incremental or program 

structure over a series of sessions, as all the values cannot be incorporated in one 

session itself.’ 

‘The members found that the design was trying to formalise the learning of values 

which actually was already present in the sessions.’ 

‘It is very important to have a way to measure the learning of the values. It is also 

important for the captain to sit down with the coach to co-design the sessions so that 

the value learning can be more effective and infused into the sessions.’ 

‘The values emphasised at every training [session] are respect, discipline, 

perseverance and mutual respect for our opponents. We get punished if we do not 

display respect for our opponents.’ 

‘Our behaviours are observed and we need to display these behaviours during all 

our trainings and competition. Our leader’s emphasis on respect for opponents is 

demonstrated at every lesson when we are in pairs facing our opponent. We get 

punished when we don’t meet our opponents fast enough.’ 

‘So we need to structure the training accordingly. We will have more structure, 

given tasks to do, such as fencing games.’ 

‘There is an introduction to a more structured method. There is a new routine, even 

in warm-up exercise or agility trainings.’ 

Debrief 

Team talks 

Reflect on values 

Design of club 

sessions 

Role model 

Training session 

designs 

Making it obvious 

Program structure 

Formalise the 

learning 

Measure the 

learning 

Co-design 

Emphasised at 

every training 

[session] 

Emphasis 

Observed 

Demonstrated in 

every lesson 

Need to structure 

More structure 

Structured method  

Focus on values, not just on techniques, skills or performance  

‘Values are very important in sport. It is very useful for the team if we can bring it 

out to the team so as to unite and bond the team. It is very important to shape the 

characteristics of the team, as they are very different for different teams, so using 

this design is very useful.’ 

‘It was pinpointing and identifying the possible values which we could infuse into 

the drills we were doing.’ 

‘When we say all these values out loud, we take notice of them more often. In the 

past, we did not know that all these exercises, activities have these values learning.’ 

‘The leader has been actively trying to promote values after every session, to spend 

a few minutes to debrief the team, especially on motivation, teamwork, 

perseverance, discipline, and we can see a positive influence on the team.’ 

‘The leader spoke to me about how we should focus on doing our best and not to be 

concerned just about the results.’ 

‘For the design of the club sessions, I found it initially very difficult, as it is hard to 

implement. Most of the sessions were very performance based; however, most of 

the values were already found in the sport.’ 

Values are 

important 

Shape the 

characteristics of 

the team 

Identify possible 

values 

Take notice of 

values 

Values learning 

Promote values 

Positive influence 

on the team 

Focus 
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‘The fast-pace runs train stamina. The slow runs emphasise communication and 

teamwork. The team runs help the slower runners, but also builds endurance.’ 

‘Motivation of other team members is important and getting to know team 

members.’ 

‘Leadership is important, but everyone has a role, not just the captain. Discipline is 

important, as it is a very intense sport. We can see how the members are willing to 

train and bond together.’ 

‘Commitment to the team. Having meals together outside of training. Having a 

BBQ with other members. The slow runners are put in front so everyone can keep 

up.’ 

‘Camaraderie, discipline, focus, leadership, sound time management. Empathy is 

also important. For employers out there, they can see how DB [dragon boating] 

builds the discipline in the team members.’ 

‘DB is different—they are not afraid to push their members, it is more fierce, and I 

think it gets better results. If you have that wanting to win and people pushing you, 

we stand a chance of winning.’ 

‘The captain will emphasise accountability and commitment to the whole team, 

especially in attending trainings.’ 

‘Many times, to keep members together is the family element. The captain needs to 

get to know the team, talking to them at the level of a friend—to show that everyone 

can see the other side of the captain. Also to make trainings more lively and 

interesting, [for example] to sing during runs. DB is a team sport—everyone needs 

to improve, even the weaker ones. The strong ones need to slow down for the 

weaker ones. Every training [session] is about integrity, determination, being 

accountable and responsible.’ 

‘The trainings teach us these values, such as being kind and compassionate to other 

weaker members.’ 

‘Most of the values were also actually innate in the individual activities, so it was 

about making it more obvious and bringing it up to the members. To improve, the 

club sessions should be done step-by-step and in an incremental or program 

structure over a series of sessions, as all the values cannot be incorporated in one 

session itself.’ 

‘The members found that the design was trying to formalise the learning of values 

which actually was already present in the sessions.’ 

‘The leaders inculcate in us a sense of urgency to maximise the training time by 

making us face our opponents quickly. If we do not, they speak to us separately to 

reinforce the correct behaviours. We also needed to be confident of ourselves, while 

not looking down on our opponents.’ 

‘The values emphasised at every training [session] are respect, discipline, 

perseverance and mutual respect for our opponents. We get punished if we do not 

display respect for our opponents.’ 

‘Our behaviours are observed and we need to display these behaviours during all 

our trainings and competition. Our leaders’ emphasis on respect for opponents is 

demonstrated at every lesson when we are in pairs facing our opponent. We get 

punished when we don’t meet our opponents fast enough.’ 

‘The sports leader does one-to-one training. They mentioned being patient, to be 

more disciplined, to train harder.’ 

‘In terms of values, there is more structure. Instead of doing what we want, there is 

now more order to the training.’ 

‘I realised that there are different ways of incorporating values in the training. I 

realised that I should focus on one or two of the values that we want to teach for 

each session. It was difficult at first, especially to get everyone on the same page, 

but it can be done. It was quite a fulfilling experience.’ 
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‘We focus on techniques and execution, especially for those entering competitions. 

We observe traits like determination, focus and how they fight each other.’ 

‘We focus on individual differences and how to help everyone in the sport get better 

as they come with individual skill levels.’ 

‘We observe their attendance rates, which shows commitment and determination, 

and we help these who are positive to stay on and improve, as we cannot cater to 

everyone. When they engage us, we can then see how interested they are in the sport 

as well.’ 

Noticeable behavioural change  

‘There was one session when I did a pass [and] the leader used the example of using 

communication to help in our passing drill. Unless we have these values in play, we 

will not do the pass well.’ 

‘Most of my team members have been through experiences where they already 

learned to pick up values through sport.’ 

‘We should also do the same after games as well, so that values can also be taught 

after each competition or friendly matches, so that values displayed during trainings 

and games are learnt as well.’ 

‘Previously, communication has been a problem for the team. During the past few 

sessions, the leader has emphasised values, such as teamwork, which is very 

important—it serves as a reminder for the team to always communicate when on the 

field, to call out to each other and work together towards our goal. So the whole 

experience has been very positive and good for the team.’ 

‘This is very heart-warming because we actually demonstrate character during the 

competition as a team. Not many other teams actually stop for other opponents.’ 

‘Basically, the leader has been actively trying to promote values after every session, 

to spend a few minutes to debrief the team, especially on motivation, teamwork, 

perseverance, discipline, and we can see a positive influence on the team.’ 

‘We can really see the team trying to work together and we see people displaying 

these values.’ 

‘However, one of the seniors took them aside and told them that it was not correct to 

celebrate and taunt the opponent. So during another competition, when another team 

did the same thing when they won, the team brought up this issue again and 

mentioned how it felt to the other teams how they react—that it is important to 

demonstrate humility in sports.’ 

‘Other than the changes in structure, there was improved communication. It was 

already in the nature of the sport. It was not something extra.’ 

‘I realised using the club sessions to inculcate values would help promote positive 

behaviour for people in the teams. To reinforce these good values and maximise the 

learning, just beyond the performance, but also in techniques.’ 

‘We focus on techniques and execution, especially for those entering competitions. 

We observe traits like determination, focus and how they fight each other.’ 

‘We help these who are positive to stay on and improve, as we cannot cater to 

everyone. When they engage us, we can then see how interested they are in the sport 

as well.’ 
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Other—need to start early  

‘They actually already know based on their experiences, so it is important to start 

these sessions when they are young.’ 

‘It is also important to groom sportspeople from young so that it becomes imbedded 

into the sessions from young, and they will believe in it more, so the sport coaches 

for young athletes are important target audience.’ 
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‘We should start these sessions from the start, especially when the members are 

younger, so that the values learning starts from a younger age, so that values will be 

reinforced early.’ 

Start when 

younger so values 

reinforced early 

Joint ownership  

‘So if everyone takes this effort, even if it means sharing with one another, it 

becomes a team effort as well.’ 

‘Personally, designing the club sessions to include inculcating of values is 

insufficient—the senior players and alumni should also role model, and this would 

have greater impact on values and leadership inculcation for the team.’ 

‘Leadership is important, but everyone has a role, not just the captain. Discipline is 

important, as it is a very intense sport. We can see how the members are willing to 

train and bond together.’ 

‘My experience was in the difficulty in incorporating different values into every 

club session. The key success factor was to work with the coach, as they know best 

how to integrate the values into each training session’ 

‘It is very important to have a way to measure the learning of the values. It is also 

important for the captain to sit down with the coach to co-design the sessions so that 

the value learning can be more effective and infused into the sessions.’ 

‘We observe their attendance rates, which shows commitment and determination, 

and we help these who are positive to stay on and improve, as we cannot cater to 

everyone. When they engage us, we can then see how interested they are in the sport 

as well.’ 
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Performance values  

‘For the design of the club sessions, I found it initially very difficult, as it is hard to 

implement. Most of the sessions were very performance based; however, most of 

the values were already found in the sport.’ 

‘Every training [session] is a team training. It is about getting the whole boat 

paddling together.’ 

‘It is about synchronisation and rhythm. It is about getting pair-by-pair to paddle, 

followed by other pairs.’ 

‘Commitment to the team. Having meals together outside of training. Having a 

BBQ with other members. The slow runners are put in front so everyone can keep 

up.’ 

‘Camaraderie, discipline, focus, leadership, sound time management. Empathy is 

also important. For employers out there, they can see how DB builds the discipline 

in the team members.’ 

‘DB is different—they are not afraid to push their members, it is more fierce, and I 

think it gets better results. If you have that wanting to win and people pushing you, 

we stand a chance of winning.’ 

‘The captain will emphasise accountability and commitment to the whole team, 

especially in attending trainings.’ 

‘Most of the values were also actually innate in the individual activities, so it was 

about making it more obvious and bringing it up to the members. To improve, the 

club sessions should be done step-by-step and in an incremental or program 

structure over a series of sessions, as all the values cannot be incorporated in one 

session itself.’ 

‘The members found that the design was trying to formalise the learning of values 

which actually was already present in the sessions.’ 

‘The values emphasised at every training [session] are respect, discipline, 

perseverance and mutual respect for our opponents. We get punished if we do not 

display respect for our opponents.’ 
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‘The team members already knew the values they need to uphold, as they are 

inherent in the game, so it wasn’t necessary to be specific.’ 

‘Other than the changes in structure, there was improved communication. It was 

already in the nature of the sport. It was not something extra.’ 

‘I realised using the club sessions to inculcate values would help promote positive 

behaviour for people in the teams. To reinforce these good values and maximise the 

learning, just beyond the performance, but also in techniques.’ 

‘We focus on techniques and execution, especially for those entering competitions. 

We observe traits like determination, focus and how they fight each other.’ 

‘We focus on individual differences and how to help everyone in the sport get 

better, as they come with individual skill levels.’ 

‘We observe their attendance rates, which shows us commitment and determination, 

and we help these who are positive to stay on and improve, as we cannot cater to 

everyone. When they engage us, we can then see how interested they are in the sport 

as well.’ 

Informal approaches  

‘Commitment to the team. Having meals together outside of training. Having a 

BBQ with other members. The slow runners are put in front so everyone can keep 

up.’ 

‘Also to make trainings more lively and interesting, for example, to sing during 

runs. DB is a team sport—everyone needs to improve, even the weaker ones. The 

strong ones need to slow down for the weaker ones.’ 

‘It is all very subtle and not very obvious.’ 
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Transference beyond sport to work  

‘For employers out there, they can see how DB builds the discipline in the team 

members.’ 

Loehr (2005) 

suggested that 

leadership skills 
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sport programs 
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Team, joint, shared and distributed leadership  

‘Many times, to keep members together is the family element. The captain needs to 

get to know the team, talking to them at the level of a friend—to show that everyone 

can see the other side of the captain. Also to make trainings more lively and 

interesting, for example, to sing during runs. DB is a team sport—everyone needs to 

improve, even the weaker ones. The strong ones need to slow down for the weaker 

ones. Every training session is about integrity, determination, being accountable and 

responsible.’ 

‘The captain will emphasise accountability and commitment to the whole team, 

especially in attending trainings.’ 

‘Leadership is important, but everyone has a role, not just the captain.’ 

‘Personally, designing the club sessions to include inculcating of values is 

insufficient—the senior players and alumni should also role model, and this would 

have greater impact on values and leadership inculcation for the team.’ 

‘However, one of the seniors took them aside and told them that it was not correct to 

celebrate and taunt the opponent.’ 

‘The leader has emphasised values, such as teamwork, which is very important—it 

serves as a reminder for the team to always communicate when on the field, to call 
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out to each other and work together towards our goal. So the whole experience has 

been very positive and good for the team.’ 

‘Instead of just the leader doing the team talks, each player should also take 

ownership of teaching and transmitting these values. So if everyone takes this effort, 

even if it means sharing with one another, it becomes a team effort as well.’ 

‘My experience in designing this is pretty interesting. When we do sport, we don’t 

look at the aspect of character and values. In fencing, the key success factor was the 

cooperation of the coach so that we can inculcate the values to the team together.’ 

 

5.7.1 Intentional versus incidental. The evidence from the interviews highlighted 

how the session design, measurement, learning, reinforcement and effects were intentional in 

nature, rather than incidental. Statements from the sport captains reinforced the need for 

intentional design to be incorporated into the sport training session, with intervention group 

member, I1 stating: 

Values are very important in sport; it is very useful for the team if we can bring it out 

to the team so as to unite and bond the team. It is very important to shape the 

characteristics of the team, as they are very different for different teams, so using this 

design is very useful (I1). 

Although it was acknowledged that the intentional design of the sport session was not easy 

for some, it was also important to intentionally reinforce and persist with the design to ensure 

that the learning outcomes were achieved. This was facilitated by focusing on one or two 

values in each session so that learning became more manageable, with intervention group 

member I18 saying: 

I realised that there are different ways of incorporating values in the training. I 

realised that I should focus on one or two of the values that we want to teach for each 

session. It was difficult at first, especially to get everyone on the same page, but it can 

be done. It was quite a fulfilling experience (I18). 
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Although overcoming the hurdle of intentional design was not always intuitive at the 

beginning, it was observed to become easier over time. This was identified in two separate 

quotations from the sports captains of two different teams, I1 and I5 respectively saying: 

Understanding the model took some time, but once we got the skeleton of the model, 

it was important to apply (I1). 

For the design of the club sessions, I found it initially very difficult, as it is hard to 

implement. Most of the sessions were very performance based; however, most of the 

values were already found in the sport (I5). 

There were different coping strategies applied to manage the initial difficulties in using the 

model in sport sessions; however, it became apparent that, to be successful, certain 

stakeholders had to be involved—namely, the coach, educator and team captain. Moreover, 

the entire team had to share in the ownership of the learning. This will be examined in greater 

detail further in the chapter, yet is highlighted by the following quotations from I1, I2, I3 and 

I11: 

The key points were to identify and to highlight into the drills, as this is more 

effective. It was also very important that the coach supports the design as well (I1). 

It helps when we say it out loud—everyone understands and we keep it in mind and 

helps in the execution of the skills as well (I2). 

Instead of just the captain doing the team talks, each player should also take 

ownership of teaching and transmitting these values. So if everyone takes this effort, 

even if it means sharing with one another, it becomes a team effort as well (I3). 

My experience was in the difficulty in incorporating different values into every club 

session. The key success factor was to work with the coach, as they know best how to 

integrate the values into each training session (I11). 
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The need for intentional design, as highlighted in the interviews, suggests that any 

sport intervention requires the application of the conceptual model, which articulates the 

values learning; the roles to be fulfilled; and the action of the educator to check, act and 

reinforce the learning outcomes to the participants. This again aligns with Gould and Voelker 

(2010), who found that leadership development through sport requires the sport session 

design to be more intentional to enable social and moral values-based learning. These values 

are mostly linked to individual behaviours, especially in relation to how individuals treat each 

other in the team, with intervention group members I10 and I17 quoted as saying: 

The trainings teach us these values, such as being kind and compassionate to other 

weaker members (I10). 

In terms of values, there is more structure. Instead of doing what we want, there is 

now more order to the training (I17). 

Besides the typical social and moral values, it was also observed that another category of 

values became more evident and necessary, especially in a sport situation and setting—these 

were performance values linked to teamwork, and how well the team achieved the sporting 

goals that it established for itself, as expressed by intervention group member I14: ‘In 

fencing, the key success factor was the cooperation of the coach so that we can inculcate the 

values to the team together’ (I14). As stated by the members in the intervention group, 

namely; I4, I13 and I18 respectively, these values were in the areas of motivation, 

perseverance and discipline, which are mostly team performance values, as opposed to 

individual social and moral values: 

Basically, the leader has been actively trying to promote values after every session, to 

spend a few minutes to debrief the team, especially on motivation, teamwork, 

perseverance, discipline, and we can see a positive influence on the team (I4). 
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The values emphasised at every training [session] are respect, discipline, perseverance 

and mutual respect for our opponents (I13). 

I realised using the club sessions to inculcate values would help promote positive 

behaviour for people in the teams. To reinforce these good values and maximise the 

learning, just beyond the performance, but also in techniques (I18). 

Another critical factor in intentional design is the use of roles and sport situations, as 

determined by Hellison’s (2003) work. This was noted in certain observations regarding the 

implications of adopting formal and informal leadership roles in the sport context as shared 

by intervention members I11 and I10 respectively: 

Most of the values were also actually innate in the individual activities, so it was 

about making it more obvious and bringing it up to the members. To improve, the 

club sessions should be done step-by-step and in an incremental or program structure 

over a series of sessions, as all the values cannot be incorporated in one session itself 

(I11).  

It is all very subtle and not very obvious (I10). 

Adopting these roles in sport situations and contexts ensures that participants receive 

reinforcement to be effective in these roles. This evidence affirms the two columns in the 

conceptual model on character and leadership, whereby the social and moral value 

development in the extreme left column is emphasised through the leadership roles and 

situations adopted by the participants, as depicted in the centre column of the conceptual 

model and this leadership role importance is reinforced by intervention group member I7: 

Leadership is important, but everyone has a role, not just the captain. Discipline is 

important, as it is a very intense sport. We can see how the members are willing to 

train and bond together (I7). 
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This finding reinforced Gould and Voelker (2010), who found that leadership development 

through sport requires the sport session design to be more intentional to enable social and 

moral values-based learning. And also reflected in work on situational learning and 

intentional design as seen in the use of roles and sport situations, as determined by Hellison’s 

(2003) work.  

5.7.2 More structured.  

A higher degree of structure was observed in the sessions that adopted and implemented the 

model. As evidence of the greater organisation and structuring of the values-based sport 

sessions, the respondents identified a clear focus on designing the session in terms of time 

management, a focus on values linked to activities, and even instituting team punishments. 

This also supports the evidence and results of the first theme on ‘intentional design’ 

highlighted earlier. This section presents statements from the respondents that provide 

evidence to support the second main identified theme, ‘structure’, which was observed 

through the three subthemes of session design, session focus and session programming. 

In the first subtheme of session design, the interviewed intervention group members 

acknowledged the need for and presence of these structures, based on the model they had 

followed to design the sessions, specifically member I1, I11 and I15 : 

There is an introduction to a more structured method. Understanding the framework 

took some time, but once we got the skeleton of the framework, it was important to 

apply (I1).   

The club sessions should be done step-by-step and in an incremental or program 

structure over a series of sessions, as all the values cannot be incorporated in one 

session itself (I11). 
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We need to structure the training accordingly. We will have more structure, given 

tasks to do, such as fencing games (I15). 

 

The members found that the design was trying to intentionally formalise the learning of 

values, which actually was already present in the sessions as stated by intervention group 

member I11: 

It is very important to have a way to measure the learning of the values. It is also 

important for the captain to sit down with the coach to co-design the sessions so that 

the value learning can be more effective and infused into the sessions (I11). 

Session design had the highest frequency of occurrence within the interview transcripts, 

followed by session focus and session programming. These subthemes all supported the main 

theme that the lessons were more structured and more values based. Session focus and 

programming referred to deliberately created time and discussions focused on the values-

based learning outcomes, as evidenced by the quotation from intervention members I1 and I3: 

Once we applied it in our sessions, it became very apparent. It was also important that 

we focused on certain individuals instead of the entire team so that we can give 

attention to members (I1). 

Instead of just using debriefs, we can also use team talks so that people can have time 

thinking about these values and reflecting on them as well (I3). 

Evidence of making learning more obvious through the deliberate programming and time set 

aside for the structured design were clearly needed as quoted from intervention member I11: 

Most of the values were also actually innate in the individual activities, so it was 

about making it more obvious and bringing it up to the members. To improve, the 

club sessions should be done step-by-step and in an incremental or program structure 
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over a series of sessions, as all the values cannot be incorporated in one session itself 

(I11). 

5.7.3 Focus on moral, social and performance values.  

In the intervention group interviews, several values were mentioned that belonged not just to 

the performance values category, as one would expect in sports performance, but also to 

social and moral values that lead to character and leadership behaviours. Davidson et al.’s 

(2004) research opined the definition of moral and performance character and how it linked 

to values. That it was not just the measure of performance excellence, but also how the 

performance was performed or conducted as stated by intervention member I4 of the team 

captain: ‘She spoke to me about how we should focus on doing our best and not to be 

concerned just about the results’. These behaviours were observed during the model 

implementation sessions through the values and character traits displayed and the associated 

values-based performance of skills and techniques during the sport sessions, competitions, 

and even activities such as attendance-taking and group debriefs. The social and moral values 

were humility, teamwork, empathy, kindness, compassion, respect, accountability, 

togetherness, mentoring, excellence, discipline, perseverance, motivation, confidence and 

positivity. Other intervention members reinforced these display of social and moral values 

and I4, I7, I8, I9 and I13 were quoted as saying: 

Basically the leader has been actively trying to promote values after every session, to 

spend a few minutes to debrief the team, especially on motivation, teamwork, 

perseverance, discipline and we can see a positive influence on the team (I4). 

The sports leader does one-to-one training. They mentioned being patient, to be more 

disciplined, to train harder (I7). 
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We also needed to be confident of ourselves while not looking down on our 

opponents (I8). 

The values emphasised at every training [session] are respect, discipline, perseverance 

and mutual respect for our opponents (I9). 

The trainings teach us these values, such as being kind and compassionate to other 

weaker members (I13). 

From the transcripts, the extracted respondent quotations that supported the evidence 

were collated, and revealed another category of values, closely linked to performance 

outcomes and team values from intervention group member I10: 

Dragon boating is a team sport—everyone needs to improve, even the weaker ones. 

The strong ones need to slow down for the weaker ones. Every training [session] is 

about integrity, determination, being accountable and responsible (I10). 

Performance-related values are leadership, role modelling, teamwork, camaraderie, 

discipline, perseverance, determination, communication, commitment, focus, time 

management, competitiveness and winning spirit (Davidson et al. 2004). The performance 

values were evident from the interviews of members from team sports, especially dragon 

boating. Evidence of the focus on performance values is displayed in the following comments 

by intervention group members I19 and I20: 

We focus on techniques and execution, especially for those entering competitions. We 

observe traits like determination, focus, and how they fight each other (I19). 

We observe their attendance rates, which shows commitment and determination. And 

we help these who are positive to stay on and improve, as we cannot cater to 

everyone. When they engage us, we can then see how interested they are in the sport 

as well (I20). 
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The tangible and observable behaviours of the individuals in the team arose through key 

events and team activities, as reflected by quotations from member I8 and I6 respectively: 

Commitment to the team. Having meals together outside of training. Having a BBQ 

with other members. The slow runners are put in front so everyone can keep up. 

Camaraderie, discipline, focus, leadership, sound time management. Empathy is also 

important. For employers out there, they can see how dragon boat builds the 

discipline in the team members (I8). 

The fast-pace runs train stamina. The slow runs emphasise communication and 

teamwork. The team runs help the slower runners, but also builds endurance. 

Motivation of other team members is important and getting to know team members 

(16). 

5.7.4 Observed behavioural change.  

To truly measure the effect of the conceptual model on character and leadership development, 

besides using the pre- and post-test scores, to support the constructivist nature of this study 

and to triangulate the quantitative data with the qualitative data, it was necessary to hear from 

the respondents themselves about the behavioural change observed and demonstrated among 

the intervention group members I19 and I20: 

We observe traits like determination, focus, and how they fight each other (I19). 

We observe their attendance rates ‘improved’, which shows commitment and 

determination. And we help these who are positive to stay on and improve, as we 

cannot cater to everyone. When they engage us, we can then see how interested they 

are in the sport as well (I20). 

The interviews revealed many demonstrable and observable behaviours and qualitative 

instances in which behaviours had changed over time with the intervention, and the 



 

 

189 

 

respondents also suggested a causal relationship between the sport sessions and the change in 

behaviours, thereby verifying the statistical data, triangulating the results and proving the 

hypotheses correct as stated by intervention members I1, I3 and I4: 

Most of my team members have been through experiences where they already learned 

to pick up values through sport (I1).  

This is very heart-warming because we actually demonstrate character during the 

competition as a team. Not many other teams actually stop for other opponents (I3). 

We can really see the team trying to work together and we see people displaying these 

values (I4). 

Most of the observed instances occurred during competitions or demonstration of skills and 

techniques, thereby affirming the power of sport to be able to uncover values-based 

characteristics and behaviours. It was also apparent that individuals were able to reflect and 

recount specific instances of values learning, where certain situations emphasised and 

reinforced the learning. The following are example quotations from I2, I3 and I5, in the 

interview transcripts that supported this: 

There was one session when I did a pass, [and] the captain used the example of using 

communication to help in our passing drill. Unless we have these values in play, we 

will not do the pass well (I2). 

Previously, communication has been a problem for the team. During the past few 

sessions, the leader has emphasised values, such as teamwork, which is very 

important—it serves as a reminder for the team to always communicate when on the 

field, to call out to each other and work together towards our goal. So the whole 

experience has been very positive and good for the team (I3). 
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One of the seniors took them aside and told them that it was not correct to celebrate 

and taunt the opponent. So during another competition, when another team did the 

same thing when they won, the team brought up this issue again and mentioned how it 

felt to the other teams how they react—that it is important to demonstrate humility in 

sports (I5). 

These statements reinforce the opportunity that sport can emphasise values-based behaviours 

and allow team members and opponents to reflect on these values and learn. This validates 

the literature on sport education and values through sport programs. As supported by the 

literature on youth sports leadership (Gould, Flett, & Lauer, 2012), leadership behaviours 

occur in athlete leaders when they have the ability to set conditions and boundaries that 

influence teammates. The influence of athlete leaders on their members is to align team 

behaviours and actions to team goals, rather than pursuing individual awards and accolades 

(Chelladurai & Saleh, 1980). This was clear through the interviews with participants involved 

in the intervention program. Opportunities to design and structure sport activities and 

programs to intentionally focus on character and leadership can develop certain leadership 

traits and styles for the participant or athlete, and validate Chelladurai and Saleh’s (1980) 

research. In addition, according to Fielder (1967), participating in sport places individuals in 

various leadership roles that do not rely on position of power, task structure or a given 

relationship—rather, the effect of participation in sport focuses on changing situations to 

match leadership styles. These positions of influence or leadership are clearly linked to the 

specific roles identified and adopted by the participants involved in the conceptual model 

intervention through sport. 

5.7.5 Fun and informal approaches.  
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Beyond the structured and intentional learning, the quantitative data also verified that there 

was no loss of fun or enjoyment as a result of applying the model, based on results seen in 

Table 29, where overall enjoyment and confidence were still high for the treatment group 

undergoing the intervention, compared with the control group that did not. One of those ways 

this was confirmed through the qualitative analysis of the interviews was by identifying the 

fun and informal approaches to training in which the various teams engaged: ‘Commitment to 

the team. Having meals together outside of training. Having a BBQ with other members. It is 

all very subtle and not very obvious (I8)’. As seen in the interview transcripts, each team 

designed ‘lively and interesting (I7)’ activities to incorporate into their training, which also 

delivered values-based application and encouraged pro-social team behaviours: 

Also to make trainings more lively and interesting, [for] example, to sing during runs. 

Dragon boating is a team sport—everyone needs to improve, even the weaker ones. 

The strong ones need to slow down for the weaker ones (I10). 

Post-survey results on enjoyment of learning were M = 4.17, SD = .95, and confidence of 

playing the sport were M = 3.8, SD = .92, with T2 means at 3.95 and 3.97 respectively as 

seen in Table 30. 

 

Table 30 

Descriptive Statistics for Post-survey Enjoyment and Confidence 

 Mean Std deviation N 

How much did you enjoy learning that sport/activity?  4.1725 .95147 371 

How confident are you now in playing that sport/activity? 3.8032 .92215 371 

T2_TApply_OverallMean 3.9504 .71926 379 

T2_SBehaviour_OverallMean 3.9702 .52456 379 
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5.7.6 Transference beyond sport to work.  

Gould et al. (2012) indicated in their research that the highest order of values learning 

through sports is transfer of learning. This transfer involves an individual applying the pro-

social behaviour learning from the sport context into other areas outside of sport, such as 

work. Kirkpatrick’s four-level analysis also measures the degree of learning and this learning 

is in an applied context. The current study began to see that the respondents indicated a 

certain level of learning that was transferred outside the CLDS sport sessions. The following 

quotation suggests there was transfer of learning of both skills and pro-social behaviours 

from the sports teams to the teams at work: ‘For employers out there, they can see how 

dragon boat builds the discipline in the team members’. The respondent likened his team 

learning discipline in dragon boating to his employer or work team. This was also noticed and 

reinforced by Loehr (2005), who suggested that leadership skills learnt through sport 

programs are transferrable to other areas of life, such as work. Future work at Sport 

Singapore with corporate executives using the CLDS (Tan, K. et. al., 2016) also have 

findings that support the transfer of learning from the sport sessions into the work places. 

5.7.7 Team, joint, shared and distributed leadership.  

The concept of team leadership was not intended to be studied in this research; however, 

from the interviews specifically members I3, I7, I9, I11 and I14, there was enough qualitative 

evidence to indicate that the leadership experienced by the respondents involved in the CLDS 

study was similar to distributed or shared leadership: 

Instead of just the leader, everyone should take ownership. Inculcate values as a team 

(I3). 

Leadership is important, but everyone has a role, not just the captain (I7). 
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The captain will emphasise accountability and commitment to the whole team, 

especially in attending trainings (I9). 

It is also important for the captain to sit down with the coach to co-design the sessions 

so that the value-learning can be more effective and infused into the sessions (I11). 

My experience in designing this is pretty interesting. When we do sport, we don’t 

look at the aspect of character and values. In fencing, the key success factor was the 

cooperation of the coach so that we can inculcate the values to the team together 

(I14). 

Spillane’s work (2012) defined distributed leadership as a collective leadership practice 

among leaders, followers and their situation, which goes beyond shared leadership, where 

leadership is assigned as a responsibility to other leaders. The current study noted similar 

situations in which multiple roles—such as the captain, alumni, coach and senior—all had 

some level of role leadership in the team, which interacted to achieve the common team goals 

as stated by intervention group member I5: 

Personally, designing the club sessions to include inculcating of values is 

insufficient—the senior players and alumni should also role model, and this would 

have greater impact on values and leadership inculcation for the team (I5). 

However, one of the seniors took them aside and told them that it was not correct to 

celebrate and taunt the opponent (I5). 

It is also important for the captain to sit down with the coach to co-design the sessions 

so that the value-learning can be more effective and infused into the sessions (I11). 

This interaction is critical to ensure team goals are met and, more importantly, that the 

learning and application of pro-social behaviours occurs in the sport sessions. This also was 

shared by members I3, I10, I12 and I13: 
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Instead of just the leader doing the team talks, each player should also take ownership 

of teaching and transmitting these values. So if everyone takes this effort, even if it 

means sharing with one another, it becomes a team effort as well (I3). 

The leader has emphasised values, such as teamwork, which is very important—it 

serves as a reminder for the team to always communicate when on the field, to call 

out to each other and work together towards our goal. So the whole experience has 

been very positive and good for the team (I3). 

Many times, to keep members together is the family element. The captain needs to get 

to know the team, talking to them at the level of a friend—to show that everyone can 

see the other side of the captain. Every training [session] is about integrity, 

determination, being accountable and responsible (I10). 

The leaders inculcate in us a sense of urgency to maximise the training time by 

making us face our opponents quickly (I12). 

The values emphasised at every training are respect, discipline, perseverance and 

mutual respect for our opponents (I13). 

This finding offers an opportunity for future research into distributed leadership and its 

antecedents and relevance to this conceptual model, and how the model can be applied to 

develop this form of leadership within teams. 

5.8 Stage 2 Discussion 

Overall, from the qualitative analysis, the four key themes identified that supported 

and improved the initial conceptual model were intentional design, structured design, focus 

on values and noticeable behavioural change. The other subthemes included the need to start 

interventions early or when participants are younger, which presents some future research 

opportunities; that there is joint ownership to achieve the group goals of achieving behaviour 
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change; and that the experimental group experienced more interactive and engaging 

approaches in the sport session that sometimes made the sessions appear very unstructured, 

although many times it was factored in. In addition, it was found that transference beyond 

work was witnessed and was critical in teams that have a joint or shared leadership mindset. 

Table 31 summarises the keywords used to identify the core themes. 

 

Table 31 

Core Themes, Keywords and Phrases 

Core themes Keywords and phrases 

Intentional design Design, learning, reinforce, intentional 

Structured Structure, co-design, emphasise, spent time, deliberately, very 

apparent 

Focus on values, not just techniques, 

performance or skills 

Behaviours, values, character, performance, skills, techniques, 

observations, attendance, focus on values 

Noticeable behavioural change Values displayed, emphasised values, demonstrate character, really 

see, improved 

Other—need to start early and joint 

ownership 

Role modelling, emphasis, accountability, responsibility, shared 

ownership, delegation, taking initiative, engage one another 

 

The control group themes reinforced the treatment group themes, which included: 

 unstructured/incidental (Siedentop, 1982, 1994; Siedentop et al., 2004) 

 emphasis on values as leader driven (Gould, 2012) 

 learning is team effort (Vidic & Burton, 2011) 

 role learning is critical (Hellison, 2003) 

 ‘other’, including values learning transferred beyond sport (Loehr, 2005) and the 

concept of distributed leadership (Spillane, 2012). 

These results suggest that the students who participated in sports lessons that were integrated 

with the model observed that their sports educators applied the model principles and practices 

more frequently than did those in the control group. This was evident by the fact that the 
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themes supported the hypotheses tested in Week 10 of their sports curriculum, compared with 

the start of the sports curriculum. The supporting themes alongside the hypotheses were as 

follows. Hypothesis 1 examined the effectiveness of the conceptual model train-the-trainers 

program in terms of educators’ application into lessons. Qualitatively, from the transcripts 

and thematic analysis, there was a clearly observed greater intentional design for the sports 

sessions conducted after the coaches and educators were trained. Moreover, the sessions were 

reported to be more structured to achieve the values-based outcomes. Hypothesis 2 

considered the effectiveness of applying the conceptual model for participants in terms of 

students’ feedback on values emphasis in the sport sessions. Qualitatively, to determine the 

effectiveness of applying the model for participants, the interviews revealed one key result—

that there was an apparent and clear focus on character and leadership values reported, which 

reinforced and supported the research question. Hypothesis 3 considered the effect on the 

behaviours of the participants receiving the model in terms of frequency of behaviours after 

the intervention at T2 versus before the intervention at T1. Qualitatively, to determine the 

effect on the behaviours of the participants receiving the model, the transcripts reported 

noticeable and verifiable positive behavioural changes that were frequently observed among 

both leaders and members. The results indicate that there was previously limited emphasis on 

values, and, even when it occurred, it was largely unstructured and incidental. However, there 

were many statements that indicated that role learning was still present and important for 

sport, which reinforced the role learning focus present in the conceptual model. Role learning 

was also found to be important for the experimental group, thereby triangulating the finding 

that roles and opportunities for participants to assume roles are critical for the conceptual 

model to succeed. 
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5.8.1 Qualitative analysis for control group.  

The control group interviews were important to verify that the main differences observed by 

the participants, I1 to I20, with the conceptual model application in their sports session were 

predominantly caused by the experimental interventions. This aimed to restrict the number of 

variables that could confound the experiment and to keep the treatment contained within only 

one group. As aforementioned, the Hawthorne effect was neutralised because of the use of a 

previously designed curriculum by the educators in the school, which did not consider the 

application of the conceptual model in the design. Only the intervention group educators were 

trained to implement the conceptual model in their class curriculum during the sports session 

for the experimental group. 

The main themes identified through the semi-structured interviews with the control 

group participants, C1 to C19 were as follows. In the sport sessions, there was very little 

observed structure in the sessions, with some participants reflecting that it was unstructured 

or incidental: ‘Not formalised, not written down and not directly emphasised’ (C4, C7, C18). 

Other participants reinforced that the incidental nature of the experience was ‘Inherent in the 

sport experience’ (C19) and included ‘Informal structures, such as debriefs’ (C3). Another 

interesting observation from the transcripts was that the emphasis on values was very much 

leadership driven. Although this reinforces the model, the findings from the intervention 

groups suggested that the emphasis on values was a shared approach, with the entire team 

owning the values-based learning; thus, learning was a team effort. 

The control group also stated that ‘values [are] reinforced through rules and are 

mostly performance values’ (C14, C18), as well as being dependent on the environment and 

individual abilities and personalities, and already being perceived as part of training or part of 

technical/skills development. It was also apparent that emphasis or values impartation only 
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occurred during crisis situations, where direct interventions were required by the leader to 

correct a mistake or when someone was at risk or in danger. However, a shared observation 

among the control and intervention groups was that intentional and teachable moments were 

observed and capitalised on by those ‘more experienced or more aware’ (C11) —typically, a 

leader, captain or senior team member who had some level of experience. However, all 

occasions were largely incidental, when a moment occurred and the leader took the 

opportunity to reinforce the values learning. 

Thus, the key differences in the interview transcripts regarding the themes between 

the control and intervention groups were as follows. First, sessions for the experimental 

group were more intentional and not incidental, with supporting phrases from the transcripts 

including: ‘To reinforce these good values and maximise the learning’ and ‘The values 

emphasised at every training [session] are’. In contrast, the control group members felt there 

was very little structure and most activities on reflection were ad-hoc and informal. Second, 

sessions were more structured for the experimental group. For example: ‘using this design is 

very useful; there is more structure. Instead of doing what we want, there is now more order 

to the training’. Third, sessions in the experimental group were more focused on moral and 

social values, as opposed to just performance values, which already appear in sports. For 

example: ‘Values are very important in sport, it is very useful for the team if we can bring it 

out to the team so as to unite and bond the team’. In contrast, the control group felt that any 

mention of values was already inherent in the team and the sport they played, that values 

inculcation was mainly undertaken by the leader, and that the leader’s experience in 

discussing values was the main reason for values conversations to occur. 

Finally, in the experimental group, there were noticeable changes or improvements in 

the behaviours of students and members who attended the sessions, with many observing 
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behavioural changes among their teammates after the 10-week term. This study addressed an 

issue that only a few studies have addressed—the concept of values in sport. Moreover, even 

fewer studies have addressed the idea of measuring values through sports (Lee et al., 2000). 

This study indicated that sport can change or develop character, and it is possible to observe 

demonstrable change in sport behaviours or actions in the field over time. This reinforces 

Vierimaa et al.’s (2012) contention that character in sports is defined as displaying pro-social 

behaviours and avoiding anti-social behaviours. In contrast, for the control group, 

performance values that were noticed or observed had appeared as a result of the sport they 

played, which already inherently reinforced the need to be competitive, focused and 

respectful. These were identified performance values in the team sports that were played in 

the control group design. Table 32 summarises the results from the control and experimental 

group analysis. 
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Table 32 

Summary of Experimental versus Control Group Interview Analysis 

Experimental group themes/subthemes Control group 

1. Intentional vs incidental 

Evidence from the interviews highlighted how the 

session design, measurement, learning, reinforcement 

and effects were intentional. There was evidence of 

checking, acting and reinforcing the learning 

outcomes with the participants. This aligns with 

Gould and Voelker (2011), who found that leadership 

development through sport requires the sport session 

design to be more intentional to cause social and 

moral values-based learning. 

1. Informal and ad-hoc 

A shared observation among the control and 

intervention groups was that the intentional and 

teachable moments were observed and capitalised 

on by those ‘more experienced or more aware’—

typically, a leader, captain or senior team member 

who had some level of experience. However, these 

events were largely incidental, and when the 

moment occurred, the leader took the opportunity to 

reinforce the values learning. 

2. Performance values 

Besides the social and moral values, it was observed 

that another category of values became more evident 

and necessary, especially in a sport situation and 

setting—performance values that were linked to 

teamwork and how well the team achieved the 

sporting goals that it established for itself. 

2. Inherent values in sport played 

‘Inherent in the sport experience.’ 

3. More structured 

A higher degree of structure was observed in the 

sessions that adopted and implemented the model. 

Respondents identified a clear focus on designing the 

session in terms of time management, focus on values 

linked to activities, and instituting team punishments 

as evidence of the greater organisation and structuring 

of the values-based sport sessions. 

3. Unstructured 

‘Not formalised, not written down and not directly 

emphasised.’ 

4. Observed behavioural change 

The interviews revealed many demonstrable and 

observable behaviours and qualitative instances where 

behaviours had changed over time with the 

intervention. Respondents also suggested a causal 

relationship between sport sessions and change in 

behaviours, thereby verifying the statistical data, 

triangulating the results and proving the hypotheses 

correct: ‘This is very heart-warming because we 

actually demonstrate character during the competition 

as a team. Not many other teams actually stop for 

other opponents’. 

4. Values learning was led by experienced leader 

Any mention of values was already inherent in the 

team and the sport they played, while values 

inculcation was mainly undertaken by the leader, 

and the leader’s experience in discussing values was 

the main reason for values conversations to occur. 

 

Qualitative data were also collected to obtain the sports educators’ and students’ 

feedback regarding their experiences of integrating the model into the sports curriculum and 

participating in sports lessons that were infused with values-inculcation principles and 

practices, respectively. In addition, the sports educators and students shared positive stories 

about some of their lessons learnt from the CLDS model. Taken together, both quantitative 
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and qualitative data provided converging evidence regarding the effectiveness of the model to 

facilitate values inculcation through sport. 

From the analysis of the transcript data, there were four main thematic results 

obtained. First, from the interview transcripts, there was clearly a more intentional design 

using the character and leadership conceptual model for the sports sessions. This provided a 

greater values-development focus, as articulated by most participants and educators 

interviewed. Second, sessions were noticeably more structured when the model was 

implemented. This structure mainly derived from applying the conceptual model into the 

lesson plan adhered to by the educator for the sport session. Third, many also reported that 

values inculcation was a primary focus, and the results indicated that skill acquisition and 

enjoyment of the lessons were not affected by the model implementation. Fourth, noticeable 

and verifiable positive behavioural changes were observed, and this is the most important 

qualitative finding—that there was an observable increase in the frequency of pro-social or 

positive behaviours among the individuals and teams who implemented the model, as 

opposed to the control group.  

In the literature review, existing research that supports the findings from this study 

include Gould and Voelker (2010), who found that leadership development through sport 

requires the sport session design to be more intentional to enable social and moral values-

based learning. And also reflected in work on situational learning and intentional design as 

seen in the use of roles and sport situations, as determined by Hellison’s (2003) work. This 

was also similar to Davidson et al.’s (2004) research, which opined the definition of moral 

and performance character and how it linked to values. The conceptual model developed also 

contains principles that adhered to the literature on youth sports leadership (Gould, Flett, & 

Lauer, 2012), where leadership behaviours occur in athlete leaders when they have the ability 



202 

 

to set conditions and boundaries that influence teammates. Where this influence of athlete 

leaders on their members is to align team behaviours and actions to team goals, rather than 

pursuing individual awards and accolades (Chelladurai & Saleh, 1980).  

The situational factors identified in the conceptual model also reinforced Fielder’s 

(1967) work, where participating in sport places individuals in various leadership roles that 

do not rely on position of power, task structure or a given relationship—rather, the effect of 

participation in sport focuses on changing situations to match leadership styles. More 

importantly, we see that the study and conceptual model developed reflected Loehr (2005), 

who suggested that leadership skills learnt through sport programs are transferrable to other 

areas of life, such as work. Present work at Sport Singapore with corporate executives using 

research led by myself, utilizes the CLDS (Tan, K. et. al., 2016) have findings that support 

the transfer of learning from the sport sessions into the work places. 

The control group found that there was not only little emphasis on values, but that the 

emphasis was largely on performance, skill and technical expertise, and values were 

incidental or technical values were already imbued or inherent in the sport sessions. 

In summary, the thematic qualitative analysis results indicated four clear distinct 

themes. First, the interventions were more intentional than incidental to produce the results, 

as proven in the hypotheses and means testing. Second, there was clear evidence from the 

qualitative data that the design of the lessons presented was more structured. At the same 

time, informal structures and approaches were more welcomed to retain the elements of 

enjoyment and fun in the activity, as opposed to having too many formal structures that could 

detract from interest in the sport activity and stifle learning. The main reason many young 

people are drawn to playing sport is the fun and interactive elements that sport contains. 

Third, the focus was more on values as an outcome, as opposed to focusing only on 
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techniques, skills and performance. Finally, there was obvious and noticeable behavioural 

change reported by participants in the intervention group versus the control group, who 

reported no clear behavioural change over the period of the study. 

Others subthemes collated from the qualitative analysis included the need to begin 

these interventions at an earlier age for sustainable behavioural change to take root. There 

was also a clear need for joint ownership of the design and the outcomes for the intervention 

to be successful. 

Certain limitations to the intervention were also observed. For example, performance 

values are already inherent in sport, especially in competitive sport, because of the nature of 

the activity. Siedentop (1994) and Siedentop et al. (2004) recognised how readily teams sign 

up to play in a competitive setting, as they have the ability to come together to play and 

indulge in their passion, while competing against another team. The informal and 

unstructured nature of play evidently attracts young people; however, as observed by 

Hellison (2003), sport involves structures, rules to follow, and roles played by different 

members in the team, which are critical elements to aid the social and behavioural learning of 

the members in the group. Gould and Voelker (2011) also acknowledged the power of sport 

in developing leaders in young people, especially through the role of sport captain. Although 

sport is fun, it retains structures and formalities. Thus, it is not well supported to claim that 

sport must remain unstructured and informal for young people to continue being engaged and 

learning. In addition, the bivariate Pearson correlations in the quantitative data revealed a 

positive medium relationship between skill development, enjoyment and sports educators’ 

application of the model principles, which suggests that the more frequently sports educators’ 

facilitated values inculcation through the model during sports lessons, the greater students’ 

perceived levels of enjoyment and skill development in the sport. This indicates that the 
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model did not reduce the enjoyment and fun element of the sport. Thus, educators can use 

sport as a suitable and engaging platform for leadership and character development for their 

students, and still enable students to have a high sense of skills confidence and learning in the 

process. 

In the area of transference of learning beyond sport to work, the leadership 

demonstrated during the activities was more team leadership, or what other researchers have 

termed shared leadership or distributed leadership. The research by Hargreaves and Fink 

(2004) challenged the notion that leadership needs to rely on one person to drive changes. 

They argued that leadership sustainability is required for change to be meaningful and to have 

lasting effect. This was replicated in the findings, as team performance for sports activities 

was the leader’s first and foremost objective, which reinforced the fact that the leadership 

required in this context was distributed leadership, where performance values are the focus, 

rather than individual social or moral values. This also supports the revised conceptual 

model, where performance values are included in the character column. 

Finally, the results indicated that alumni and seniors played an important role in the 

success of the intervention groups, yet were also largely present in the control group results. 

The captain or leader roles were pivotal; however, without necessary training and skillsets, 

there was less structure and less intentional design when delivering the values-based 

outcomes. The role of the coach was also highlighted in both the control and experiment 

groups as crucial to sport session design and learning outcomes. Thus, the experimental 

groups that used the conceptual model and framework were able to produce the desired 

outcomes of character and leadership development, as opposed to the control groups. 
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After the quantitative analysis to test the initial conceptual model in Stage 1, there 

were two key differences identified for the revised conceptual model: (i) role learning or role 

identification and (ii) technical performance focus, or the performance values that this 

research has identified. After empirical testing and converging the data from both the 

quantitative and qualitative analysis, Figure 14 below shows the revised conceptual model 

developed after the two stages of quantitative and qualitative data analysis and incorporating 

the findings into the initial model. This model was also adopted by Sport Singapore as their 

CLDS model (Tan, K. et. al., 2016). The key differences lie in the ‘character’ column, with 

the inclusion of ‘performance values’, and in the ‘actions’ column, with the ‘act’ and 

‘reinforce’ segments. From the results, the researcher observed that, beyond skills learning, 

through incorporating performance values in the new knowledge learnt, there were also 

developmental changes seen in certain aspects of individuals, either affectively, physically or 

cognitively, over time. To achieve the program’s goal of character and values development, 

the individuals had to undergo a transformation that fundamentally altered how they thought, 

felt and behaved. This is reinforced by Avolio et al.’s (2009) study, which uncovered that 

leadership interventions designed with a more developmental approach require a change to 

higher-level outcomes in the areas of emotions, cognitions, behaviour and performance (Bass, 

1990). These interventions produced better leaders, and the effects of the leadership 

development lasted longer or were more sustainable, compared with just training- or skills-

based programs that had no focus on other aspects of behavioural changes or outcomes.  

Thus, it was necessary for the current study’s interventions to be intentional in 

developing leadership and character, and developmental in nature, where actions or 

behaviours are defined and expressed as outcomes of the intervention. Thus, the importance 

of role learning or role identification is captured in the middle column of the conceptual 



206 

 

model. Siedentop et al. (2004) also indicated that physical educators and sport practitioners 

can ‘manipulate’ the rules of games to help young people learn how to conduct themselves on 

the field of play. This has resulted in an emphasis among the sport fraternity that performance 

values or ethical lessons and values in sport must be specifically ‘taught’, rather than just 

caught from experience (Twietmeyer, 2007). For values to be ‘taught’ in and through sport, 

the learning outcomes must be explicitly stated, reinforced and designed within the sporting 

activity from the beginning. This underlines the importance of the actions of ‘act’ and 

‘reinforce’ to be included in the third column of the conceptual model. 

 

 

Figure 14. Revised conceptual model with additions and changes highlighted. 

 

The revised model also included performance values in the character column because 

the quantitative results indicated that the students in the treatment group demonstrated values-

based behaviours during sports lessons more frequently than did the students in the control 

group. In addition, the inclusions in the actions column of the ‘act’ and ‘reinforce’ actions for 

coaches and educators were because of the qualitative finding that educator reinforcement is 
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critical to the success of model implementation. This reinforcement ensures success in 

participant learning, especially through applying role learning. 

Martinek and Hellison (2009), Van Linden and Fertman (1998) and Funk (2002) 

proposed focusing on five key points, as follows. First, leadership opportunities and 

experiences are essential, with a need to observe hands-on learning from leaders. Second, 

meaningful decision-making opportunities are an essential focus, with a need to record the 

number of occurrences when this is observed. Third, planning engagement and efforts made 

by the leaders being observed are key, and it is necessary to take note of the various stages of 

planning. Fourth, time for reflection is a critical focus, as well as understanding the design of 

the reflection setup. Fifth, involvement in sports programs—whether participating in a 

competitive or non-competitive environment—needs to be observed. In this study, all these 

points were implemented, and the results observed and tested to show that leadership 

behaviours became more apparent after leadership roles were assigned to the participants. 

These behaviours were also observed and reported by the team members in the sports 

sessions during the interviews, and the quantitative data showed evidence of higher frequency 

of pro-social behaviours towards teammates and opponents during sports game play. 

From the highlighted differences in the character column in Figure 14, with the 

inclusion of performance values, and in the actions column, with the act and reinforce 

segments, as well as from the quantitative and qualitative results, the researcher observed 

that, beyond skills learning, there were also behavioural changes among the respondents. 

Through incorporating performance values into the new skills and knowledge learnt, there 

were developmental changes seen through improvement in certain aspects of the individuals 

over time, either affectively, physically or cognitively, as found by Avolio et al. (2009). 
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For the research to be successful and the results to be accurate, the design of the 

research from the beginning needed to reduce confounders or uncontrollable variables. The 

role performing and situations needed to be seamlessly infused into lessons, while the 

principles of sport design for character and leadership development—as governed by the 

conceptual model for the educators and coaches—had to be seamlessly infused into the 

existing school module and lesson plans. Moreover, lessons needed to continue over a period, 

rather than being only one-off lessons. It was also important that the values inculcation 

should not overshadow skills development and game enjoyment, as indicated from the 

results. Another finding that could lead to future research is that the educators, coaches and 

trainers needed to be equipped with basic questioning and facilitation skills to check, act and 

reinforce the values learning and sport design. 

The above corresponds to the literature (Siedentop et al., 2004; Twietmeyer, 2007) 

that the considerations and interventions outlined through this revised conceptual model of 

character and leadership should consider these key factors: 

1. the model must be intentionally designed to develop leadership and character 

2. the model must be designed to be structured and developmental in nature 

3. actions or behaviours must be defined and expressed as outcomes of the 

intervention 

4. ethical lessons and values in sport must be specifically ‘taught’, rather than caught 

from experience  

5. the learning outcomes and desired pro-social behaviours must be explicitly stated, 

reinforced and designed in the sport activity from the beginning 
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6. physical educators and sport practitioners can and should ‘manipulate’ the rules or 

create structure in the sport sessions or games to help young people learn how to 

better conduct themselves on the field of play. 

The final model is shown in Figure 15, which captures the revised conceptual model 

developed after the two stages of quantitative and qualitative data analysis, and incorporating 

the findings into the initial model. This model was also adopted by Sport Singapore as their 

CLDS model (Tan, K. et. al., 2016). 

 

 

Figure 15. Revised conceptual model and framework for CLDS. 

 

These three pillars represent the identified practical approaches to enhance character 

and leadership development efforts, based on the literature review and the identified 

theoretical models. The three elements or sequence of events that must be integrated into the 

sport intervention or lesson for the model effectiveness are: (i) identifying the values and 

attributes of good character and leadership, (ii) establishing the platforms through which 

desirable values can be developed, and (iii) executing a purposeful action plan for intentional 
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teaching and effective value development. To achieve this, social and moral values and moral 

character were included in the character development segment of the conceptual model. 

From the SAGE Encyclopedia of Qualitative Research Methods (Given, 2008), there 

are four main sources to construct a conceptual framework which were also utilized in this 

study and they are (1) experiential knowledge, (2) existing theory and research, (3) the pilot 

and exploratory research, and (4) thought experiments. In conclusion, the model was 

implemented and tested over time in a mixed-methods study to demonstrate that sport can 

change and develop character and leadership behaviours. It was possible to observe 

demonstrable change in sport behaviours or actions on the field over time, thereby reinforcing 

Vierimaa et al.’s (2012) argument. This study also addressed the issue that only a few studies 

have addressed—the concept of values in sport. Even fewer studies have addressed the idea 

of measuring values through sports (Lee et al., 2000). The main differences between the 

initial model and revised conceptual model are the incorporation of the aspects of role 

learning, technical performance focus and performance values, which this research observed 

and identified after empirical testing and through the convergence of data from both 

quantitative and qualitative analysis. 

  



 

 

211 

 

Chapter 6: Conclusion 

6.1 Findings and Contributions 

This research has theoretical and practical significance for learning theories and 

pedagogical applications or implications to teaching and learning, especially for behavioural 

learning theory. The research has implications for pedagogy (Leach & Moon 2008) that 

indicate that the pedagogical approach creates conditions for successful learning by 

transforming students’ lives through the learning experience. In addition, the learning 

influences both cognitive and affective or behavioural learning outcomes through the transfer 

of behaviours observed among learners. In this study, the conceptual model developed was 

designed to be part of the sporting sessions, and the coach or educator set the learning 

objectives in the form of pro-social behavioural indicators and outcomes. 

This study successfully designed an intervention for character and leadership 

behaviours to be developed through sport. This was undertaken through applying the 

conceptual model in sport sessions, which provided the intervention. Responses were 

facilitated from the participants through the model’s action column of check, act and 

reinforce, which provided learning reinforcements through teaching cues for the learners. 

This was tested, measured and validated through the two-stage quantitative and qualitative 

analysis of this study. The educators’ role was to facilitate the character and leadership 

learning process by directing behaviour learning through the values outcomes in the first 

column of the conceptual model, and then managing the sport intervention process by using 

situations and roles, as seen in the middle column of the model. Finally, they then importantly 

reinforced the learning objectives and outcomes through applying the educator or coach 

actions, as seen in the right column of the model. 
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The outcomes were seen in the distinctive behaviour changes that were both 

observable and measureable in frequency of occurrence. In the research, Level 4 in 

Kirkpatrick’s training evaluation framework was used to measure whether higher-order 

learning had occurred—for example, whether the learners had transferred the new behaviours 

to other non-sport contexts, known as ‘transfer of learning’. In this research, the behavioural 

theory of learning was successfully employed using both the games approach and role 

approach to behavioural learning, as seen in the work by Hellison (2009), Siedentop (1994) 

and Siedentop et al. (2004) on sport for development and sport education research. The 

conceptual model was validated from a theoretical perspective through the literature and 

through evaluation and empirical testing. 

The mixed-methods design of this study, through the two-stage approach to test the 

initial conceptual model, which involved the Quant-qual. The uppercase ‘Q’ in ‘Quant’ 

suggests the main emphasis of inductively using quantitative analysis followed by deductive 

research through triangulation using qualitative analysis. Quantitative analysis was conducted 

to measure the educators’ and leaders’ learning, awareness and transfer of the program. This 

also contributed to the methodological theory, as most studies do not have the presence of the 

control element in a pre-/post-test experimental design. This study addressed four hypotheses 

and answered three research questions through the two-stage approach of empirical pre- and 

post-testing to test the initial conceptual model, and qualitative analysis to triangulate and 

validate the revised conceptual model. This was combined with the meta-inferences made 

between the quantitative findings and qualitative content thematic analysis to validate and 

determine the final conceptual model. 

Semi-structured interviews and qualitative analysis were conducted with the leaders 

and members of the sports clubs to investigate the transfer of learning of the sports educators’ 
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and leaders’ sessions on inculcating values through sport. The interview design relied on a 

predetermined set of questions, yet allowed the interview to probe deeper by asking follow-

up questions. These interviews involved the three research questions identified in the 

methods phase, which were linked to the hypotheses. The interviews allowed for depth to the 

data, as qualitative studies tend to be more accurate because of using the process of 

triangulation (Burns, 1997), which enhances validity by incorporating multiple sources of 

findings. Another contribution from the study is the development of an adapted and revised 

PABSS instrument (Kavussanu & Boardley, 2009). This tool was successfully pilot tested to 

measure the learning, application and transfer of pro-social behaviours through the sports 

sessions conducted by the educators trained to use the conceptual model. 

This chapter applies the results to address the research questions, and develops 

conclusions to reinforce the outcomes of the study. It also identifies the limitations of this 

study and suggests possible future research as an outcome of this study. 

6.2 Research Question 1 Conclusion 

The first research question determined the feedback and reaction to the training and 

interventions conducted for coaches and educators. Quantitatively, the results indicated that 

the treatment results were higher than the control results, thereby proving Hypotheses 1 to 4 

to be true. Hypotheses 1 and 2 predicted that sports educators in the treatment group would 

apply the model principles more frequently than those in the control group, and at T2 

compared with T1. Overall, the results suggested that the students who participated in sports 

lessons that were integrated with the model observed their sports educators applying the 

principles and practices of the model more frequently than those in the control group. This 

was achieved in Week 10 of their sports curriculum. These results indicated that the 

conceptual model training course taken by the educators and leaders was effective. 
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Qualitatively, from the transcripts and thematic analysis, the evidence indicated that there 

was more intentional design for the sports sessions conducted after the coaches and educators 

were trained. Example quotations that support this include the following: 

In terms of values, there is more structure. Instead of doing what we want, there is 

now more order to the training. (I17) 

To improve the club sessions should be done step-by-step and in an incremental or 

program structure over a series of sessions. (I11) 

6.3 Research Question 2 Conclusion 

The second research question sought to determine the learning of educators and 

leaders in character development and leadership application through sports. Quantitatively, 

Hypothesis 3 predicted that students in the treatment group would demonstrate values-based 

behaviours more frequently than students in the control group, and at T2 compared with T1. 

The results of the between-groups t-test revealed that students in the treatment group 

demonstrated values-based behaviours significantly more frequently than did students in the 

control group. When qualitatively determining the effectiveness of applying the model for 

participants, the interviews revealed one key result—that an apparent and clear focus on 

character and leadership values was reported, which reinforced and supported the research 

question. Example quotations from I18 that support this include the following: 

I realised using the club sessions to inculcate values would help promote positive 

behaviour for people in the teams. To reinforce these good values and maximise the 

learning, just beyond the performance, but also in techniques. (I18) 

I realised that there are different ways of incorporating values in the training. I 

realised that I should focus on one or two of the values that we want to teach for each 
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session. It was difficult at first, especially to get everyone on the same page, but it can 

be done. It was quite a fulfilling experience. (I18) 

 

6.4 Research Question 3 Conclusion 

The third research question considered the transfer of pro-social behavioural learning 

to sport students and the effect on their behaviours. The quantitative results from the 

repeated-measures t-test revealed that students in the treatment group significantly 

demonstrated values-based behaviours more frequently at T2 than at T1. These results 

suggested that students who participated in sports lessons that were integrated with the model 

reported demonstrating values-based behaviours more frequently than did students in the 

control group. Again, this occurred in Week 10. Qualitatively, when examining the effect on 

the participants’ behaviours, it was observed in the transcripts that there were noticeable and 

verifiable positive behavioural changes reported and frequently observed by leaders and 

members alike. Example quotations that support this include the following: 

This is very heart-warming because we actually demonstrate character during the 

competition as a team. (I3) 

We can really see the team trying to work together and we see people displaying these 

values. (I4) 

The key results and findings from both the quantitative and qualitative analysis revealed that 

all four hypotheses were correct. There were four clear thematic observations that supported 

the three research questions and answered all study hypotheses. 
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Table 33 

Summary of the Research Questions and Outcomes 

Research questions Outcomes 

1. How effective is the 

conceptual model train-the-

trainers program in terms of 

educators’ application in 

lessons? 

Quantitatively, the results show that the treatment results are higher than the 

control results, thereby proving H1 to H4. H1 and 2 predicted that sports 

educators in the treatment group would apply the model principles more 

frequently than educators in the control group, and at T2 versus T1, which 

was proven true. Qualitatively, from the transcripts and thematic analysis, 

there was clearly observed a more intentional design for the sports sessions 

conducted after the coaches and educators were trained. Moreover, the 

sessions were more structured to achieve the values-based outcomes. 

2. How effective is the 

application of the 

conceptual model for 

participants in terms of 

students’ feedback on 

values emphasis in the sport 

sessions? 

Quantitatively, H3 predicted that students in the treatment group would 

demonstrate values-based behaviours more frequently than students in the 

control group, and at T2 versus T1. The results of a between-groups t-test 

revealed that students in the treatment group demonstrated values-based 

behaviours significantly more frequently than did students in the control 

group. Qualitatively, the interviews revealed one key result—an apparent and 

clear focus on character and leadership values, which reinforced and 

supported the research question. 

3. What is the effect on the 

behaviours of the 

participants receiving the 

model in terms of frequency 

of behaviours after the 

intervention at T2 versus 

before the intervention at 

T1? 

The quantitative results from the repeated-measures t-test revealed that 

students in the treatment group significantly demonstrated values-based 

behaviours more frequently at T2 than at T1. The results suggested that 

students who participated in sports lessons that were integrated with the 

model reported demonstrating values-based behaviours more frequently than 

did the students in the control group, and as T2 versus T1. Qualitatively, in 

the transcripts, there were noticeable and verifiable positive behavioural 

changes reported and frequently observed from both leaders and members. 

 

6.5 Key Success Factors 

There were four key success factors reported through the qualitative study and 

interviews. First, the character development interventions should begin early or at a younger 

age. Second, leaders play a very important role in emphasising values and pro-social 

behaviours during sports. This indicates the importance of the role of the captain, educator or 

coach in intentionally designing all sports activities with values-based learning outcomes. 

Third, the learning is jointly owned by the leader and their team members, meaning there is a 

need for shared leadership for character and leadership development interventions to be 

successfully implemented in sports, as reinforced by and aligned with Northouse’s definition, 

which reaffirms the research on the social influence and behaviour change required among 
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team members for success. In addition, Chemers’s (2000) functional integration of leadership 

research defined leadership in sports or physical activity as ‘a process of social influence in 

which one person is able to enlist the aid and support of others in the accomplishment of a 

common task’ (p. 27). In this definition, leadership is based on social influence and revolves 

around a common task. This aligns with the findings from the qualitative interviews that 

leadership is a group activity. Thus, in the sport setting, the key to success in leadership 

decision making considers intrapersonal factors, such as the thoughts and emotions of team 

members. This interacts with interpersonal processes, such as attraction, communication and 

influence, to affect the dynamic external sport environment and its outcomes. Fourth, 

engagement in learning improves when students put values learning into action, and take 

responsibility for their own learning (Vansteenkiste et al., 2006). Thus, coaches and teachers 

need to provide students with opportunities to participate in planning these sport programs for 

them to take ownership of their learning and development, and then be able to transfer and 

translate the learning into areas other than sports, thereby leading to long-term behavioural 

change. 

The above key factors were derived from the interview data and somewhat aligned 

with the key factors for the quantitative study, in which the design of the research from the 

beginning needed to reduce confounders or uncontrollable variables. The various leadership 

roles undertaken by the participants—such as leader or official—and the situations that were 

intentionally designed into the sport lessons needed to be seamlessly infused into the sport 

activities. This is similar to how the captains, leaders and educators needed to intentionally 

infuse the principles of the conceptual model into the sport lesson design to develop character 

and leadership. These principles needed to be incorporated into the existing physical 

education lesson plans. In addition, the lessons needed to be conducted over a period. The 
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duration of the sport sessions contributed to reinforcement and retention of the learning, and 

helped with the transferability of learning into other areas. It is also important to note that 

values inculcation should not (and did not) overshadow skills development and game 

enjoyment. This was indicated from the results, with the participants’ statements and 

statistical findings indicating that skills learning and fun were not compromised by the 

intervention. Finally, the educators, coaches and trainers needed to be equipped with basic 

questioning and facilitation skills to check, act and reinforce the values learning and sport 

design. This was demonstrated and reinforced by the fact that there was a need for shared 

ownership or leadership when implementing this model to achieve the desired results. 

6.6 Conclusion on the Research Problem 

The developed and tested conceptual model is a framework that can be used by 

educators in sport, with the aim of enhancing character and leadership development efforts by 

providing coaches and educators with theoretical and empirically tested approaches to design 

customised sports programs for individuals and institutions.  

The results indicated that the sports educators who were trained in the model were 

perceived by their students to apply the model principles significantly more often than did the 

sport educators who conducted the traditional sports curriculum. The educators in the 

treatment group were also perceived to significantly apply the model principles more 

frequently by Week 10 of the sports curriculum, compared with Week 1. Together, these 

results indicated that, when trained in the model, sports educators successfully applied the 

key model principles in their teaching. More importantly, these results demonstrated the 

efficiency and effectiveness of the model in facilitating character development through 

sports, without the need to increase the amount of teaching time. With the model to assist in 

the design of the sports curriculum, sports educators were able to weave both skill and 
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character development practices into the conduct of sports activities in a very practical 

manner. These findings provide some preliminary evidence that character development—or 

at least positive behavioural change—occurred. The qualitative data provided converging 

evidence of the need for intentional design and implementation of the conceptual model. The 

application of the conceptual model produced observable character and leadership 

behavioural changes during lessons and sessions. Educator reinforcement was also critical to 

the success of the model implementation, while the main learning platform was through role 

learning and application. Transfer of learning was also tested and observed through the 

qualitative interviews conducted post-test, which showed that learning was sustained beyond 

the sports context into other environments. 

Overall, the results of this study provided positive evidence that the CLDS model was 

effective in supporting sports educators to integrate and apply various values-inculcation 

principles and practices into their existing sports curriculum and lessons, which subsequently 

increased the behavioural frequency of students demonstrating values such as respect, 

responsibility, resilience, integrity, care and harmony during class time. Significantly, from 

an application perspective, the integration of the model to facilitate values inculcation in 

sports did not reduce students’ enjoyment and skill development during the sports activity. 

The model was implemented and tested over time, which proved that it is possible to observe, 

measure and develop demonstrable change in sport behaviours, from anti- to pro-social 

behaviours, and develop leadership actions in the field over time. This reinforced Vierimaa et 

al.’s (2012) study that character in sports is defined as displaying pro-social behaviours and 

avoiding anti-social behaviours. This study also addressed the concept of values in sport, and 

even fewer had addressed the idea of measuring values through sports (Lee et al., 2000), 

which has been achieved. 
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This research collaborated with Sport Singapore and the Singapore MOE, and 

conducted the impact analysis study in four MOE schools to determine the effectiveness of 

the developed conceptual model for inculcating values as part of the schools’ sports 

curriculum (Tan, K. et. al., 2016). The impact analysis study employed a combination of a 

treatment control and pre-/post-test research design over a school term of approximately 10 

weeks. Two scales were developed to measure sports educators’ application of the model 

principles and students’ demonstration of values-based behaviours during sports lessons.  

While the integrated consideration of the four separate bodies of knowledge of CME, 

CCE, character and leadership development, and sport education is prominent in the 

literature, there is no empirical research available that explicitly explores their interaction. 

Figure 16 shows the combination of the bodies of knowledge and how they overlap. This 

research contributes to new theory in how sport can be used as a platform to develop 

leadership and character behaviours for educators in the classroom. By focusing on the 

convergence of these four bodies of literature, this research contributes to theory through 

developing a conceptual model from empirical studies that converts the theory into practice 

for educators. 
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Figure 16. Convergence in the literature. 

With the development of the revised and empirically tested conceptual model, practitioners 

and researchers can use the model to further test its effectiveness in other environments, and 

infer new theories on CLDS. This study noted that intentionally designed leadership 

interventions require participants to move to a higher level of outcomes in emotions, 

cognitions, behaviour and performance for development to occur (Bass, 1990), and this was 

observed in this study. The conceptual model was able to produce observable leadership and 

character behaviours, and these behavioural changes will be more sustainable over time than 

in just training- or skills-based programs with no focus on other aspects of behavioural 

changes or outcomes. These intentionally designed and structured sessions using the model 

can develop athletes holistically by inculcating positive values and pro-social behaviours, 

which is achieved through structured activities that make them more aware of their conduct 

on and off the field (Penney et al., 2002). The conceptual model adhered to the literature on 

youth sports leadership (Gould, Flett, & Lauer, 2012), where leadership behaviours occur in 
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athlete leaders when they have the ability to set conditions and boundaries that influence 

teammates. Where this influence of athlete leaders on their members is to align team 

behaviours and actions to team goals, rather than pursuing individual awards and accolades 

(Chelladurai & Saleh, 1980). This study and conceptual model validates Loehr (2005), where 

leadership skills learnt through sport programs are transferrable to other areas of life, contexts 

and areas of organisational work. Sport Singapore incorporates much of this study with 

corporate executives, using research led by myself, utilizes the CLDS (Tan, K. et. al., 2016) 

and have findings that support the transfer of learning from the sport sessions into the work 

places. Laurent & Bradney’s  (2007) study on leadership athletic training leaders or sport 

leaders reported using and exhibited leadership behaviours similar to leaders in other 

professions. No differences were found in their background, ethnicity, age or experience. 

This clearly shows that sport leadership or leadership in sport behaviours were similar 

behaviours exhibited by leaders in other professions or in general and are thus transferable. 

The development of such a conceptual framework also draws and corroborates 

research from McGaghie, Bordage & Shea, 2001, where frameworks can contribute to a 

research report in at least two ways, by (1) identifying research variables, and (2) clarifying 

relationships among the variables. Miles and Huberman (1994) defined a conceptual 

framework as a visual or written product, one that “explains, either graphically or in narrative 

form, the main things to be studied - the key factors, concepts, or variables—and the 

presumed relationships among them” (p. 18), and also known as the ‘theoretical framework’ 

or ‘idea context’.  

 

In conclusion, the goals of this study were achieved. These goals included 

investigating the relationship between character and leadership development in sport and 
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education, and then crafting a conceptual model that defined the convergence. This study 

progressed from examining the convergence of themes in the literature to provide an 

empirical analysis of the conceptual model through an experimental design study of its 

application, which was an identified gap in empirical research. This study makes four 

significant contributions to the literature in addressing this gap. This research: 

1. makes a significant empirical contribution to the theoretical discourse of 

leadership and character development in schools and through sport—using the 

research from these bodies of knowledge, a conceptual model was developed from 

the convergence of the literature 

2. is significant in providing empirical support for the development of practice that 

recognises the lack of empirical evidence in measuring CLDS in schools; the 

findings illustrate the theoretical entwinement of values development through 

sports and in schools, and point to implications for the integration of knowledge 

into teaching and learning systems 

3. used an innovative research approach that drew on employing control and 

experiment groups and empirical measurement in its methodological design 

4. illustrates the convergence of several central themes in CME, sport education and 

character development through sport literature, and links these in the research; in 

its investigation across discourses, this study offers a novel perspective on each 

field and their integration. 

The methodological and theoretical contributions are specifically in developing a 

model that incorporates moral education in the classroom, with sport education in out-of-

classroom with sport for development education, and presents an understanding of how sport 

for development interventions can be measured and effective, moving beyond sport skills 
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development to sport for education. Overall, the results provide positive evidence that the 

model is effective in supporting sports educators to integrate and apply various values-

inculcation principles and practices into their existing sports curriculum and lessons, which 

subsequently increases students’ behavioural frequency of demonstrating values-based 

behaviours during sports lessons. Finally, the integration of the model to facilitate values 

inculcation in sports did not reduce students’ enjoyment or skills development during the 

sports lesson. 

 

6.7 Implications for Theory and Practice 

This study contributes both methodologically and theoretically through using 

experimental design and mixed-methods testing with control and treatment groups, and 

developing a new conceptual model for CLDS, respectively. This section outlines the 

implications for theory and summarises the theoretical underpinnings that guided this work, 

and how they contribute to the relevant sport education, character education and leadership 

education theoretical studies. This study has several implications for practice in Singapore, 

specifically in the areas of applied leadership development through the sports practices, 

policies and platforms that may exist in the Singapore military and various national sporting 

associations, but these are rare and in the infancy stages of development and research. This is 

because the study has shown through the literature review that there has not been much 

research in Singapore examining leadership roles and behaviours in and through sports 

participation, with only four articles published in recent years. These four articles studied the 

psychometric properties of leadership of athletes in schools (Kwon, Koh, Pyun, & Wang, 

2009), perceptions of the leadership behaviours of teachers and coaches (Kwon et al., 2010), 

perceptions of the coaching leadership behaviours of youth athletes (Pyun, Kwon, Koh, & 
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Wang, 2010) and the testing of Chelladurai’s modified leadership scale for sports for factorial 

invariance (Kwon et al., 2011).  

6.7.1 Theoretical sport research. Some suggested avenues for future research are in 

the area of understanding the social support factors in a Singapore sports context, as well as 

the cultural context of leadership in sports for the Singapore coach and athlete relationship. 

Chelladurai’s work was mostly undertaken in a Western context (Kwon et al., 2011), with 

only two studies considering Indian and Japanese athletes (Chelladurai, 1986; Chelladurai, 

Imamura, Yamaguchi, Oinuma, & Miyauchi, 1988; Chelladurai, Malloy, Imamura, & 

Yamaguchi, 1987). These studies suggested that further research be undertaken to examine 

the validity of existing leadership through sports scales using various Asian populations, as 

well as investigating how an Eastern context would affect the structural validity of the 

leadership through sports scale. The limited research indicated future possibilities for sports 

leadership research in Singapore. 

6.7.2 Pedagogical research. The theoretical implications and applications are in 

pedagogy research, where Leach and Moon (2008) indicated that, if the pedagogical approach 

creates conditions for successful learning by transforming students’ lives through the learning 

experience, as well as when the learning influences both the cognitive and affective or 

behavioural learning outcomes. In this learning paradigm, the coach or educator sets the 

learning objectives in the form of values-based, pro-social behavioural indicators and 

outcomes. The outcomes can be seen in distinctive behaviour changes that are both 

observable and measureable in frequency of occurrence. Based on this study’s results, the 

behavioural theory of learning was successfully employed using both the games approach and 

role approach to behavioural learning, as seen in Hellison’s (2003), Siedentop’s (1994) and 

Siedentop et al.’s (2004) work in sport for development and sport education research. In 
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addition, the conceptual model was validated from a theoretical perspective through literature 

and practical testing, evaluation and empirical testing. 

6.7.3 Expanded demographics. From the quantitative experimental design stage, 

there are multiple opportunities for future theoretical research to study, apply and adapt the 

instrument for further research with different age groups, gender mixes and working adults as 

part of leadership development in the workplace through sport. The results from this study 

provide converging evidence of the effectiveness of design and implementation of the 

conceptual model. Applying the model did not reduce students’ enjoyment or skill 

development during lessons, as seen from the quantitative results. The study used the adapted 

and customised Kavussanu and Boardley’s (2009) PABSS, with behavioural outcomes linked 

to the MOE’s R3ICH values and instrument questions, and the language aimed at the primary 

to secondary school levels. This model can be further adapted for future studies to enable 

empirical testing of character and leadership development behavioural outcomes through 

sport for older age groups, such as working adults and even seniors. 

6.7.4 Sport organisation leadership development. From the qualitative interviews 

in Stage 2, the results provided converging evidence of the need for future research into 

intentional design and implementation of the conceptual model, especially in other 

educational environments, to test for transferability of learning. Another potential area for 

future research includes the further use of sport for values-based development through 

applying the model to produce observable character and leadership behavioural changes in 

other contexts outside of educational environments and in sport organisations. An example 

recently observed in Singapore on leadership renewal and corporate governance was with 

some of Singapore’s national sports associations (Tan, 2011). In an interview with the ex-

president of the Singapore Table Tennis Association—which was the national sport 
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association responsible for developing talents to win Singapore’s first ever bronze medals at 

the Olympic Games—Dr Lee Bee Wah stated: 

Leadership development is critical for the long term sustainability of all organisations, 

including sports organisations. It provides opportunities for organisation renewal and 

injection of new ideas. As I enter my second term (fourth year) in office, I have 

already begun the process of identifying and grooming my successor. Planning early 

for succession will enable a smooth transition and give my successor more time to 

learn the ropes, as well as allow the table tennis fraternity to familiarise themselves 

with the new leadership. 

To enhance the quality of sports leadership in Singapore, it is important to review and 

understand the key theories for applied sports leadership in Singapore within these 

associations and within the institutions that use sports for leadership development. This study 

contributes to the practice of leadership development and leadership renewal, and has 

implications for theoretical development in this area for sport-related, military and 

educational organisations that use sport to develop their people resources. This research has 

developed a tested and validated conceptual model that can be easily implemented in any 

sport session design and has numerous practical applications. This will be important for 

organisations seeking to inculcate improved leadership behaviours among their leaders, using 

sport as a platform. 

6.7.5 Sport-based team development. Another implication is found through the fact 

that sports data are readily available in Singapore, with Sport Singapore’s research and data 

analytics department conducting surveys and research studies annually among the Singapore 

population, and then publishing these findings in their annual reports. These reports are 

printed and circulated for most public sector agencies in Singapore. The recent academic 
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literature has contributed to this trend of publishing papers based on sports data (e.g., Avery, 

Tonidandel, & Phillips, 2008; Ertug & Castellucci, 2013; Hunter, Cushenbery, 

Thoroughgood, & Ligon, 2011). The data are objective and give researchers and practitioners 

the opportunity to study findings and practices in sports and translate them into information 

that can be used by human resource development and talent management organisations and 

agencies for the purposes of staff and people development. The conceptual model developed 

in this study can aid in the further design of these human resource development theories by 

using sport in corporate organisations. This can be undertaken using Kavussanu and 

Boardley’s (2009) revised PABSS, which has already been customised to the Singapore 

context. Further information and data can be collected and measured to indicate outcomes in 

terms of character and leadership behavioural application, transfer and change. These can 

both be applied to different target audiences and teams of working adults as part of leadership 

development interventions in the workplace, using intentionally designed sport activities and 

sessions. 

6.7.6 Evidence-based policy formulation. Research has been slow to integrate sports 

data into organisational research and practice, which is an identified research gap in 

Singapore, especially for the Singapore government. There are many future benefits for 

policy makers in Singapore to use sport data analytics to determine the formulation of sport 

models, programs or policies through first investigating the effectiveness of the model, 

program and policy. Sound policy making can now be better achieved through the process of 

empirical testing before full-scale implementation, especially for policies linked to sports in 

Singapore. This reinforces the findings of Khanh and Tham (2013) that emphasised the 

importance of using evidence to determine the effectiveness of public policy. They found that 

many agencies in Singapore were crafting policies that affected communities, yet not 
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measuring these policies’ returns on investment, effect on the communities involved, or 

ability to produce the results they were designed to generate. 

6.7.7 Designing teaching and learning of sport template. Based on the conceptual 

model, sport educators or trainers who are using sport for leader and team value development 

can develop a basic lesson template for use. To incorporate the three columns of the model: 

(i) the character values to be developed; (ii) the roles and situations to be intentionally 

designed into the session (including leadership roles); and (ii) the action of the educators to 

check, act and reinforce the pro-social behaviours to be demonstrated. This study provides an 

example of such a template, which includes the key principles for lesson planning, design and 

implementation. These principles include and are non-exhaustive, the skill level, sport and 

activity selected, lesson or training activity, student process, teacher or coach actions, 

performance values, social values and moral values to be reinforced, and behaviours to be 

developed, as well as how they link to the MOE’s R3ICH values. 

The example provided in Table 34 includes a football sport activity, with the training 

activity of choice being dribbling. The skill level can be novice, intermediate or expert, 

depending on the age, skill ability and experience of the participants, as determined by the 

educator or coach. The activity can range from skill learning, to individual or group drills, 

and even to game play. The student process highlights which situations have been specifically 

designed into the activity and the skills and activity performance outcomes expected, 

including the various roles required for the activity. The conceptual model highlights the 

check, act and reinforce actions that the educator must undertake to achieve the student 

process outcomes and values learning. The educator actions also set the expectations of 

behaviours linked to the intentionally designed and expected performance, social and moral 

values and attributes. In this example, these include attentiveness, concentration, consistency, 
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diligence, focus and self-awareness for the performance values; enthusiasm, perseverance and 

positive work habits for the social values; and honesty for the moral values and attributes. 

These values-based attributes are then linked to the responsibility, resilience and integrity of 

the MOE’s R3ICH values. The coach or educator can also choose to include specific 

behaviours that they expect to see, based on the values listed. For example, in terms of focus 

and consistency, they may note how participants keep their eyes on the ball and stay focused 

with the ball near the feet while dribbling, and how they consistently look up to observe their 

surroundings while dribbling. These are clearly observable, demonstrable and repeatable 

behaviours that are linked to the values selected, and the educator can choose to reinforce 

them through actions (by demonstrating proper behaviours) or through words (by explaining 

the behaviours or selecting another participant or team leader to role model), thereby 

intentionally reinforcing values-based, pro-social behaviours in the structured sport design, 

which is the ideal purpose of the conceptual model. 
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Table 34 

Conceptual Model Lesson Planning Template Example 

Activity Lesson Student process Teacher/coach action R3ICH values 

Solo drill  Dribbling Skill tasks given—set performance targets and standards. Students 

review performance and reflect on gaps: 

a. Did I concentrate on tasks?  

b. Did I keep to the instructions given? 

c. Did I try repeatedly to accomplish tasks? 

Reinforce: encourage positive execution and diligent effort: 

a. How did you perform in the task?  

b. Were you distracted when practising? 

c. How could you have done better?  

Responsibility, resilience, 

integrity 

    Student tasked to practice outside of class/training Check: verbal report/activity log 

Reinforce: diligence, honesty 

Responsibility, integrity 

  Shooting Skill tasks given—set performance targets and standards. Students 

perform and receive feedback on performance: 

a. Did I pay attention to the coach’s instructions?  

b. How did I feel when the coach gave feedback?  

c. Did I try my best to do as the coach suggested? 

Teacher to focus on receptiveness of student to feedback 

and instructions: 

a. Did you do as instructed? 

b. What did you focus on? 

Teacher to give formative and summative feedback at end of 

lesson. Reinforce when students improved and followed 

coaching instructions, highlighting importance of having a 

teachable spirit for learning 

Respect, resilience 

Partner and 

group 

drills 

Passing Cooperative passing. Focus on looking out for one another. Give 

instructions on performance targets to achieve as a pair: 

a. What did my partner(s) do well?  

b. What could my partner(s) do better?  

c. Did we meet our target? 

d. In good time? 

Act: teacher to emphasise the essentials of good pair work. 

Check: highlight performance cues to look out for in each 

other: 

a. Did each of you have help from one another?  

b. Was the feedback useful?  

c. How can feedback be improved?  

Reinforce: the importance of good teamwork for task 

accomplishment. Having mutual interest and welfare for 

team members will raise the team performance 

Respect, care, harmony 
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6.7.8 Other opportunities. Moving forward, expanded applications of the model are 

already being considered. Sport Singapore has adopted and adapted the conceptual model 

into what they have termed ‘The Game-for-Life Program’, (Tan, K. et. al., 2016) and the 

model has been adopted by tertiary academic institutions in Singapore, such as the Ngee Ann 

Polytechnic and the Institute of Technical Education (ITE). A possible application, which has 

been implemented by the ITE, is to infuse the model into a course or module for sports 

coaching to educate future coaches on how to develop leadership and character through 

sports. 

Besides using the conceptual model in academic or sport institutions, it can also be 

modified to suit other situations, such as the corporate world. Sport Singapore has recently 

initiated the Team Development through Sports (TDTS) program, which is based on the 

principles of this conceptual model; however, instead of developing character behaviours, the 

TDTS seeks to enhance the positive team constructs of team trust, team communication, team 

accountability, team belief and team satisfaction. These constructs have been determined to 

produce high-performing teams and were adapted from Patrick Lencioni’s (2002) work on 

organisational politics and team failure. The model is applied through the design of sports 

situations to generate different team behaviours that help teams work better together to 

produce results for their organisations. Lencioni wrote about the five dysfunctions of teams, 

and found five detrimental behaviours that will destroy team dynamics and tear teams apart. 

In contrast, the TDTS uses the positive orientation of these five dysfunctions to focus on five 

positive team behaviours, and sport sessions were intentionally designed to reinforce these 

five behaviours to build better teams. 

Thus, in summary of the implications for theory and practice, all the research and 

applied practices can be used to express minority to majority viewpoints and perspectives 

(Kilduff & Mehra, 1997), where implementing the conceptual model for one audience 
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successfully can lead to a spill-over effect to other audiences in the future. It would be useful 

for research to be undertaken on sports leadership development in Singapore with different 

audiences outside of the youth population that this study involved. However, this will require 

a new literature review and new body of research to be developed, as researchers will 

encounter issues regarding the lack of prior theories and principles. CLDS research provides 

an opportunity for Sport Singapore to test the effectiveness of the conceptual model or 

program in achieving the desired outcomes of a future-ready Singapore, as one of the key 

outcomes of Vision 2030 in Singapore, and to develop a new applied model to shape the use 

of sports in character and leadership development (Tan, K. et. al., 2016). All this will 

contribute to shaping the development of future generations of leaders in Singapore, using 

sports as a platform for skills development, values education and people development. 

6.8 Delimitations and Limitations 

6.8.1 Delimitations. Delimitations are defined as characteristics that limit the scope 

and define the boundaries of the study (Simon, 2011) and these characteristics are within the 

control of the researcher. A key delimitation lay in the selection of the research method and 

the assumptions that this method entails in the selection of the scope and sequence of the 

study. This research used a mixed-method approach with the highest priority placed on 

quantitative analysis, followed by qualitative analysis. This is commonly known as 

‘QUANT-qual’ research, where the quantitative research facilitates the qualitative research. 

In this research, the quantitative data obtained from the sports educators and leaders guided 

the selection of a smaller number of team members to be interviewed using the semi-

structured interview approach. By providing the hypotheses for quantitative testing, the 

researcher was able to study cause and effect relationships and the specific outcomes of the 

intervention. However, gaining in-depth knowledge of the social contexts and the 



234 

 

perspectives of the sport educators, leaders and members could only be achieved through 

qualitative research (Bryman & Bell, 2011). 

One key principle in the selection of mixed methods for this study derived from Rudd 

and Johnson’s (2010) work, which encouraged more mixed-methods research in sports 

management, as there has been very little of this type of research in sport management in 

general. The benefits of using qualitative and quantitative analysis is that the multiple forms 

of data analysed using both methods have a higher validity, thereby leading to greater 

confidence in the results and fewer rival hypotheses. With quantitative analysis—specifically, 

experimental design for this research—the cause and effect relationship can be better studied 

between the independent and dependent variables. Zamanou and Glaser (1994) found that the 

key strength of using mixed-method research is the ability to combine the specificity and 

accuracy of quantitative data with the ability to interpret idiosyncrasies and complex 

perceptions provided by qualitative analysis. This provides a form of triangulation or 

validation, and this triangulation through developing multiple measures also improves 

confidence in the findings, as it counterbalances the strengths and weaknesses of using just 

one research approach (Webb et al., 1966).  

Thus, the delimitation to select this method and limit the scope of the study to school 

sports was partly because mixed-methods research has become increasingly popular and 

accepted in research (Bryman, 2009). This is especially true for business and social sciences 

research (Johnson et al., 2007), where mixed-methods research uses quantitative viewpoints, 

data collection, data analysis and qualitative viewpoints, followed by inference techniques for 

the broad purpose of achieving breadth and depth in understanding and corroboration. 

6.8.2 Limitations. Limitations are defined as potential weaknesses of the study that 

are usually not within the control of the researcher (Simon, 2011). 
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6.8.2.1 Self-reported data. One limitation to this study is that the measures of values-

based behaviours were self-reported. As such, the participants may have had biased views of 

their own behaviours or felt compelled to present themselves in a more positive light by 

inflating their scores (social desirability). To counter the negative effects of self-report bias, 

this confounder was considerably reduced by collecting data at two different points in time 

(T1 and T2). Temporal separation or collecting data at two different times is argued to reduce 

common method variance by allowing earlier responses to leave short-term memory, thereby 

diminishing participants’ ability to use prior responses to answer subsequent questions. 

6.8.2.2 Short-term intervention. Another potential limitation to this study was that the 

evidence for positive character development was based on short-term/duration behavioural 

change intervention measures. The conceptual model intervention in this study was 

implemented over only a 10-week period, before changes in behaviours were measured. To 

truly determine the enduring effects of the model intervention, more objective indicators or 

the use of longitudinal studies must be employed. 

6.8.2.3 Limited demographics. The limitation of involving respondents at primary and 

secondary school level in only for four schools arose because of the restricted access to 

Singapore public schools. It was also extremely difficult to influence physical education 

curriculum design and teacher pedagogical design within educational institutions. The 

existence of a treatment and control group also made it difficult to expand the demographics, 

as many institutions did not wish to identify control groups for fear of discrepancies in 

learning and teaching among students and staff in the same school. 

However, even with these identified delimitations and limitations, the preliminary 

findings revealed the potential of the conceptual model to develop character and leadership 

behaviours through sports (Tan, K. et. al., 2016). It is recommended that further research be 
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undertaken to explicate the findings and address these limitations. The effectiveness of the 

model can be investigated with other samples, such as those of different cultures and age 

groups, and validated with more objective indicators of positive character 

development/change, such as using coaches’ ratings to assess character development in 

individuals, rather than a self-report scale. 

6.9 Further Research 

The recommendations arising from this research indicate that future research should 

attempt to include more items into the scales to increase the internal consistencies and further 

develop the scale by describing other dimensions of pro- and anti-social behaviours. At the 

same time, the sample could be further stratified into age groups or gender to understand how 

this would affect the results obtained from using the model and thus the conceptual model 

developed. The SEM (Siedentop, 1994) was also based on the study of team sports, while 

future recommendations are to study the differences in effect between individual or team 

sports to identify whether there would be differences in the actions of the educator and coach, 

the implemented roles or the produced results. 

In Kavussanu and Boardley’s (2009) study, athletes responded to 20 statements by 

indicating how often they had engaged in each behaviour during the current competitive 

season or their most recent season. The recommendations arising from this research indicated 

that future research should attempt to include more items in the scales to increase the internal 

consistencies and further develop the scale by describing other dimensions of pro- and anti-

social behaviours.  

Other future research could more closely examine age appropriateness in the 

implementation of the conceptual model and framework principles to study their 

effectiveness over different age segments. At the same time, a study of the long-term or 
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longitudinal effects of implementing the model or framework will indicate the sustainability 

of these character and leadership interventions over time. A similar aspect of future research 

is the possible study of how different coach interventions with a focus on adult or corporate 

segments could produce different research results, compared with the results among youth in 

schools. 

Finally, based on the success of this conceptual model to develop leadership and 

character through sports, athletes may become effective in leading individuals in their sport 

team environment, yet fail to transfer these skills to common work environments. Thus, there 

is a need for future research to measure the transferability of this conceptual model in 

developing sports leaders to developing leaders for the workforce. Sports leadership builds 

interpersonal skills in athletes that generate the confidence needed to inspire team members, 

and this same skill set can be tested in terms of how it can prepare youth to be better leaders 

outside of sport. This leads the discussion to the future challenges that this study will present, 

as well as future potential research. 

6.10 Future Challenges 

A key finding from the qualitative study and thematic analysis of the interviews 

revealed that the transference of learning success beyond sport relied on team leadership or 

shared/distributed leadership, as discussed by Hargreaves and Fink (2004), which challenges 

the notion that leadership needs to rely on one person. Chemers (2000) defined leadership in 

physical activity as ‘a process of social influence in which one person is able to enlist the aid 

and support of others in the accomplishment of a common task’. This refers to one person as 

a leader; however, the same definition also indicates that the process of social influence 

allows for all other people involved to achieve a common task by offering their support. More 
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research can be undertaken to examine the team leadership and shared leadership theory in 

sports. 

Transfer of learning occurs when participants who have learnt certain skillsets and 

competencies in a particular context, such as sport, can extend their learning beyond sport 

into other environments, such as their schools, workplaces or homes. This ability to apply 

their learning beyond the context in which it was delivered is identified as the highest form of 

learning (Gould & Voelker, 2004), especially in leadership development. Two potential 

future challenges for researchers in the area of using sport for development and sport 

education are: (i) the validity of the conceptual model outside the sport environment, based 

on the limitation that performance values may already be inherent in sport, especially in 

competitive sport, because of the nature of the activity, and (ii) the transfer of values-based 

behaviours outside of sport and its empirical design.  

At the same time, the sustainability of behaviour change was not studied in this 

research because of the limitations of the 10-week school term. It was not possible to sustain 

the interventions beyond the school term to measure long-term behavioural change. The 

longitudinal study and study outside sport and sustainable values demonstration are several 

key future challenges for future research work. 

Finally, one of the most important challenges facing researchers in the area of sport 

for development is the fine balance between formal and informal structures. Informal 

structures are generally more welcomed to retain the element of enjoyment and fun in the 

sport activity, and not make sport sessions too stifling and rigid, which would remove the key 

success factor in why young people still engage with sport so much. 
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6.11 Conclusion 

Overall, the results provided positive evidence that the conceptual model was 

effective in supporting educators to integrate, apply and facilitate values-inculcation 

principles and practices into their lessons, which subsequently increased the behavioural 

frequency of students demonstrating values such as respect, responsibility, resilience, 

integrity, care and harmony during lessons. This chapter has discussed the implications and 

practical applications of the study model. 

In conclusion, the main aims of this research were met, as follows. First, this study 

aimed to develop a conceptual model for the design, conduct and facilitation of leadership 

and character development interventions for educators, using established theories from the 

SEM, role and situational learning approaches and facilitation literature. Second, this study 

aimed to conduct evaluation research using an experimental design to investigate the effect of 

the intervention in determining leadership and character values-in-action behaviours. This 

was achieved by using an experimental design approach to investigate the effectiveness of 

implementing the conceptual model, and by investigating the effect of a CLDS program. This 

program consisted of a conceptual model train-the-trainers session, followed by coaching and 

development sessions that aimed to provide educators and leaders with skills to design, 

implement and facilitate character and leadership interventions in their sessions, using sport 

as the main platform. 

Third, this study aimed to investigate the effect of these interventions on the 

leadership experience of sport captains through the thematic content analysis of semi-

structured interviews. Finally, this study aimed to develop a revised and sophisticated 

conceptual model based on the results of the empirical study. This research had three 

overarching contributions: theoretical contributions through the review of four different 
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bodies of knowledge, methodological contributions in the use of empirical testing using 

mixed methods, and conceptual contributions through the development of a revised model 

and applied practice in a government statutory board to guide future policy formulation. 

From articles that support the development process of a conceptual model, such as 

McGaghie, Bordage & Shea, 2001, that states that a framework contributes to a research 

report in at least two ways because it (1) identifies research variables, and (2) clarifies 

relationships among the variables. Miles and Huberman (1994) defined a conceptual 

framework as a visual or written product, one that “explains, either graphically or in narrative 

form, the main things to be studied - the key factors, concepts, or variables—and the 

presumed relationships among them” (p. 18), and also known as the ‘theoretical framework’ 

or ‘idea context’. Before data analysis and understanding the findings the conceptual model 

before empirical testing developed through an analysis of the literature available in the four 

bodies of work is shown in the figure below. 

 

 

Figure 17. Initial conceptual model. 

 

The initial model combined the findings of CCE research in Singapore, which found 

that curriculum developers could consider the provision of authentic experiences, social 
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modelling and guidance (Vishalache, 2007), thereby reinforcing the need for authentic 

physical experiences using sport as the platform. It was recommended that class discussions 

and reflective practice could be used that focused on real-life, moral dilemmas to assist in 

establishing moral standards and the required competencies for self-regulation of moral 

behaviour. The initial model was also developed through a process of identifying several 

theories and approaches to teaching of sports, this laid out in the literature review and chapter 

on conceptual model development, namely; the role learning and sport education models 

(Siedentop, 1982, 1994) using situational modified activities (Hellison, 2003) and teachable 

moments in sports (Vidoni & Ward, 2009). In order to integrate them into a conceptual model 

for teaching, the Games Approach, Role Approach and the theory on roles, situations and 

situationally-specific dispositions or behaviours, which Mischel (2004) called the ‘situation–

behaviour’ leadership style were incorporated into a model for educators to use as 

interventions for character and leadership development. Mitchell et al. (2013), used the 

games approach to teaching showed effective learning results, and the approach is useful not 

only for teaching a sport, or to enhance health and fitness, but also for enhancing self-esteem, 

which was relevant to the values-based learning that this study aimed to achieve. Thus, this 

study used the context of sport as the platform of choice and the use of reinforcement by the 

educator or coach in the extreme right column of the model under actions. 

The model also incorporated findings from the sport education literature, which stated 

that sport presents opportunities for moral learning and character behaviour development 

using SEM and a structured values-inculcation sports program (Siedentop, 1982, 1994; 

Siedentop et al., 2004), situational modified activities and intentional design (Hellison, 2003) 

and teachable moments in sports (Vidoni & Ward, 2009)—thus the use of leadership roles 

and situations, as seen in the second column of the model. As stated by Davidson et al. 
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(2004), the Greek word for character translates as ‘an enduring, or indelible mark’. Thus, 

character might best be defined as ‘values in action’. They also defined performance 

character as the knowledge, habits and dispositions necessary for success in sport, school, the 

workplace and other performance contexts. Cultivating performance character includes: (i) 

developing a strong work ethic and internal commitment to implementing one’s best effort; 

(ii) developing skills to realise self-efficacy (confidence in one’s abilities), perseverance and 

goal setting; and (iii) developing a healthy achievement motivation and approach to 

competition. 

The conceptual model’s three pillars also reinforce cultivation of performance 

character through three factors. First, the educator’s actions reinforce pro-social behaviours. 

Second, the roles and situations in the sport session, alongside the skills learning outcomes, 

are intentionally designed into the session to enable skill and confidence development. Third, 

the sport sessions always consider the performance of team members versus opponents, 

which was also indicated in the questionnaire on how participants treated or responded to 

their opponents, thereby reinforcing the need to focus on performance values in the character 

development column of the conceptual model. 

The results of the quantitative analysis, through a repeated-measures t-test, also 

revealed that students in the treatment group demonstrated values-based behaviours 

significantly more frequently at T2 than at T1. These results clearly suggest that students who 

participated in the sports lessons that were integrated with the model reported demonstrating 

the values-based behaviours more frequently than did those students in the control group, and 

in Week 10 of their sports curriculum, as compared with the start of the sports curriculum. 

Qualitatively, to determine the effect on the behaviours of the participants receiving the 
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model, the transcripts indicated noticeable and verifiable positive behavioural changes 

reported and observed from leaders and members alike. 

The key results and findings from both the quantitative and qualitative analysis 

revealed that all four hypotheses were proven. There were four clear thematic observations 

that supported the three research questions and answered all hypotheses. After data analysis, 

understanding the findings as a result of the empirical testing, and converging the data from 

the quantitative and qualitative analysis, the revised model was developed, as shown in 

Figure 18. 

 

 
Figure 18. Revised conceptual model. 

 

The revised model included performance values in the character column because of 

the quantitative result that students in the treatment group demonstrated values-based 

behaviours during sports lessons more frequently than did students in the control group. 

Other inclusions were in the actions column, with the inclusion of ‘act’ and ‘reinforce’ 
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actions for coaches and educators because of the qualitative findings that educator 

reinforcement is critical in the success of the model implementation. This ensures success in 

participant learning, especially through the application of role learning and this is reinforced 

as seen by the arrowed lines interacting between the character, leadership and actions 

columns of the model.Davidson et al. (2004) researched behaviours linked to values, and 

discussed certain practical strategies that involve the use of roles in games to help athletes 

make connections between moral character and sport performance. 

The significance of this research for the future development of youth leaders in and 

through sports is supported by Gould and Voelker’s (2010) research on leveraging the sports 

captaincy experience, and Voelker et al.’s (2011) research on ‘Understanding the Experience 

of High School Sport Captains’. This is especially important for Singapore, which has seen 

very little research in the areas of youth sports leadership and more research is needed on 

how sports programs can maximise leadership development (Vidic & Burton, 2011). 

This research makes a significant empirical contribution to the theoretical discourse of 

leadership and character development in schools and through sport. Using the research from 

these bodies of knowledge, a conceptual model was developed from the convergence of the 

literature. The study is significant in providing empirical support for the development of 

practice, with the findings illustrating the theoretical entwinement of values development 

through sports and in schools, and pointing to implications for the integration of knowledge 

into teaching and learning systems. This research used an innovative research approach that 

employed control and experiment groups and empirical measurement in its methodological 

design. Finally, it illustrated the convergence of several central themes in CME, sport 

education and character development through sport literature, and linked these in the 
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research. In its investigation across discourses, this study offered a novel perspective on each 

field and their integration.  

Thus, all research practices are able to be used to express minority to majority 

viewpoints and perspectives (Kilduff & Mehra, 1997). This will be useful for future research 

to be undertaken on sports leadership development in Singapore, which will encounter issues 

regarding the lack of prior theories and principles. The CLDS research provides an 

opportunity for Sport Singapore to test the effectiveness of the conceptual model program in 

achieving the desired outcomes of a future-ready Singapore, as well as to develop a new 

applied model to shape the use of sports in character and leadership development (Tan, K. et. 

al., 2016). All this will contribute to shaping the development of the future generations of 

leaders in Singapore, using sports as the platform. 
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Appendix A: Train-the-trainer Feedback Survey 

Instructions 

For each of the following statements, rate the extent to which you agree or disagree by 

shading the corresponding circle below. Questions 1 to 14 relate to questions pertaining to the 

trainer/facilitator, while Questions 16 to 21 relate to the overall conduct of the workshop. 
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 Overall, the trainer/facilitator ...        

1 
… demonstrates his/her understanding 

in the subject. 
O O O O O O O 

2 
… provides the contextual knowledge 

in the subject. 
O O O O O O O 

3 
... demonstrates his/her experience in 

the application of the subject. 
O O O O O O O 

4 

… is well aware of the rationale and 

‘bigger picture’ behind key concepts 

and practices of the subject. 

O O O O O O O 

5 

… is able to articulate his/her 

knowledge in a clear and concise 

manner. 

O O O O O O O 

6 … asks engaging questions. O O O O O O O 

7 … is able to clarify my doubts. O O O O O O O 

8 … is an active listener. O O O O O O O 

9 … is a good facilitator. O O O O O O O 

10 … provides constructive feedback. O O O O O O O 

11 
… demonstrates his/her interest in my 

personal learning. 
O O O O O O O 

12 
… motivates/inspires me to take 

ownership of my learning. 
O O O O O O O 

13 
… conducts him/herself 

professionally. 
O O O O O O O 

14 
… helps me make sense of my 

learning. 
O O O O O O O 

15 … was prepared and well organised. O O O O O O O 

 Overall workshop feedback        

16 
The venue was conducive for the 

workshop. 
O O O O O O O 

17 

The duration of the practical session 

was adequate to try out the 

approaches. 

O O O O O O O 

18 The time allocated was sufficient. O O O O O O O 

19 The workshop was useful. O O O O O O O 

20 
The workshop material provided was 

adequate. 
O O O O O O O 

21 

Overall, I feel better equipped to teach 

character and leadership through 

sports. 

O O O O O O O 
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Appendix B: Pre- and Post-test General Survey 

Instructions 

Below is a list of behaviours likely to occur during your sport session/s. Please think about 

your experiences and indicate how often you have engaged in these behaviours by shading 

the relevant column. Please respond honestly. 

 
S/N  Never Rarely Sometimes Often Very 

often 

1 
I accepted differences (in ability) among 

my club mates. 
O O O O O 

2 I talked badly about a club mate. O O O O O 

3 I talked badly about an opponent. O O O O O 

4 
I was angry when my club 

mate/teammate played badly. 
O O O O O 

5 
I lost my temper after my opponent 

played unfairly.  
O O O O O 

6 
I placed team goals ahead of my 

individual goals. 
O O O O O 

7 
I always did what I said I would do (my 

actions matched my words). 
O O O O O 

8 
I accepted my role in the club and 

fulfilled it to the best of my ability. 
O O O O O 

9 
I want to improve myself so that I can 

contribute more to my club. 
O O O O O 

10 I contribute actively towards club goals. O O O O O 

11 
I displayed mental and physical 

toughness in practices and games. 
O O O O O 

12 
I accept failures and learn from the 

experience. 
O O O O O 

13 
I challenge myself to be better the next 

time around. 
O O O O O 

14 
I encourage and motivate my club 

mates/teammates even if we lose. 
O O O O O 

15 
I challenge my club mates to be better 

the next time around. 
O O O O O 

16 I own up to my mistakes. O O O O O 

17 
I follow the rules of the game even 

when others do not. 
O O O O O 

18 
I frightened an opponent by threatening 

to hurt him/her. 
O O O O O 

19 
I caused an opponent to break the rules 

deliberately. 
O O O O O 

20 
I deliberately sought to make an 

opponent lose his/her concentration. 
O O O O O 

21 
I am concerned about the wellbeing of 

my club mates. 
O O O O O 

22 
I asked the game to be stopped when a 

player from the other team was injured. 
O O O O O 

23 
I helped an opponent stand up after a 

fall. 
O O O O O 

24 
I helped an injured player from the other 

team. 
O O O O O 
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25 
I helped a weaker club mate to improve 

his/her skills. 
O O O O O 

26 I quarrelled with a club mate. O O O O O 

27 I was rude to my club mate. O O O O O 

28 
I gave good feedback/suggestions to my 

club mate. 
O O O O O 

29 
I think carefully before giving feedback 

to my club mate. 
O O O O O 

30 I praised my club mate for playing well. O O O O O 
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Appendix C: Pre- and Post-test PABSS Survey 

Instructions 

Below is a list of behaviours likely to occur during your sports session/s. Please think about 

your experiences and indicate how often you have engaged in these behaviours by shading 

the relevant column. Please respond honestly. 

 
S/N During the conduct of my sport session, I 

… 
Never Rarely Some 

times 

Often Very 

often 

1 
… not only focus on learning a new skill, 

but on values as well. 
O O O O O 

2 … identify one or two values. O O O O O 

3 
… ask my members whether they have 

learnt any values. 
O O O O O 

4 
… explain how certain values can be 

demonstrated. 
O O O O O 

5 

… discuss with my members about how 

their behaviours are related to certain 

values. 

O O O O O 

6 
… explain how values can be applied in 

their daily life. 
O O O O O 

7 
… show my members how they can 

demonstrate certain values. 
O O O O O 

8 
… give my members examples of values-

based behaviours. 
O O O O O 

9 
… share stories that exemplify certain 

values. 
O O O O O 

10 
… correct my members’ behaviour when 

they do not demonstrate the right values. 
O O O O O 

11 
… give feedback on how my members 

can better demonstrate certain values. 
O O O O O 

12 
… set certain standards for demonstrating 

values-based behaviours. 
O O O O O 

13 
… praise my members when they 

demonstrate the right values. 
O O O O O 

14 
… highlight to the club when they 

demonstrate positive values. 
O O O O O 

15 
… encourage my members to demonstrate 

certain values. 
O O O O O 

 

 
Not 

at all 

A little 

bit 

Neutral Quite 

a bit 

Very 

much 

How much did you enjoy learning that 

sport/activity? 
O O O O O 

How confident are you now in playing that 

sport/activity? 
O O O O O 

 

  



 

 

265 

 

Appendix D: Semi-structured Interview Questions 

Primary questions Follow-up/probing questions 

Educators 

What was your experience in designing club 

sessions to infuse values inculcation? 

What are some key considerations or issues that 

you need to consider during this design process? 

What are some key success factors to ensure the 

design of club sessions achieves the desired 

outcomes of values inculcation? 

What advice would you give other sport leaders 

who want to design sessions for values 

inculcation? 

Share one experience or story that highlights the 

effect of using sport club sessions to inculcate 

values. 

 

What is one thing you would change to improve 

subsequent club sessions for values inculcation? 

Why? 

Members 

How have club sessions been different, compared 

with previously? 

Did the sport leader emphasise any other lessons, 

other than learning a new skill/sport? 

Did you notice that the sport leader discussed 

values with the club? 

Was that experience positive or negative? Why? What did you learn from that experience? 

Share one specific experience or story in which 

you personally experienced or observed positive 

values-based behaviours. 
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Appendix E: Adapted Pro- and Anti-social Behaviours in Sport Scale 

S/N Adapted 20-item PABSS 

1 I said good things to my teammate.  

2 I helped an injured player from the other team.  

3 I used bad words at a teammate.  

4 I tried to hurt a player from the other team.  

5 I lost my temper after my opponent played unfairly. 

6 I praised my teammate for playing well.  

7 I asked the game to be stopped when a player from the other team was injured.  

8 I quarrelled with a teammate. 

9 I tried to annoy my opponent by force or swearing at them.  

10 I broke the rules of the game deliberately.  

11 I gave good feedback/suggestions to my teammate.  

12 I helped an opponent stand up after a fall.  

13 I talked badly about a teammate.  

14 I caused my opponent to break the rules deliberately. 

15 I frightened my opponent by threatening to punch/kick him/her.  

16 I think carefully before giving feedback to my teammate.  

17 I was rude to my teammate.  

18 I was angry when my teammate played badly. 

19 I deliberately sought to make an opponent lose his/her concentration. 

20 I talked badly about my opponent. 
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Appendix F: CLDS Measurement Items after Statistical Validation 

CLDS Measurement Items 

I accepted differences (in ability) among my team members. (revised Athlete Self-Assessment) 

I talked badly about a teammate. (revised PABSS) 

I talked badly about an opponent. (revised PABSS) 

I was angry when my teammate played badly. (revised PABSS) 

I lost my temper after my opponent played unfairly. (revised PABSS) 

I placed team goals ahead of my individual goals. (revised Athlete Self-Assessment) 

I always did what I said I would do (my actions matched my words). (revised Athlete Self-Assessment) 

I accepted my role in the team and fulfilled it to the best of my ability. (revised Athlete Self-

Assessment) 

I want to improve myself so that I can contribute more to my team. (revised Athlete Self-Assessment) 

I contribute actively towards team goals. (MOE 21CC) 

I displayed mental and physical toughness in practices and games. (revised Athlete Self-Assessment) 

I accept failures and learn from the experience. (MOE 21CC) 

I challenge myself to be better the next time around. 

I encourage and motivate my teammates even if we lose. (MOE 21CC) 

I challenge my teammates to be better the next time around. 

I own up to my mistakes. (MOE 21CC) 

I follow the rules of the game even when others do not. (MOE 21 CC) 

I frightened an opponent by threatening to hurt him/her. (revised PABSS) 

I caused an opponent to break the rules deliberately. (revised PABSS) 

I deliberately sought to make an opponent lose his/her concentration. (revised PABSS) 

Source: PABSS (Kavussanu & Boardley, 2009), Athlete Self-Assessment instrument (Pim & Doty, 2010) and 

MOE 21CC (http://www.moe.gov.sg/media/press/2010/03/moe-to-enhance-learning-of-21s.php). 
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Appendix G: Results of Individual Schools 

 

Figure G1. School 1: Paired Samples Statistics 

 Mean N 

Std 

Deviation 

Pair 1 T1_TApply_OverallMean 3.6834 115 .78959 

T2_TApply_OverallMean 4.0245 115 .71040 

Pair 2 T1_SBehaviour_OverallM

ean 

3.8380 115 .61407 

T2_SBehaviour_OverallM

ean 

3.9234 115 .55129 

 

 

Figure G2. School 1: Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

115 .465 .000 

Pair 2 T1_SBehaviour_OverallMean 

and 

T2_SBehaviour_OverallMean 

115 .754 .000 

 

Figure G3. School 1: Paired Samples Test 

 

Paired Differences 

95% Confidence Interval of the 

Difference 

Lower Upper 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

˗.48491 ˗.19732 

Pair 2 T1_SBehaviour_OverallMean and 

T2_SBehaviour_OverallMean 

˗.16170 ˗.00914 

 

Figure G4. School 1: T-Test Group Statistics 

 
Group N Mean 

Std 

Deviation 

T2_TApply_OverallMean Treatment 115 4.0245 .71040 

Control 179 3.5757 .71400 

T2_SBehaviour_OverallMean Treatment 115 3.9234 .55129 
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Control 179 3.7515 .62996 

 

 

Figure G5. School 1: Independent Samples Test 

 

Levene’s Test for Equality of 

Variances 

F Sig. 

T2_TApply_OverallMean Equal variances assumed .305 .581 

Equal variances not 

assumed 
  

T2_SBehaviour_Overall

Mean 

Equal variances assumed 5.213 .023 

Equal variances not 

assumed 
  

 

 

Figure G6. School 2: Paired Samples Statistics 

 Mean N 

Std 

Deviation 

Pair 1 T1_TApply_OverallMean 3.4021 153 .79646 

T2_TApply_OverallMean 3.7782 153 .65917 

Pair 2 T1_SBehaviour_OverallM

ean 

3.9214 153 .46252 

T2_SBehaviour_OverallM

ean 

3.9800 153 .48486 
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Figure G7. School 2: Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

153 .478 .000 

Pair 2 T1_SBehaviour_OverallMean and 

T2_SBehaviour_OverallMean 

153 .750 .000 

 

Figure G8. School 2: Paired Samples Test 

 

Paired Differences 

95% Confidence Interval of the 

Difference 

Lower Upper 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

˗.49645 ˗.25581 

Pair 2 T1_SBehaviour_OverallMean and 

T2_SBehaviour_OverallMean 

˗.11224 ˗.00504 

 

 

Figure G9. School 2: Group Statistics 

 
Group N Mean 

Std 

Deviation 

T2_TApply_OverallMean Treatment 153 3.7782 .65917 

Control 110 3.5364 .74223 

T2_SBehaviour_OverallMean Treatment 153 3.9800 .48486 

Control 110 3.8413 .52610 

 

Figure G10. School 2: Independent Samples Test 

 

Levene’s Test for 

Equality of Variances 

F Sig. 

T2_TApply_OverallMean Equal variances assumed 3.282 .071 

Equal variances not 

assumed 
  

T2_SBehaviour_OverallMean Equal variances assumed .861 .354 

Equal variances not 

assumed 
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Figure G11. School 3: Paired Samples Statistics 

 Mean N 

Std 

Deviation 

Pair 1 T1_TApply_OverallMean 3.8896 73 .59223 

T2_TApply_OverallMean 4.3882 73 .44054 

Pair 2 T1_SBehaviour_OverallMean 4.0456 73 .40871 

T2_SBehaviour_OverallMean 4.1194 73 .45277 

 

Figure G12. School 3: Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

73 .335 .004 

Pair 2 T1_SBehaviour_OverallMean and 

T2_SBehaviour_OverallMean 

73 .744 .000 

 

Figure G13. School 3: Paired Samples Test 

 

Paired Differences 

95% Confidence Interval of the 

Difference 

Lower Upper 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

˗.64049 ˗.35664 

Pair 2 T1_SBehaviour_OverallMean and 

T2_SBehaviour_OverallMean 

˗.14632 ˗.00128 
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Figure G14. School 3: Group Statistics 

 
Group N Mean 

Std 

Deviation 

T2_TApply_OverallMean Treatment 73 4.3882 .44054 

Control 76 3.6679 .72231 

T2_SBehaviour_OverallMean Treatment 73 4.1194 .45277 

Control 76 3.8895 .44389 

 

Figure G15. School 3: Independent Samples Test 

 

Levene’s Test for Equality 

of Variances 

F Sig. 

T2_TApply_OverallMean Equal variances 

assumed 

15.163 .000 

Equal variances not 

assumed 
  

T2_SBehaviour_OverallMean Equal variances 

assumed 

.219 .641 

Equal variances not 

assumed 
  

 

 

Figure G16. School 4: Paired Samples Statistics 

 Mean N 

Std 

Deviation 

Pair 1 T1_TApply_OverallMean 3.4380 38 .92148 

T2_TApply_OverallMean 3.5787 38 .95288 

Pair 2 T1_SBehaviour_OverallMean 3.5937 38 .60493 

T2_SBehaviour_OverallMean 3.7855 38 .65109 

 

Figure G17. School 4: Paired Samples Correlations 

 N Correlation Sig. 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

38 .529 .001 

Pair 2 T1_SBehaviour_OverallMean and 

T2_SBehaviour_OverallMean 

38 .688 .000 
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Figure G18. School 4: Paired Differences 

 

Paired Differences 

95% Confidence Interval of the 

Difference 

Lower Upper 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

˗.43978 .15833 

Pair 2 T1_SBehaviour_OverallMean and 

T2_SBehaviour_OverallMean 

˗.35544 ˗.02826 

 

Figure G19. School 4: Paired Samples Test 

 t df 

Sig. (2-

tailed) 

Pair 1 T1_TApply_OverallMean and 

T2_TApply_OverallMean 

˗.953 37 .347 

Pair 2 T1_SBehaviour_OverallMean and 

T2_SBehaviour_OverallMean 

˗2.376 37 .023 

 

Figure G20. School 4: Paired Samples Test Std Deviation 

 
Group N Mean 

Std 

Deviation 

T2_TApply_OverallMean Treatment 38 3.5787 .95288 

Control 13 3.4795 .78263 

T2_SBehaviour_OverallMean Treatment 38 3.7855 .65109 

Control 13 3.9752 .44724 
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Figure G21. School 4: Independent Samples Test  

 

T-test for Equality of 

Means 

t Df 

T2_TApply_OverallMean Equal variances assumed .338 49 

Equal variances not assumed .372 25.159 

T2_SBehaviour_OverallMean Equal variances assumed ˗.972 49 

Equal variances not assumed ˗1.164 30.507 
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Appendix H: Permission Letter from Ministry of Education 
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Appendix I: Permission Letter from Sport Singapore
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Appendix J: Permission Letter from Singapore Management University 

3 Jan 2013 

 

Researcher: Kenneth Tan 

Doctorate in Business Administration and Government 

University of Canberra ACT 2601  

Ph: 97631244  

Email: u3080348@canberra.edu.au  

 

 

Permission Letter to conduct research on “The impact of the Singapore Sports 

Council’s Character and Leadership development through Sports program on 

university sport leaders” 
 

Dear Mr Kenneth Tan, 

 

This letter serves as permission for Mr Kenneth Tan, as an independent researcher to conduct 

the above research at the Singapore Management University (SMU), Office of Student Life 

(OSL). 

 

2 It is understood that the researcher will be conducting surveys and interviews 

pertaining to the above topic with a sample of the university’s students sport leaders and 

members. All students involved will be briefed of the aims of the research and will 

independently provide consent to the researcher. 

 

3 All areas of confidentiality and individuals rights will be strictly adhered to during the 

study and SSC and SMU will be provided with all data, research and the final doctorate thesis 

pertaining to their students. 

 

4 Project Aim 
The aim of the research is to investigate the impact of a character and leadership development 

through sports program administered by the Singapore Sports Council on inculcating values-

through-sport skills awareness amongst university student sport leaders in Singapore.  

 

5 Benefits of the Project  
The information gained from the research will be used to inform institutions in Singapore and 

the wider community regarding the value of character and leadership development through 

sports programs for sports leaders.  

 

6 General Timeline of the Project  
The Singapore Management University is committed to investigating whether the Character 

and Leadership Development through Sports program is achieving its aims of developing 

sports leaders within SMU. An independent researcher from the University of Canberra, 

Kenneth Tan, will undertake this research for approximately 6 to 8 months starting from Feb 

2013. 
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Yours Sincerely, 

 

Senior Associate Director,  

Sports and Adventure, Office of Student Life 

Singapore Management University 

 

Enc:  1. Participant Information and Consent Forms (pdf) 

2. University of Canberra Application of Ethics Form (pdf) 




