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This research describes and interprets Author 1’s experiences of
introducing Asian games in teaching a new physical education teacher
education (PETE) unit at an Australian university. It is situated in the
context of the Australian Health and Physical Education Curriculum
(AC: HPE; Australian Curriculum, Assessment and Reporting
Authority [ACARA], 2016) used in or informing most Australian
states and territories and used in schools local to Author 1’s university.
In addition to providing HPE-specific teaching and learning guidance,
the AC: HPE also offers direction common to all Australian curricula:
English, mathematics, science, humanities and social sciences, the arts,
technologies, and languages. For example, all teachers using Australia
curricula are expected to address where appropriate seven general
capabilities, including Intercultural Understanding (ACARA, 2019c).

The Intercultural Understanding general capability is relevant
to this study because teachers are expected to teach physical
activities, including games, from Australian and other cultures
with the aim of promoting intercultural understanding (ACARA,
2019c). The expectation to teach games from Asia is also offered
through Asia and Australia’s engagement with Asia (ACARA,
2019b) as one of three cross-curriculum priorities in the AC: HPE.
The aim of this priority is to develop student “ : : : knowledge and
understanding of Asian societies, cultures, beliefs and environ-
ments, and the connections between the peoples of Asia, Australia
and the rest of the world” (ACARA, 2019a). Significantly, teachers
teach these priorities through the identified learning areas (such as
HPE) as they “ : : : are not separate subjects in themselves and are
only addressed in and through learning areas where appropriate”
(ACARA, 2014, p. 9). A concern then, is teachers can opt out of
addressing any of the cross-curriculum priorities if they are not

aware of appropriate connections, lack knowledge, confidence, or
simply choose not to teach such content.

In addition to the previous non-HPE specific directions from
Australian Curriculum, Assessment and Reporting Authority to
include Asian perspectives in teaching, particular to the AC: HPE
are five key ideas or propositions, one of which is Include a critical
inquiry approach. This key idea “ : : : engages students in critical
inquiry processes that assist students in researching, analysing,
applying and appraising knowledge in health andmovement fields”
(ACARA, 2016, p. 6). As such, critical inquiry in the scope of the
AC: HPE directs teachers to create environments where students
question taken-for-granted knowledge in their learning. In this
paper, knowledge about the game Chinese Wall in the PETE
textbook Exploring HPE Health and Physical Education Years
7–8 (Bultitude, Oakey, & Wilson, 2015) is problematized. Specifi-
cally, the assumption that it is an Asian game.

We believe Asian games should be taught in Australian PE
because Asian Australians are significant in Australian culture, its
history and economy, and because of Australia’s geographical
positioning in the Asian region. According to the Australian
Bureau of Statistics (2017), most Australians born overseas now
come from Asian countries rather than Europe, with the latter being
historically where most migrants originated. With Australia’s
significant and growing Asian population, it would seem Asian
perspectives have a rightful place in HPE. Concerning Asian
traditional games, if teachers are not already incorporating these,
they should for reasons of recognition and social justice.

Within the described study context, the research purpose was
to explore howAuthor 1 attempted to disrupt normative knowledge
being reproduced in teaching the unit examined here. We examine
and explain Author 1’s shifting perspectives of using critical
pedagogy through teaching Asian games in the examined PETE
unit. Here, our understanding of critical pedagogy is consistent
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with Cameron (2014), that it “ : : : derives from the idea of
education for social justice, endeavours to transform inequitable,
undemocratic, and oppressive institutions and social relations”
(p. 100). Two research questions emanated from the study purpose:
(a) whose knowledge and what kind of knowledge counts in
Australian PE? and (b) how can dominant knowledge in PE be
challenged to expose its colonizing tendency?

Self-Study

We used a self-study approach as a methodology for understand-
ing professional practice settings (Pinnegar, 1998). Self-study was
adopted because it has been identified as a worthwhile endeavor
for teacher educators seeking to learn and apply posttraditional
PETE, including critical pedagogy (Cameron, 2014). In using
self-study, an educational researcher’s undertakings, knowledge,
and ideas are shared with others (Loughran & Northfield, 1998).
Through disseminating understanding and insights in this way,
self-study can help PETE educators, teachers, and preservice
teachers alike cope with the challenges of contemporary PE,
which call for the subject to be taught in broad more socially
just ways.

Furthermore, self-study was used to examine Author 1’s
teaching to increase understanding of his practice with the aim
of enhancing the learning of his students in the examined unit
(Loughran, 2004b). Author 1 explained why he originally taught
traditional Asian games, the dilemmas he experienced, and how his
reasons for teaching these activities and the game Chinese Wall in
particular changed over time (Figure 1). Author 1 was excited
about teaching this unit for the first time in 2016, because similar to
other PE/HPE teacher educators, he had an interest in social justice
in PE/HPE and genuinely offering his students a nontokenistic
experience to assist them as future educators (Cameron, 2014).

The PETE Unit Central to the Study

The unit that is the study focus is common to two undergraduate
HPE degree programs, one primary and the other secondary, at
Author 1’s university. The rendition of the unit examined here, a
second year undergraduate sociocultural foundations course, was
taught to 58 specialist preservice teachers in 2017. De-anonymized
unit information is provided, with permission, in Table 1 below.
The student cohort comprised 31 males and 27 females split evenly
across three repeated practical workshops each lasting 90 min. The
unit aimed to introduce students to a sociocultural approach (Cliff,
2012) and how multidisciplinary knowledge can be used to teach
PE. Cliff’s (2012) notion of a sociocultural approach was adopted
in the unit, with the “social” part being about human relations,
power, political and economic factors, and relationships between
established and outsider groups (Elias & Scotson, 2008). The
“cultural” aspect was concerned with examining alternative
ways of thinking as well as values, belief, and ideas within and
across separate cultures. Importantly, in the context of both the unit
and this paper “the critical underpinnings of a sociocultural per-
spective also recognise calls for HPE to problematise the construc-
tion of knowledge, through an approach to knowledge that
understands it as socially constructed” (Cliff, 2012, p. 296).

The first unit iteration coincided with the introduction of the
AC: HPE (ACARA, 2016) and in common with the latter, was
underpinned by Arnold’s (1988) three dimensional ideas of “in”
“through” and “about” movement. These ideas considered PE
holistically and encouraged the use of multidisciplinary knowl-
edge. Concerning understanding in PE, Arnold (1991, p. 172)
noted “ : : : knowledge ‘about’movement, is an important aspect of
the physical educator’s work, for without it what is said and written
about would cease to be rational or informed.” Arnold contended
that it is impossible for teachers to effectively teach “in”movement
without having underpinning theoretical knowledge. A main pur-
pose of the unit is to provide students with such underpinning
knowledge.

Author 1 chose to teach Asian traditional games in the three
workshops to address Outcome 4 of the unit as an example of
“‘learning through movement’ in an inclusive and socially just
manner” (Table 1) while at the same time meeting the previous AC:
HPE directives. From the six games Author 1 found in Bultitude et
al. (2015), he taught three in the workshops due to time constraints:
Japanese Tag (Japan), Pick up Sticks (Laos), and Chinese Wall
(China). The latter game was the focus of this paper because it was
a catalyst in us embarking on this self-study through a concern
about its authenticity as a traditional Chinese game. This curiosity
and quest for “truth” resulted in a shift in our perspectives about
traditional Asian games and the use of critical pedagogy in teaching
traditional Asian games.

Table 1 De-Anonymized Unit Context Information

Sociocultural perspectives in HPE (de-identified unit title with actual learning outcomes provided below)

1. Examine the sociocultural approach and how it has evolved;

2. Examine the role the subdisciplines of history, philosophy, and sociology, play in shaping and determining contemporary practices in health and
physical education;

3. Understand the impact biophysical and behavioral science has had on HPE in schools, in particular through functional human anatomy,
biomechanics, principles of exercise physiology, neurology, psychology, human growth, and development; and

4. Understand how scientific knowledge can be successfully applied through the sociocultural approach to assist with skill acquisition and the
implementation of “learning through movement” in an inclusive and socially just manner.

Note. HPE =Health and Physical Education.

Figure 1 — Diagrammatic representation of Chinese Wall.
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Figurational Sociology

Figurational sociology was used as our theoretical framework to
inform the study and to help interpret our data. We drew upon
Elias’s concepts of figuration, individual habitus (Elias, 1994),
sociology of knowledge, and established-outsider theory (Elias &
Scotson, 2008). The term figuration was defined by Elias (1978,
p. 261) as “a structure of mutually oriented and dependent people.”
Within figurations, interdependent human relationships exist
involving systems and processes with these relationships being
“face-to-face” or distant and anonymous. Figurations vary in size
from small scale, such as a group of HPE teachers in a school, to
those existing on a global scale. However, all figurations are
characterized by social power differentials (Elias, 1998b) which,
like figurations , change over time.

All figurations are considered to be in constant flux, to be largely
independent of the individuals who create them and alter according to
the intended and unintended consequences of actions of their mem-
bers and others (Elias, 1978). The term individual habitus was used by
Elias to describe someone’s personality structure or predisposition to
behave in a certain way. A person’s habitus is largely formed in
childhood, and although alters throughout life to a greater or lesser
extent, it is resistant to change (Elias, 1994). Habitus was important
for explaining Author 1’s shifting perspectives in using critical
pedagogy in teaching this unit and for understanding how some of
his non-Asian students may view teaching Asian games.

According to Van Krieken (1998), Elias’s ideas about the
sociology of knowledge can be summarized into three main areas.
First, prominence can be given to its historical development.
Second, it is the social and common enterprise of informal and
formal social groups. The latter include organizations positioned at
any given time in any given social developmental process. This
perspective, acknowledging the collective action of groups of
people and processes, contrasts with any notion of knowledge
emanating from the “superior” ideas of a single person. Third, Elias
discarded both the notion of “truth” being entirely separate from
“falsehood” and relativism as a theory of knowledge. Instead, Elias
considered knowledge as being to varying degrees “reality con-
gruent” (Elias, 2006).

Elias and Scotson (2008) used the term established-outsider
relationships to conceptualize group domination and group
oppression as a particular kind of figuration, where unequal
power balances play a critical role. Elias and Scotson’s work
focused on the Winston Parva community near Leicester, Eng-
land. Winston Parva comprised residents who had lived there for
some time in addition to newcomers to the area. The established
group were those who had been in the community for an
extended period of time and the newcomers the outsiders. Elias
and Scotson were concerned with relationships between those
two groups, and how the established group developed ways to
distinguish themselves from the outsiders. They argued their
theory is transferable and valid for a “ : : : whole range of
changing power balances: between classes, ethnic groups, colo-
nized and colonisers, men and women, parents and children,
gays and straights” (p. xiv). Importantly over time and through
human endeavor, balances of power tend to shift in favor of
outsider groups (Elias, 1978).

The British Syllabus as a Global Figuration

As an example of a global figuration, the 1933 British Syllabus
was used in schools throughout the British Empire, including

Australian schools (Amusa & Toriola, 2010). It is stated in the
Syllabus “this book sets out the fundamental principles underlying
all physical education and deals with teaching methods suitable
for all children in general” (Board of Education, 1933, p. 11).
The words “all physical education” and “suitable for all children
in general” infer superiority of knowledge and universal applica-
tion. Furthermore, it is suggested “ : : : children and young people
should receive physical training by well-considered methods
devised in a broad and catholic spirit to promote and encourage
the health and development of the mind and body” (Board of
Education, 1933, p. 9). The words “well-considered methods”
provided some sense of the Syllabus’s “elevated status.” Also,
of note, is “catholic spirit,” which indicated a connection to
muscular Christianity, an idea from Victorian Britain linking sport
to religion (Watson, Weir, & Friend, 2005).

The 1933 British Syllabus was used in Australian Capital
Territory (ACT) schools and its influence continued until at least
the 1950s through it informing subsequent PE curricula (Williams,
2016). The ACT is significant in this paper as it is where Author 1’s
university is located. In the ACT, Williams (2016) described the
changing nature of PE as a local figuration between 1923 and 2010,
spanning most of its history from the inauguration of Canberra in
1913. In commonwithmostWestern countries, “PE-as-gymnastics,”
popular up until the end of the Second World War was superseded
with “PE-as-sport-techniques” (Kirk, 2010). The latter being a
decontextualized skills-based approach to games and sports, which
became the dominant discourse in ACT schools for most of the
last half of the 20th century persisting into contemporary times
(Williams, 2016). However, as mentioned previously, the wider
requirements of the AC: HPE called for teachers to consider issues
of social justice and contributions from non-Western culture in the
PE teaching space (ACARA, 2016). Furthermore, such considera-
tions were taught in the undergraduate unit reported here.

An Overview of the Development of PE in China

During the late 19th and early 20th centuries, promulgated by
military force colonial expansion and Chinese students returning
from trips to the West, British movement forms diffused to China
(Liang, Walls, & Lu, 2005). These found their way into Chinese
PE, with military drill and gymnastics among the first to be
included, soon followed by athletics, swimming, and ball games
(Knuttgen, Qiwei, & Zhongyuan, 1990). Knuttgen et al. (1990)
commented some traditional Chinese games were retained in early
20th century PE, including Wushu (Chinese martial arts), but
interestingly, Chinese Wall is not mentioned.

In addition to schools acting as “zones of prestige” (Maguire,
2012), religious organizations performed a similar function. Zhang,
Hong, and Huang (2018) described how Christian physical training
and subsequently PE were introduced to China from the late 19th
century by missionaries and the Young Men’s Christian Associa-
tion. In figurational terms, the work of these organizations in
teaching and promoting Western renditions of PE, were examples
of the collective efforts of formal established groups in developing
knowledge (Elias & Scotson, 2008; Van Krieken, 1998). Despite
these interventions, Zhang et al. (2018) observed that the Chinese
nationalist movement actively resistedWestern influence and noted
concerning PE, it was more of “ : : : an active negotiation, rather
than a passive consumption, of Western culture” (p. 43). This
knowledge repulsion is an example of relative power (Elias, 1998b)
existing within the PE figuration that described knowledge trans-
mission from the West to China.
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Method

Given the central importance of Chinese Wall to this study, a
description of how it is played is provided, although an account of
how the other two games taught at the workshops is beyond the
scope of this paper. Nonetheless, descriptions of those other two
games are provided in similarly didactic ways in the Bultitude et al.
(2015) text.

A Brief Description of Chinese Wall

How Chinese Wall is described here, was how it was taught in the
workshops and is consistent with accounts in Bultitude et al. (2015)
and in one of the first PE curriculum documents used in Australia, the
British Syllabus of Physical Training for Schools (Syllabus) (Board of
Education, 1933). The game was played in a rectangular court with
two end lines, and the “wall”was created as a corridor approximately
10 feet wide across the middle of the court. This “wall” was marked
out using plastic markers. Students ran from one end line to the other,
aiming to avoid getting tagged by one tagger, then additional taggers
who joined the “wall” after being tagged. The game was similar to
other tag games, with the main difference being the tagger(s) were
required to remain within the corridor that is the “wall.”

Data Collection and Analysis

Self. Our research design is compatible with characteristics of
self-study outlined by LaBoskey (2004). First, it was self-initiated
and focused, originating from Author 1’s early attempts to intro-
duce Asian games. Author 1’s habitus already aligned to valuing
social justice in PE, through an existing research and teaching focus
on including Indigenous perspective in PE. Therefore, Author 1
already understood the positioning of privileged Western knowl-
edge in Australian PE and the marginalization of alternative
knowledge from non-Western cultures. As a non-Indigenous Aus-
tralian, the challenge of teaching games from a different culture
was therefore not new. Consequently, he was able to approach the
prospect of learning how to teach Asian games with some degree of
confidence. In addition, Author 1 wanted to challenge possible
student preconceptions, or habitus, that Western sport equates to
PE (Williams, 2018).

Second, it was improvement oriented, as Author 1 wanted to
enhance the quality of teaching from the inaugural delivery of the
unit in 2016. Specifically, he was seeking to develop his teaching
toward increased alignment with the unit learning outcomes. This
focus on improvement involved Author 1 engaging in a similar
process to that described in Include a critical inquiry approach
(ACARA, 2016). Essentially, he “walked the talk” and did critical
reflection of his own teaching to add value and authenticity to
future renditions of the taught unit to move beyond simply
convincing his students they should do critical pedagogy.

Third, Author 1 was interactive in his approach by involving
Author 2, an internationally renowned teacher educator and peda-
gogue, as a reframing sounding board, in regular conversations
throughout his journey and as a co-author. Specifically, Author 2
provided the role of “curriculum pedagogue.” The term pedagogue
is used here to describe the role of the researcher. This role was
constructed along the lines explained by Pill (2015) where the
curriculum pedagogue acts as a consultative facilitator, assisting
Author 1’s pedagogical development through discussion of the
application of theory to practice, providing relevant readings, and
questioning Author 1’s assumptions and conclusions about his
practice.

Fourth, we adopted multiple qualitative methods that
involved Author 1’s writing diary entries predelivery and imme-
diately after each workshop as well as writing in a reflective
journal. Both data sources, which were subsequently shared with
Author 2, enabled Author 1 to provide the most accurate accounts
according to his own truth. Seven phone conversations took place
between Author 1 and Author 2, at mutually convenient times to
discuss Author 1’s experiences of delivering the workshops.
These occurred approximately monthly over the duration of the
unit delivery and at later points following unit completion.
Conversation Number 4 included identifying critical incidents
from Author 1’s diary, reflective journal extracts, and memories.
Here we understand critical incidents as occurrences “considered
to raise, broad, sustained issues” (Kosnik, 2001, p. 69). Both
sources were used to document a process of systematic reflection
of Author 1’s work practices, undertaken with the aim of critical
and methodical gathering of information about Asian games
teaching in PE. See Table 2 for more information about our
data collection process for Self.

In analyzing the critical incidents, we modified Sparkes’
(2004) framework of personal and academic voice in a similar
way to how it has been used in other studies (see McMahon &
Dinan Thompson, 2011; Williams & Davies, 2021). Each of these
studies used “self-voice” to present narrative or personal accounts
from one author and “academic voice” to explain these descrip-
tions. McMahon and Dinan Thompson (2011) used self-voice to
explore McMahon’s career as a competitive swimmer and tensions
she encountered in conforming to enforced regulatory practices
about her body. McMahon’s accounts were then interpreted with
sociology (Foucault, 1980) and relevant literature as the authors’
academic voice. Similarly, Williams and Davies (2021) adopted
self-voice to present Williams’s lived experiences as a mature
student completing a postgraduate course of study, which were
then unpacked using appropriate literature and figurational sociol-
ogy. In this study, we used critical incidents as Author 1’s self-
voice and drew upon the extant literature and figurational sociology
as our academic voice.

Documents. We also used historical and contemporary docu-
ments as data sources (see Table 3) since simply providing
narrative accounts is inadequate and triangulation of different
data sources enables more compelling findings (LaBoskey,
2004). Documents as data sources are consistent with figurational
sociology (Dolan, 2009). We chose four main historical PE/HPE
curricula used in the ACT for the past 100 years (Williams, 2016)
along with three contemporary PETE textbooks. The inclusion
criteria for the latter were books printed post 2014, the year the AC:
HPE was made available to schools for familiarization and imple-
mentation. We also used an ACT government PE and sport
implementation policy that stipulates the physical activities tea-
chers are authorized to teach. The historical documents were
selected to provide an indication of whether Asian games had
been previously included ACT PE/HPE curricula. Textbooks were
explored to gain a sense of if and how Asian games were included
and valued in Australian PETE. The ACT implementation policy
document was selected to ascertain if Asian games were approved
for teachers to use in the ACT. Finally, the student satisfaction data
were considered for insights into how the students valued content
relevant to this study.

We used content analysis (Merriam, 2009), a method of
qualitative data analysis also known as lexical coding (Wiersma
& Jurs, 2009) to interpret the historical and contemporary docu-
ments. This approach quantified the “ : : : frequency and variety of
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messages, the number of times a certain phrase or speech pattern is
used” (Merriam, 2009, p. 205). Author 2 analyzed the contempo-
rary textbooks and Author 1 the remaining documents including all
the student satisfaction data. The words detailed in the middle
column of Table 3 were searched for and where these were found
we considered the context in which they were used. In keeping with

a figurational perspective, we sought to use these words as “rela-
tional cues” similar to Goodwin and Hughes (2011) who noted

: : : we are also concerned with the substance and content of
the correspondence. Accordingly, both “form(s)” and “con-
tent(s)” are here treated effectively as “relational clues”: that is,

Table 2 Data Collection Process for Self

Data source

Diary Reflective journal
Conversation timeline
(Authors 1 and 2)

Sample questions asked during
conversations—author asking in brackets

Four diary entries were made
by Author 1 (approximately
800 words):
January 27 (in planning the
workshops)
February 13 (after two
workshops delivered on this
date)
March 3 (after the final
workshop). Extracts from
three entries were
used as critical incidents.

A reflective journal was kept
by Author 1 (amounting to
just over 2,000 words):
Reflections were recorded
sporadically/as they
occurred from January 2017
until July 2018.

January 2017 about the concept
and of how teaching the unit
came to be.
February 2017: Author 1’s
concerns and vulnerability about
teaching the unit.
March 2017: Post unit delivery
and shape the paper might take.
May 2017 selection of critical
incidents diary and first set of
memories.
December 2017 sharing of
extended memories.
July 2018 sharing of complete
diary and memories.
November 2020 decision to
include document analysis to
strengthen paper.

Should an account of my traditional approaches
prior to teaching the unit be included? (question
from Author 1)
As an experienced teacher educator, do you still
experience vulnerability? (question from
Author 1)
What literature might enhance the academic
voice? (question from Author 1)
What stood out in the workshops as “ah ha”
moments, that would be important for sharing with
the profession? (question from Author 2)
Is it possible Chinese Wall could actually be a
British game? (question from Author 1)
Is there any educative purpose in still teaching
Chinese Wall? (question from Author 1)
Would a historical document analysis add value?
(question from Author 2)

Table 3 Overview of the Content Analysis Approach Deployed

Document Words searched Search method

Historical PE curriculum documents

British Syllabus (Board of Education, 1933). Asian games, cultural games, traditional games,
and Chinese Wall

Manual

Modified Curriculum for Secondary Schools (Department
of Education New South Wales, 1952).

As above As above

Health and Physical Education Curriculum Framework
(Australian Capital Territory Department of Education
and Training, 1994).

As above As above

Every Chance to Learn: Curriculum Framework for
ACT Schools Preschool to Year 10 (Australian Capital
Territory Department of Education, 2007)

As above Electronic as document was
available in PDF format.

Contemporary PETE textbooks

Dudley, Telford, Stonehouse, Peralta, and Winslade (2021)
McMaster (2019)
Miller, Wilson-Gahan, and Garrett (2018)

Asia and Australia’s engagement with Asia,
intercultural understanding, Asian games, cultural
games, traditional games, and Chinese Wall

Manual

PE and sport implementation policy currently used in ACT
government schools

Physical Education and Sport Activity-Specific Mandatory
Guidelines (Australian Capital Territory Government
Education, 2017)

Asian games, cultural games, traditional games,
and Chinese Wall

Electronic as document was
available in PDF format.

Student unit satisfaction data

From: 2017, 2018, 2019, and 2020 Asian games, cultural games, traditional games,
Chinese Wall, sociocultural, and critical pedagogy
and socio

Electronic as document was
available in PDF format.

Note. PE = physical education; PETE = physical education teacher education; ACT =Australian Capital Territory.
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as data which have the potential to yield insights concerning
the broader social and sociological landscape. (p. 681)

Results and Discussion

Critical Incident (Diary Entry 1): Planning the
Chinese Wall Workshops

Self-voice. Our first critical incident illustrated Author 1’s pre-
workshop sense of vulnerability in teaching unfamiliar content and
comparisons were made with others who encountered similar
experiences.

I (Author 1) had approached the prospect of teaching my
students Asian games with a sense of excitement, as they
potentially represented an opportunity to address the sociocul-
tural orientations in the unit and move beyond Western content
that dominates Australian PE (Williams, 2016). Like Cameron
(2014) I was also looking forward to engaging in critical
pedagogy to disrupt normative knowledge in PE. However,
my initial enthusiasm was dampened when I struggled to find
information about Asian Games. I realized this lack of reference
material might be perceived as an insurmountable obstacle by
some of my pre-service teachers in adopting these games in
their own teaching. The only published source I found for
teaching Asian games in PE was Bultitude et al. (2015).

Academic voice. In planning the 2017 workshops, I very quickly
felt out of my comfort zone because I was preparing unfamiliar
content from a single resource. While I could have searched for
Asian games on the Internet, I was keen to use more rigorous
sources of information. My emotions were an example of the
confidence and uncertainty tension that Berry (2004) described.
Essentially, I was starting to feel a level of discomfort in realizing I
was setting myself up to expose to my students a lack of confidence
by having no prior knowledge about these games. As such, I felt I
was going to display my vulnerability as their teacher educator
while trying to preserve their confidence in me as knowledgeable
and informed in my role (Berry, 2004). Nonetheless, I was
comfortable enough with this tension by recognizing that such
acceptance is necessary for it to be genuinely examined through
self-study (Loughran, 2004a).

Critical Incident (Diary Entry 2): Predelivery of the
First Chinese Wall Workshop

Self-voice. Like our first critical incident, this account is about
Author 1’s vulnerability, here in actually teaching the games.

My uneasiness described above persisted to the day of the first
workshop. As I walked out to the oval to teach my HPE pre-
service teachers the three selected games it was with a sense
of trepidation. I was teaching them games that were alien to
me as a non-Asian white Australian. Having grown up in
Scotland, migrating to Australia over a decade ago, I wondered
how accepting they would be of these games? Overall, I felt
unprepared, somewhat troubled and still lacking confidence
in delivering this content for the very first time. I was also
uncertain to what extent my students would value what I was
about to teach them.

Academic voice. In locating myself in our research, I came to
it as a White Australian PETE educator with an interest in

decolonizing the PE curriculum. Like me, none of my students
were of color and were typically White, middle-class, and athletic
(Cameron, 2014; McKay, Gore, & Kirk, 1990; Whatman,
Quennerstedt, & McLaughlin, 2017). Indeed, collectively, we
could be considered an established group (Elias & Scotson,
2008) of PE professionals. As noted by Whatman et al. (2017,
p. 116), students from majority, established groups, typically
considered a PE teacher to be “ : : : a fixed gendered, classed
and raced norm of a sporty, fit, healthy and ‘preferably white’” and
are prone to take-for-granted what PE is and what a PE teacher
should be. Such perspectives have tones of the “superiority” of all
that is West (Elias, 1978).

About my concerns over whether my students would value
what I was about to teach them, Tinning, Macdonald, Wright, and
Hickey (2001, p. 173) observed preservice teachers typically
consider the body as a machine and “ : : : come to understand
the scientific body as a ‘natural body’ and probably not even
contemplate the idea of the body as a ‘social body.’” Similarly,
Cliff (2012) commented medico-scientific and biophysical knowl-
edge of the body have historically underpinned HPE.

Critical Incident (Diary Entry 3): Teaching Chinese
Wall in the Workshops

Self-voice. This third critical incident is Author’s 1’s account of
teaching the ChineseWall workshop including his reflections about
how the students reacted to the workshops.

I modelled Game Sense (den Duyn, 1997) as an approach to
teach the students Chinese Wall, to align with and reinforce
games pedagogy taught in other units in both degree pro-
grams. As I observed the students readily participate in
playing the game, it struck me how similar it was to the
British Bulldogs I had played as a child and also the games
Bullrush and Red Rover I had learned while teaching at an
Australian high school. Indeed, the students commented
that Chinese Wall was like the latter two games. Similarly,
they likened Japanese Tag to Hospital Tag as a game they
already knew. As such the “Asian games experience” did not
seem very different to Western culture and I felt disap-
pointed that it was so alike. On reflection I think I had hoped
for activities that were significantly different from those we
already knew.

Academic voice. Tinning (2010) noted that when students enroll
into Australian PETE they bring values, beliefs, and expectations
about what PE is, largely informed by their personal experience or
individual habitus (Elias, 1994). Indeed, students often expect
program content to reinforce their deep-seated interest and love
of Western sport (Green, 2000; Tinning, 2010). Perhaps the way
that the students enthusiastically participated in the Asian games
can be explained by them being so like games they already knew
taught using pedagogy that was similarly familiar. It is also
possible that these students had an individual habitus where
practical knowledge is more highly valued than theoretical knowl-
edge (Green, 2000). While habitus shifts over a person’s lifetime,
when founded on scientific and technical knowledge, it is some-
what resistant to change (Elias, 1998a). By privileging practical
knowledge “in” PE (Arnold, 1988), there is an inference that this is
the knowledge that really counts. Such limited knowledge is
problematic as it can serve to promote “PE-as-sport-techniques”
(Kirk, 2010) through ignoring the broader social significance of
these games.
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Critical Incident: Questioning Chinese Wall’s
Authenticity

Self-voice. The fourth critical incident is postworkshop delivery
and is about Author 1 accidently discovering Chinese Wall in the
1933 British Syllabus. It documents his memories of his “ah ha”
moment where he came to question Chinese Wall’s authenticity.

Some time after teaching the workshops, I accidentally dis-
covered ChineseWall in the 1933 British Syllabus. I remember
this moment vividly, as it was the “last place” I would have
expected to find this game, given the Eurocentric nature of this
curriculum. On my discovery, I began to question its authen-
ticity as a Chinese traditional game. I started to think it was
more likely to be a British activity and contacted Titan
Education, publisher of Exploring HPE Health and Physical
Education Years 7–8 (Bultitude et al., 2015) to ask where the
writers sourced the game. I received a reply (S. Bultitude,
personal communication, June 6, 2017) (referenced with
permission) to say the person who wrote about this was no
longer working for them and had not replied to emails con-
cerning this matter.

Academic voice. There are three main reasons why I had doubts
about the authenticity of Chinese Wall as a traditional Chinese
game. First, as mentioned previously, the literature showed West-
ern PE diffused to China in the late 19th and early 20th centuries
with no mention of Chinese games disseminating to Western PE.
Second, content analysis of the Syllabus (Board of Education,
1933) as explained in the next section, found information was
exclusively British or European with no mention of the words
searched other than ChineseWall. Third, the description of Chinese
Wall, in both the 1933 British Syllabus and Bultitude et al. (2015),
bears the hallmarks of modern sports forms that emanated from
Britain (Dunning, 1999). These characteristics included polarities
of opposing teams, attack/defense, and rule fluidity/rigidity. Rule
fluidity, through choice in the number of players on the “wall” and
rigidity through specified playing area measurements detailed in
the 1933 British Syllabus. Furthermore, there were several other
games in the Syllabus that diagrammatically are akin to Chinese
Wall, with similar rules, space constraints, and competitive pur-
pose. For example, French and English, End Ball, and Three Court
Dodge Ball.

Critical Incident: Teaching Chinese Wall From 2018
Onward

Self-voice. The final critical incident is about how Author 1 now
teaches Asian games and how his previous experiences of teaching
Chinese Wall in particular, have shaped his current practice. It
presents his memories of this process as well as a reflective journal
extract.

After discovering Chinese Wall was more likely to be
British rather than being a traditional Asian game, I reflected
that what I had taught in 2017 was essentially poor-quality
PE and a negative experience. Nonetheless, I decided to turn
this “bad episode” into a teachable moment in delivering the
unit from 2018. I did this through recounting to my students
my initial experience of teaching Chinese Wall as an exam-
ple of using critical inquiry (ACARA, 2016) and how as
teachers we should not accept content information at face
value. I also now use this experience as an opportunity to

show humility with my students and to share with them that
it is “okay” for us to make mistakes as teachers. At the same
time, I explain and emphasize that teaching is a journey and
that knowledge is fluid instead of being fixed and how
according to a sociocultural approach we socially construct
knowledge.

I now discuss with my students my concerns about the status of
Chinese Wall as a “traditional Asian game,” explaining why I
think it is more likely to be a British game. In my reflective
journal notes from 2018, I wrote “the students seemed to
reason with the idea Chinese Wall could be a British game and
not a Chinese game, with a level of intrigue and wry smiles.”
The nonverbal responses from the students suggested they
connected with the irony of the game’s possible, if not likely
British connection. Nonetheless, I was left wondering how
many of the students would use actual Asian games in their
careers.

Academic voice. Since 2018, my approach has changed to a “ : : :
focus on teaching students to be critical toward understanding the
different ways we, students and I, do criticalness” (Cameron, 2014,
p. 105). While I still facilitate playing the same Asian games, I have
extended my teaching to explain how I use critical enquiry through
providing the narrative of my experience with Chinese Wall, both
verbally and in using versions of this manuscript as required unit
reading. In adopting this approach, I explain that because some-
thing is written in a book, it should never be accepted uncritically as
being reality congruent (Elias, 2006).

Furthermore, I link the previously mentioned parts of the AC:
HPE that encourage teachers to teach Asian games. I now invite my
students through directed reading to research social power differ-
entials within the profession that cause Australian PE to be
characteristically Eurocentric. I do this to encourage my students
and the future children they teach to identify and answer their own
questions (LaBoskey, 2004). I also explain how figurations modify
over time and that only by collective human action is such change
possible (Elias, 1978). Concerning the latter, I have used the
example of the Aboriginal traditional game Buroinjin reported
through self-study in the ACT context (Author 1 and Author
2, 2020).

A decade ago, this game was relatively unknown in ACT
schools with limited resources and information about the game.
Through scholarly and practical work by myself and Author 2,
local Aboriginal people, and fellow teachers, this game has become
relatively well-known in ACT schools. The examples of empha-
sizing theoretical knowledge described in the previous paragraphs
invite the students to consider PE knowledge beyond simply
understanding rules and playing games toward PE with greater
educative purpose. This change in direction illustrates the figura-
tional perspective that all social things in the universe including
knowledge, consciousness, and ideas are considered as both
dynamic and open-ended (Dunning & Hughes, 2013).

The fourth and final critical incidents are particularly signifi-
cant in Author 1’s journey, being what Bullock and Ritter (2011)
referred to as “turning points.” This term is used to describe
changes, such as Author 1 moving from believing Chinese Wall
was an authentic Asian game, to a more reality congruent (Elias,
2006) understanding of it more likely being a British game. We
concur with Bullock and Ritter (2011, p. 175) that turning points
are “ : : : ways of making tacit knowledge explicit.” The next
section is about our document analysis and serves to triangulate
our self-study findings.
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Documents

In analyzing our selected documents, we found no mention of the
words: “Asian games,” “cultural games,” “traditional games,” or
“Chinese Wall” in the historical texts apart from Indigenous games
in the Health and Physical Education Curriculum Framework
(Australian Capital Territory Department of Education and
Training, 1994) and Chinese Wall in the 1933 British Syllabus.
Chinese Wall in the latter, similar to Bultitude et al. (2015) is
restricted to rules for playing the game. As such it was given no
cultural location or framing within Arnold’s (1988) ideas of
“through” and “about” PE. Instead, it was grouped with another
16 Western games under the heading “Chasing Games (author’s
emphasis)” (Board of Education, 1933, p. 48). In the contemporary
texts (see Table 4) where the criteria words were found, it was in the
context that there should be acknowledgment of Asian culture but
there was no information about how to program or instruct it.
Content analysis of the Physical Education and Sport Activity-
Specific Mandatory Guidelines (Australian Capital Territory
Government Education, 2017) also found no reference to Asian
games. On further examination, apart from martial arts and Bur-
oinjin, all the described activities were of Western origin. By only
including those two movement forms, along with more than 40
Western games or sports, there is a suggestion that non-Western
games are inferior (Williams, 2018).

In interpreting the student unit satisfaction data there was again
no mention of “Asian games,” “cultural games,” “traditional
games,” “Chinese Wall,” or “critical pedagogy.” However, the
word “socio” had three occurrences in the data: “I really enjoyed
the first half of this unit learning about sociology of PE” (2020).
However, no reason why or indication of how the student might use
it in their teaching was provided. From 2018: “I have found it to be
very engaging and thought provoking in regard to the importance
of acknowledging Aboriginal culture and looking at HPE in a
sociocultural lens.” While this student recognized the value of
Aboriginal culture taught through Indigenous games in the unit,
there was no acknowledgment of Asian games. From 2017: “I feel
as though this course will enhance my teaching abilities immensely
as it has already strengthened my understanding of Health and
Physical Education from a sociocultural perspective.” This student
seemed to acknowledge the value of a sociocultural approach, but

like the other responses there was little sense of how it might
transform their teaching. Finally, from 2017: “This unit has a lot of
content for a short amount of time, this can be overwhelming
especially when covering different areas like sociology theories
and medical science.”

It would seem observations by Tinning et al. (2001) and
Tinning (2010) hold true for my students. Specifically, their habitus
may have been unaffected by my efforts to challenge dominant
knowledge in PE by exposing its colonizing tendency. What is
concerning about the student feedback, similar to the other docu-
ments analyzed, is the silence about Asian games, along with
critical pedagogy and limited mention of sociocultural and sociol-
ogy which collectively comprise much of the unit. Significantly, as
an established group, the Australian PE profession through a
surplus of social power have been able to exclude Asian people
as an outsider group through largely ignoring or providing toke-
nistic representation of their perspectives. While PETE presents
opportunities to challenge taken-for-granted perspectives of what
PE is, and what a PE teacher should be, research shows PETE has
minimal influence on the beliefs and practices of preservice
teachers (Tinning, 2004). Further, a lack of reliable evidence-based
resources to teach Asian games exacerbates the probability the
students will not teach this content.

Summary

In answering the first research question, whose knowledge and
what kind of knowledge counts in Australian PE, from Author 1’s
diary extracts, reflections, and memories analyzed with the litera-
ture and figurational sociology, Eurocentric knowledge appeared to
be what is valuedmost. This finding was supported by the historical
and current documents we analyzed. Furthermore, restricted prac-
tical knowledge, at the expense of the broader sociocultural
knowledge required of the AC: HPE, was the only account of
Asian games in the contemporary textbooks. Mentioned in Bulti-
tude et al. (2015), text information was restricted to how to play the
games. The only sociocultural information about Asian games
found in any of the texts was “it is evident that many of the
traditional Asian games are inclusive of aspects of Asian culture,
such as the Great Wall of China and the concept of using

Table 4 Content Analysis Findings

Text Mention in index
Lines in

text Content

Dudley et al.
(2021)

Asia and Australia’s
Engagement with
Asia Page 54
Intercultural
Understanding
Pages 55, 57–58

1

16

Mentioned as a cross-curriculum priority
Page 55
Intercultural Understanding shown in Figure 3.4. General capabilities of the AC
Page 57 Sepak Takraw and Cuju mentioned as “interesting activities from other cultures (that) can
be incorporated into your program” (p. 57)
Diagram of key ideas for intercultural understanding

McMaster
(2019)

Asia and games
Asia and Australia’s
Engagement with
Asia
Page 261

24
26

“ : : : by teaching games and sports : : : fromAsia for example, teachers are able to incorporate . . . .”
“Asia and Australia’s engagement with Asia” (p. 261)

Miller et al.
(2018)

Intercultural
Understanding
Page 24
Page 132

21
43

No mention of Asian games or the AC: HPE Cross-curriculum priority: Asia and Australia’s
Engagement with Asia

Note. AC: HPE =Australian Health and Physical Education Curriculum.
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chopsticks” (Bultitude et al., 2015, p. 230). This lack of reference
supported the assertion that perspectives of minority cultures have
traditionally been excluded in school PE and in Australian PETE
(Whatman et al., 2017).

Regarding the second research question, how can dominant
knowledge in PE be challenged to expose its colonizing tendency;
we identified a lack of reliable theoretical knowledge available to
Australian PE practitioners about Asian games. Such limited
information is likely to make introducing such content challenging
for many teachers, especially for those, like Author 1 who are non-
Asian. Our findings are concerning, because as Arnold (1991)
noted, a lack of evidence-based underpinning knowledge in PE
translates to restricted ways of teaching movement. Such renditions
of PE typically have limited depth and often replicate traditional or
established content as normative knowledge as a continuing long-
term process. Furthermore, a lack of evidence-based knowledge
has consequences for a subject that has historically struggled with
its credibility as a learning area (Williams, 2018). For the kind of
dominant knowledge described to be challenged in PE, a “call of
arms” is requried for researchers to identify content and pedagogy
knowledge about Asian games that is both relable and accessible
for teachers to use.

Conclusion

From completing this self-study journey, we have gained deeper
understanding about the nature of the social power dynamics that
influence our subject area and that serve to uphold and continue
Western practice. We have also come to realize the limitations that
exist in terms of time within the taught unit to make meaningful
change. Furthermore, we have come to understand the importance
of modeling in self-study, the notion of “practicing what you
preach” and that “ : : : students learn much more from what a
teacher does than what a teacher says” (Loughran, 2004a, p. 11).
Consequently, Author 1’s pedagogical approach in teaching this
unit has shifted from “telling” his students they should use critical
enquiry to how he does critical enquiry. Similar to Cameron
(2014), Author 1 turned (Bullock & Ritter, 2011) what he first
considered a negative teaching experience in the reported 2017
workshops into a more positive and meaningful teaching opportu-
nity as an example of critical pedagogy.

In shifting his pedagogy in this way, Author 1 is “ : : :
involving students and sharing the steps of the investigation
with them as well as illustrating how the classroom is a site for
reflection and enquiry” (Loughran, 2004a, p. 11). It is possible that
with perseverance and by using this broader teaching approach,
that over time Asian games will be adopted by Author 1’s students
when they begin their teaching careers. However, for that to
happen, Author 1 will need to continually seek ways for them
to genuinely value a sociocultural approach and how their habitus
can be shifted toward the same. Future research is also required to
provide authentic accounts of Asian games beyond superficial
accounts of how to play to include their history and sociocultural
context. This kind of deeper understanding will also align the
teaching of these games to the broader educative directions
required within the AC: HPE.
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