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Abstract

Girls’ participation in sport remains stubbornly lower than that of boys (Meier, Hartmann & Larson, 2018) and has attracted significant research attention but there is a lack of studies inquiring into girls’ experiences and the meanings they make of sport participation (see Kirk, 2005; Light 2006, 2010a; Ortner, 1999). This study contributes to the research by focusing on six adolescent girls’ experiences of being in a school basketball team in a New Zealand school and what made it enjoyable for them. The study employs a combined ethnographic and grounded theory methodology to provide insight and understanding of experience and the influence of context on it. Although not commonly used, these two methodologies are very compatible, as ethnographic studies can provide a thick description that is very useful for grounded theory analysis (Charmaz, 2014). As a naturalistic form of inquiry, ethnography entails observing and analysing behaviour in naturally occurring conditions (Belk, Sherry & Wallendorf, 1988) and grounded theory is most effective with data generated in natural settings (Robrecht, 1995). Data were collected through ethnographic observation over a six-month basketball season in 2016 at an elite independent secondary school chosen because of its high participation rates in school sport. Ethnographic data were supplemented with data generated by using longitudinal semi-structured interviews with players conducted at the beginning of the season, mid-season and end-season as well as with the coach. Data analysis of ethnographic and interview data deployed a grounded theory methodology to develop the three themes of factors that most contributed to the participants’ enjoyment of being in the team. These were: (1) Relationships; (2) The Team operating as a “Safe Haven” and, (3) Competition: “It just became more serious to us as a team”. This study helped to understand what aspects of being in the team promoted the participants’ enjoyment of being in the basketball team by demonstrating the importance of relationships, the way in which the supportive environment provided a safe haven and escape from the pressures of their lives, and how competition contributed to their enjoyment. The use of Seligman’s PERMA model for happiness and subjective wellbeing, drawn on in the later stages of the grounded theory analysis, provided a beneficial framework for, and explanation of, why the girls enjoyed basketball so much and why it meant so much to them, while suggesting the contribution this made to their wellbeing. 

Keywords: adolescent girls, meanings and experiences, basketball, school sport, social constructivism, ethnography, grounded theory, PERMA model, New Zealand
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Chapter One: Introduction
1.1 Introduction

My interest in conducting my PhD study on girls’ basketball originated from my first contact with sports and with basketball as a child and was later shaped by my first experiences of coaching. I remember being five or six years old, playing informal basketball and other games on the tennis court with my brother and sister in the apartment complex where I lived. These are my early memories, but it was not until six or seven years later that I engaged in serious, organised basketball. Although I had been playing basketball in PE classes and at recess at school with school friends, it was not until around the age of 13 that I was exposed to organised basketball. This was through a friend of mine who told me that he played basketball for a team near Porto, where I was born, and asked me to join. 

I started playing for the Under-14 team in F. C. Gaia, which was my hometown club, and my first coach was a woman named Joana. She was loud and ‘in your face’ but at the same time, caring and nurturing, and my lasting memories of her are of how she made me accountable for my actions. After that season I moved up to Under-16s, and here I met the coach that changed my perception of basketball - Carlos Schneider or “Xexeu”. I was the only first year in that team, and the other boys knew each other and had played together for a couple of years. For some reason, Xexeu always put me as one of the starting five (the five players to start the game) every game which did not sit well with my teammates, who were jealous. I recall going home with my dad, crying and saying that I want to leave the team because the other boys were mean to me. All my father told me was that I had two options which were quitting or asking the coach why he was constantly putting me in the starting five. That is what I did. Xexeu told me that he valued my hard work and my defence and that stuck with me through the years.  His respect for me had a significant and positive influence on my commitment to basketball, and his belief in me helped me get better and play the best basketball I have ever played. From this point on there was always a lingering feeling for me that sport would always be an essential part of my life one way or another. Just a few positive words from a coach had a very positive influence on my participation in basketball and probably on my development outside basketball. This is something I often thought about in later life as a coach and something that has always influenced how I coach and relate to my athletes. This concept resonates with the study by Merkel (2013), who stated that there are several factors towards developing a positive youth sport experience. It is a combination of matching the child’s readiness with the demands of the sport, positive behaviour from coaches and parents, realistic goal setting, and appropriate training sessions.
I kept playing through to University where I enrolled in a Sport Sciences degree at the University of Coimbra. While at University I had the opportunity to coach basketball. Up until this time I had never thought about coaching and had only been a player, but my memories of Xexeu and how he influenced me in basketball and my approach to life encouraged me to take the challenge. Unfortunately, my degree did not prepare me at all to what I was going to face. My experience in Portugal coaching girls brought a host of challenges that I had never faced before. 

When I was a young player, my parents never questioned my coaches’ decisions, and they were always there to support me and to watch me play. They taught me not to talk back to the coach when he or she was trying to help me. This is how it was for me as a basketballer growing up but when I started coaching it was very different. As a new coach, my goal every season was to make the best experience for my athletes and make them better than they were at the beginning of the season. However, this seemed beyond me with my energy spent on dealing with the girls’ parents and their constant and sometimes aggressive questioning of why I chose to do this or that. I felt under pressure from the parents and not able to achieve my aims as a coach, that were influenced by coach Xexeu. I agree with Dorsch, Smith and McDonough (2015) who argue that parents have the right to praise, instruct, and critique their children, but not at the expense of undermining the coach and his or her decisions. 

This was a big shock for me because Portuguese people can be really vocal when they want to, but I had never seen or experienced it to this extent. My first season was disappointing and left me almost ‘shellshocked’. Instead of completely focusing on skill, tactics, decision making and other aspects of basketball play, I was worried about these parents and asking myself what I could or should do. I started to think beyond the game itself, and began to think about how important the social context around basketball teams is for the players and the coach. I thought about how parents influence their kids in sport contexts, like the one I was in, how the kids themselves experience that influence and how it affects their learning and experiences of basketball. Hence, during my PhD, I published an article that suggested that parents who step back and provide support, as long as it is always positive, enhances adolescent’s experiences in a positive way (Pimenta & Light, 2015).

After that season, I started a Master’s degree in Youth Sport Coaching, which helped me understand my situation a little better. However, I still had many questions, and a growing curiosity about the influence parents have on players and coaches. During those two years, I had an opportunity to participate in an intensive program, which involved three other European Universities, one from France, one from England and one from Bulgaria. This two-week course was all about the world of coaching, and I learnt a lot about my coaching from it, but there was not much focus on how parents or other aspects of socio-cultural context plays out in coaching. It was also here that I first met my supervisor, Professor Richard Light, who presented on Game Sense and player-centred coaching in team sports. His ideas about coaching were really ‘up my alley’ and excited me, but I had no inkling that later I would be doing a PhD under his supervision.

1.2 The research problem and question

Hammersley and Atkinson (1995) contended that all research begins with ‘foreshadowed problems’. For me, these were the challenges I had in trying to emulate my own first coach, in my first coaching position as coach of a girls’ team after graduating from university. I kept coaching through and after my masters’ degree but continued to have the same problems with parents that frustrated and confused me. This which motivated me to think about the possibility of undertaking a PhD to understand what was going on. In my mind, this was the best way for me to try to understand the parental influence on their children in basketball as a practical problem and it motivated me to continue my formal education as a coach. 

During a long search online, Professor Light’s research kept appearing with several studies undertaken regarding peoples’ experiences of sport and the meaning it held for them (see, Light, 2010a) and I thought he would be able to help me understand my problems. After contacting him by email, I moved to Australia, where he was at the time. My initial idea was to study parental influence on girls in basketball. However, after discussion with him I decided to broaden my focus to study girls’ experiences of basketball and its meaning for them. I felt that this would allow the influence of parents and other aspects of the socio-cultural context to emerge if they were significant enough. Professor Light then moved to New Zealand and I decided to follow him. Once in New Zealand, I started to look for places to coach, which led me to St. Louis (pseudonym), which is an elite independent secondary school and where the study was later conducted. 

Arriving late in 2014, my introduction to New Zealand sport was a shock. Firstly, I had to get acquainted with the school sport system, which was very different from what we have back home in Portugal. Then I had to adapt to the school teams training once a week due to the commitments the players have in school and other sport. I came from a background where, from under-16s, young people start training three or four times a week with a game on the weekend and maybe another during the week. This meant that it was a big shock for me to adapt to teaching these girls to play basketball with only one training session a week. I had to change my way of coaching through trial and error. Yet, by the end of the season, the girls and I were all happy, and I felt I had done a good job. I was beginning to understand and adapt to my new environment and the New Zealand sport culture. Over this period, I thought about and was able to identify and articulate the research problem, which was: what is the nature of adolescent girls’ experiences of playing basketball, what meaning does it have for them and how does the context shape it? I was then able to arrive at the central research question that I would strive to answer. Over three years it has undergone a little modification and tweaking as I conducted the research, but now stands as:

· What makes adolescent girls’ participation in a New Zealand school sport basketball team enjoyable? 

1.3 How to answer the question

My arrival in New Zealand confirmed the decision I made before I arrived to use a combination of ethnography and grounded theory methodology to provide insights into the girl’s experiences, the context and the interaction between the two. It allowed me to interact within a defined social setting, which is needed to promote a real understanding of the participants’ responses and their experiences (Spradley, 2016).

My interest in inquiring into the experiences of adolescent girls in a school basketball team in New Zealand was clearly going to foreground culture. I felt that the culture of the team, of the school, of sport in New Zealand, and of New Zealand more widely would all influence the girls’ experiences. It also figures in the need for me to be reflexive and accounts for how coming from a very different country might influence the data I generate and my analysis. For these reasons, I was very interested in undertaking an ethnography. Using an ethnographic approach to study culture is not new at all and has been used for years as the dominant methodology to study culture (e.g. Alcadipani, & Hodgson, 2009: Buchanan, Boddy & McCalman, 1988; Geertz, 1973; Gray, 1980). Ethnography has also proved to be a popular methodology for studying cultures in schools. However, it is scarce in studies on sporting cultures, with some exceptions (see, Howe, 2004: Sands, 2002) with few studies focused on meaning and experience. Light’s work is an exception in this area. He (Light, 1999) used an ethnographic approach to study the embodiment forms of culture-specific forms of masculinity in Japanese high school rugby. He has also conducted studies on meaning in sport for children and young people in different cultural settings such as within Australia, France and Germany (see, Light, 2010a). However, there is a lack of studies that specifically inquire into culture and meaning in sport for girls. 

I felt that adopting an ethnographic methodology would account for and highlight the complexity of adolescent girls’ lives and how commitment to basketball fits in with the other aspects of their lives. I wanted to look into their participation in basketball as an important practice within their school as a community with its own culture, meanings and practices but which overlaps with other communities of practice (Lave & Wenger, 1991). This includes seeing the participants as complex beings who are inseparable from their social environment (e.g. Dimitrova, Chasiotis, Bender, & van de Vijver, 2014)
I chose to employ ethnographic methodology because of the focus of this study on culture and meaning within a particular social setting and because observation of the participants in their natural setting would allow me to capture their routines and activities, and to understand the meaning that these activities have to them from their point of view (Hammersley & Atkinson, 2007). I felt that it was these routines and practices that would construct the positions for the students, parents and coaches in the social environment of a school sport team. Ethnography seeks to provide an in-depth description and understanding of the practices and social life in the natural setting (Geertz, 1973) and this is what I wanted to do. In addition to generating thick description, ethnography requires the researcher to be in regular contact with the researched setting and the people in it over long periods of time. I felt that this immersion would offer me opportunities to recognise and be familiar with the routines and repeating practices, cyclical and seasonal processes, and the subtle patterning of the social practices of the girls and the coach. I was able to pay attention to the broader cultural contexts that influenced the experiences of the participants in the study. 

Ethnography can be a mechanism to increase awareness of behaviours and motivations in a culture. Likewise, a grounded theory focuses on providing information to social actors and has the capacity to generate findings of interest to the people in that same culture. These resemblances indicate that ethnography offers a method of data collection that is helpful to inductive theory building (Glaser & Strauss, 1968). A useful way of understanding the relationship between ethnography and grounded theory is that grounded theory can formalise and extend the limited theoretical component of ethnography.

1.4 Reflexivity 

Reflexivity in qualitative research recognises and accounts for the influence of the researcher’s understandings and meanings of the world on the data collected and its analysis (Agger, 1991; Gilgun, 2005; Shaw, 2010). Advocates of reflexivity in interpretive research (see, Bourdieu & Wacquant, 1992; Creswell, 2013; Mauthner & Doucet, 2003) believe that a fundamental part of the research process is to allow for and consider how their own meanings and understandings shape the research, and this is what I felt I needed to do. In my nine years of experience as a coach and as a player in Portugal and New Zealand I have experienced different team environments and have been coached in different styles. All these influenced me as a coach and as a person. In my time in all the teams, I tried to get better and make my players better, not only on the court but off the court as well. I was also part of several summer camps where different coaches from different countries came to share their knowledge. While undertaking this study, and even writing this thesis, I have realised the influence that everybody had on my way of seeing the world, in particular my coaching, and how this would influence the data I generate and my analysis of it.

Chapter Two: Literature Review
2.1 Introduction

When adopting a grounded theory methodology (GTM) the idea of having a literature review chapter can be challenged (Charmaz, 2006) with this issue generating significant debate among researchers and scholars (Dunne, 2011; McGhee, Marland & Atkinson, 2007; Walls, Parahoo & Fleming, 2010). This is due to the peculiarities of a grounded theory methodology used in this study that I explain in greater detail in the methodology chapter.  It does not conform to the traditional practice of academic research in which the literature review is an institutional prerequisite of the university (Bryant & Charmaz, 2007). Glaser (1992) expressed apprehension about the use of a literature review in GTM, stating that the influence of a priori knowledge on the research based on the literature review might ‘force’ the data to appear rather than allow for the ‘emersion’ of data that is one of the qualities attributed to the reliability of grounded theory research. When employing grounded theory, the use of literature review is “inimical” to generating grounded theory (Glaser, 1998, p.67) because it creates the possibility of contaminating emerging theory and may direct the researcher to gather the data using a predetermined model. As such, Charmaz (2006) proposed that the literature review should be delayed due to the GTM’s inductive properties and to allow the theory to emerge from the data analysis, which can create a problem for gaining approval for research projects in universities. Seidel and Urquhart (2013) suggested, in order to overcome this institutional prerequisite, that researchers using GTM should start with a broad review of the literature outlining the general research area around their research question, and subsequently conduct a more focused and delayed review of the literature. 

In this chapter, I recognise the points made above about the use of literature in grounded theory. As Seidel and Urquhart (2013) recommended, while writing my proposal I undertook a comprehensive review of the literature and theoretical understanding delineating the general areas involving my research question. Therefore, the literature review presented in this chapter is based on what was drawn on to elevate themes to a conceptual level during the final stages of my study. I start by outlining and discussing the research on young people and sport participation. In it I explore the social nature of sport for young people, more specifically the nature of girl’s participation, the research done on meanings and experiences of young people in sport, discussing fun and achievement as important factors in the experiences of young people in sport and the social-cultural context of school teams (peers and coaches). Afterwards, I addressed the most dominant element that emerged from the data, which is how the positive experiences of playing basketball were inseparable from the notions of wellbeing and happiness. It is followed by an explanation of the PERMA Model developed by Martin Seligman (2011) as a psychological explanation of how we achieve happiness, where I briefly talk about the five elements. Finally, in order to give a bit more of the context of where the study took place, I discuss the origin of sport and its dissemination in New Zealand with a focus on the development of school sport and basketball.

2.2 Young people and sport participation

Organised sport has been widely recognised for the vital role it plays in the development of children and young people. The literature suggests that regular participation in sport develops healthy lifestyles (Joy & Lobelo, 2017; Vella et al., 2016). Identification of the contribution sport can make to health and wellbeing has, in turn, led to a body of research on participation in sport and the reasons why young people take up sport (Bailey, Cope & Pearce, 2013; Light, Harvey & Mermert, 2013) as well as why they drop out of organised sport (Wall & Côté, 2007). 

Although there is a significant body of research on children’s and youth participation in sport conducted from a socio-cultural perspective (see, Bull & Weed, 2012; Jarvie, 2013; Light et al., 2013), most of the literature that explores young people’s reasons for sport participation and withdrawal does so from a psychological perspective with focus on theories of motivation. The most common reasons for participation in this literature relate to parental influence, physical competence, social acceptance, and enjoyment (Côté & Hay, 2002; McCarthy & Jones, 2007; Ommundsen, Roberts, Lemyre & Miller, 2006; Strachan, Côté & Deakin,, 2009; Wolfenden & Holt, 2005). The most commonly cited reasons for withdrawal include conflicts of interests, negative experiences such as lack of fun, coach conflicts, and lack of playing time (Weiss & Williams, 2004). This is mainly noticeable in the early teenage years where teenager involvement in one sport starts to become more serious and time-consuming (Côté & Hay, 2002; Olds, Dollman & Maher, 2009). 

From a psychological perspective, most of the studies on participation in sport tend to focus on children’s and young peoples’ motivations for participating in or dropping out (e.g. Fraser-Thomas et al., 2008; Strachan et al., 2009; Wall & Côté, 2007). A few researchers (e.g., Fraser-Thomas et al.; 2008; Weiss & Williams, 2004) have stressed the importance of understanding what children may go through before they withdraw from sport. More specifically, they suggested a need for longitudinal research to understand the impact of physical factors such as training patterns, and psychosocial factors such as coach, parent, and peer influences, on the decision-making processes that may lead to staying or withdrawing from sport. In this study, I try to contribute to this type of knowledge by demonstrating what girls believe to be fun while playing basketball.

Deci and Ryan (2000) presented three basic interrelated principles for children to stay motivated in sport. These are: (1) autonomy; (2) competence; and (3) relatedness. Each one of these components must be satisfying for the child to to keep participating in sports. Sticking to these principles allows the creation of a motivational climate which is task-orientated, ensuring that the coaching environment is in accordance with most children’s motives (Cumming, Smoll, Smith & Grossband, 2007). Hence, the main focus is on skill development, making friends, and putting in maximum effort of competition and winning (Kim, Duda, & Gano-Overway, 2011; Smoll & Smith, 2006). Coaches who create a more reinforcing, encouraging, and autonomous supportive environment allow for more positive changes in attitudes toward sport (Smith et al., 2016). 

2.2.1 The social nature of sport for young people.

Sport is essentially a social activity, particularly when practised in a team setting. Yet, with some exceptions, the complexity of these social settings has not been adequately addressed in the literature on children’s and young people’s participation in sport (e.g. Light, 2010a, 2010b, 2016; MacPhail, Gorley & Kirk, 2003). Research conducted in youth sport clubs has suggested that they are very social settings, with the social and cultural context assuming a very important role in influencing all aspects of participation. These included the development of personal identity and a sense of belonging (Light, 2006; Ripley, 2013), social learning (Dorsch, Smith, & Dotterer, 2016; Light, 2010b) and a sense of competency (Battaglia, Kerr & Stirling, 2017; MacPhail et al., 2003).

National sporting organisations in Australia and New Zealand such as Sport New Zealand view clubs as places where young people are socialised into sport and as the basic foundational unit for talent development and identification (Pot, Verbeek, van der Zwan & van Hilvoorde, 2016). However, they should also be viewed as places where youth make friends and socialise (Eliasson, 2015). They can also be seen as places where deep and significant learning that is needed to live in society as adults takes place, such as social learning (Dorsch et al., 2016; Light, 2010b) and ethical learning (Kerr & Stirling, 2013). However, this is an aspect of sport that needs more research attention.

The social networks that form the structure of club administration may be regarded as the backbone of club life (Harvey, Lévesque, & Donnelly, 2007), but can also be considered problematic (Breuer, Feiler & Wicker, 2015). This notion is only one of the many ways in which clubs can be perceived to shape the growth of young people and contribute to what Dewey (1916/97) refers to as human growth. Parents and others expect sport clubs to be places where young people and learn to be functioning members of society, and achieve personal growth. 

Social positioning is essential to help us understand how a club is socially constructed and how the people, who are members of that club, make sense of their own and others’ practices (Kirk & MacPhail, 2003). Individuals interact in various ways and can understand the club very differently, due to the many positions that individuals can occupy in the club. These diverse understandings create a variety of meanings, multiple agendas and intricacies. On occasion, the same people might have more than one position. For example, when a parent is also a coach, they will experience the club in different ways. This brings diversity in meanings and has the potential to create tension, conflict and complexity (Cuskelly, Taylor, Hoye, & Darcy, 2006).

A view of youth sport clubs as merely places where young players go to learn the basics of a sport and, if they demonstrate enough talent, where they stay to improve their skills and play against other teams, is limiting. As an alternative, these clubs can be seen as social sites that have official and unofficial agendas (Kirk & MacPhail, 2003). Developing skills and the young people’s talent can be part of the official agenda, but might not be the dominant agenda, as is the case at the school team where I conducted my study. To understand what the club is, and the numerous and overlapping practices that make ‘the club’ a vibrant and active social setting, there is a need for more understanding about the tensions, conflicts and complexities that characterise any club (Kirk & MacPhail, 2003). 

For the last few decades, there have been calls for governments to combat a worrying decline in young people or children taking part in physical education and sports (see Evans, 2017; Green, 2014; Wall, & Côté, 2007). However, at the end of compulsory schooling, a significant number of young people ‘drop out’ from sport and physical activity. Roberts (1996, p.106) described this phenomenon as “a flight from sport as soon as individuals left full-time education”. Despite repeated reminders in the literature about the importance of inspiring young people to participate in a range of physical activities during their childhood and adolescence to promote adherence to active lifestyles during adulthood, the decline in sport participation at this age has persisted (Sutherland et al., 2016).

Most research on youth sport drop-out has been conducted from a psychological viewpoint with a focus on motivation (Deaner, Balish, & Lombardo, 2016; De Meester et al., 2016a; Downward, Lera-Lopez, & Rasciute, 2014; Moy, Renshaw, & Davids, 2016). Such perspectives have tended to focus on ‘motivational orientations and climates’. This refers to the nature of the activities that make them attractive or unattractive to different people, and the nature of activities that encourages or discourages continued participation (Vella, Cliff, & Okely, 2014), as well as to ‘underlying psychological reasons for withdrawing’ (Cox, 2002) and ‘ego-orientation’, which emphasizes an overriding concern with exceeding performances of others (Crane & Temple, 2015; Holt, 2016). On the flip side, research on why children and young people participate in sport has cited reasons like parental influence, physical competence, social acceptance, and enjoyment (Basterfield et al., 2016; Côté & Vierimaa, 2014; McCarthy & Jones, 2007; Strachan et al., 2009) as key determinants for sport participation. However, such research has failed to consider the broader dimensions of young people’s lives and why they drop-out. Even renowned sport and exercise psychologists themselves admitted that there was a need to “account for the context” (Biddle, 1992, p. 107) and recognise that determinants of drop out “will be multifactorial and not restricted to motivation of other psychological variables” (Wang & Biddle, 2001, p.15). 

2.2.1.1 Girls’ participation in sport.

With regard to gender, sport could be seen as a social arena where simple traditional sport attributes commonly associated with masculinity such as strength, endurance and competitiveness have a stronghold (Dunning, 2013; Massiera, Imed & Thierry, 2018). Other studies have indicated that women are more worried about a healthy lifestyle (e.g. Chomistek, Chiuve & Eliassen, 2015), hence they could be expected to be more concerned with some of the instrumental meanings of sport such as keeping fit and mental recreation. Sport also has the potential to serve as an environment for inclusion and exclusion, but it often reproduces social inequalities (Spaaij, Farquharson & Marjoribanks, 2015). The disruptive prospect of women in sport is challenged by ideologies about inherent differences between males and females, as well as by dominant cultural ideals about femininity (Messner, 1988; Musto & Mcgann, 2016).

Connell (1987) argued that gender is the biggest social divide, because categorically thinking about gender in its purest form relies on a classification of bodies as a whole definition of gender. This idea is similar to the essentialist views of European-derived cultures, where masculinity and femininity are seen as counterparts, emphasising the contrast of men’s and women’s bodies (Lips, 2016; Swanson, 2015). Seippel (2006) found that gender also has an effect on how a variety of sports are experienced. He argued that while there is still gender inequality across society the only element where men consistently have a higher score iscompetition, which is due to competition being more intrinsic to sport, when compared to physical activity more generally. This idea might indicate both why sport still is dominated by men, and also why the emerging fitness industry, which is not based on the traditional sport values mentioned previously to the same extent, is a social arena with a majority of women (Seippel, 2006). 

Young people have different reasons for participating in sport, and several studies have revealed that fun is the most important preference for both genders and age groups, including children, adolescents and adults (see Eime et al., 2015). This has been promoted by the health promotion field, suggesting that sport and activities that generate fun have a higher chance of maintaining the involvement of participants, especially adolescents (Visek et al., 2015). Still, several studies suggest that remaining involved in a sport can be associated with class and gender, indicating that sport might be experienced differently by young people according to their social status. Thus, those who belong to families with a higher socioeconomic positions are more likely to continue to play sport when compared to those from families with a lower socioeconomic position, and boys are less likely to disengage from sport than girls (Coakley, 2007). 

Sport participation rates are lower for girls than boys (Eime et al., 2017; Van Tuyckom, Scheerder, & Bracke, 2010) but their participation rates are growing (Hardin & Greer, 2009). This is due to an outcome of girl-centred sport programs that have arisen in response to the public concern over girls’ participation rates (Rauscher & Cooky, 2016). The predominant heterosexual femininity and masculinity constructions of sexuality promote men as active and females as passive, meaning that sport, as an active hobby, is not considered a feminine activity and participation may weaken girls’ construction and performance of their feminine identities (Hargreaves, 2002; McKinley, 2017). These ideas of femininity as passive have usually theorized girls’ bodies as decorative, so that little attention has been given to girls’ embodied experiences of sport. 

Due to different ideas about femininity and masculinity in sport, social inequalities are produced and this supports the perception that men are athletically superior (Spaaij et al., 2015) with sport still a male-dominanted world (Clément-Guillotin, Chalabaev, & Fontayne, 2012). Furthermore, gender traits associated with femininity remain undervalued, despite the significant growth in opportunities for women to participate in masculine sport (Schmalz, 2013).

Young’s (1990) seminal publication, Throwing like a girl, suggested a more embodied understanding of women’s (and girls’) experiences of sport, by describing women’s lack of achievement in sport (in relation to men), partly as a result of an ‘inhibited intentionality’ (p. 147) in reference to a tendency to underestimate their physical ability. Most of the research that explains the low rate of participation in sport as being due to girls’ particular constructions of heterosexual femininity (Hargreaves, 2002) still fails to address the reasons why there is a difference in participation within sport in school as compared to sport outside school, in informal recreational sport for example (Flintoff & Scraton, 2001). 

Most teenagers spend the majority of their waking hours in school where they not only learn about the world through the formal curriculum but also where social hierarchies and peer relations are established (Valentine, 2000). Grosz (1995) described bodies and cities as mutually constitutive; so are bodies and schools. As “sites for the production of sex/gender subjectivities” (Ghaill, 1994, p. 2) schools shape the bodies of the young people within them and, simultaneously, these bodies have an effect on the nature of the social space of the school. This relationship, between school and adolescents’ bodies, is important in light of the low levels of sport participation and high dropout rates from school PE amongst adolescents, especially adolescent girls, as “it is both in school and through schooling that young women negotiate gender and sexual identities” (Hyams, 2000, p. 635). The performance of gendered identities also involves the presentation of a “corporeal style” (Butler & Trouble, 1990, p. 139) as a body image that is connected with the activities involved in the performance of gendered identities, as well as the ideal masculine and feminine body images, reflect active and passive gender roles (Evans, 2006).

To date, there has been comparatively little research has examined young women’s participation in sport from a socio-cultural perspective (Kovac, 2017). As Messner and Musto (2014) claimed in their review of three internationally renowned journals, there has been a shortage of research on young people by sport sociologists. Most of the existant sociocultural research tends to focus on young women’s participation in what is considered conventionally masculine activities such as ice hockey (e.g., Theberge, 2003).

Evans (2006) argued that, in order to understand why girls’ sport participation rates are lower than boys’, there is a need to focus on image rather than strength in the performance of a heterosexual feminine corporeal identity. She goes even further to state that, not only do girls feel pressured to build and present their bodies in a way which they assume is pleasing to boys, but they also feel that their performance is being judged by the traditionally masculine standards of sport. Scraton (2017) acknowledged that most girls do not like being watched (by boys) while playing sport because they are afraid of being portrayed as weak and losing face in front of the boys. Therefore, the more athletic girls have the least objection to playing sport with boys. Fear of being inadequate is a major factor in preventing girls’ enjoyment of, and consequently participation in, sport within the school. This perceived incompetence may therefore be, for some boys and girls, a self-fulfilling prediction (Young, 1990).

2.2.2 Experiences and meaning.

Interest in processes of embodiment and the social construction of the body over the past few decades has divided attention to the body’s role in learning through experiences of sport and physical education, with some specific attention paid to children and youth (see for example, Coakley & White, 1992 or Kehler & Atkinson, 2010).  Moreover, Sparkes (1999) suggested more attention has to be paid to the personal and phenomenological experiences of children and youth in sport and in physical education to develop an “understanding of lives within PE and sport along with the complex dynamics of body-self relationships” (p.19). That attention has been noticeable in research on sport and gender from Young’s (1990) seminal work to more recent writing (see for example, Garrett, 2004; Hargreaves & Anderson, 2014; Light, 2008b; Sisjord, 2015). This research highlighted the body’s role in the reproduction of gender inequality in sport, as well as the importance of experiences and the affective dimensions in sport participation.

Kirk (2005) emphasised the importance of the nature of children’s early experiences of sport and physical education for the development of life long participation in physical activity. He argued that the first involvement of children in primary school physical education fails to offer good experiences and when young people enter secondary school, it may be too late to have a positive influence on their dispositions to practice sport or any other kind of physical activity. Indeed, the primary school years are an important period to develop competency and a positive attitude toward sport, because this is a time when believing that effort alone will allow them to achieve their goals is replaced by the acknowledgement of the importance of ability through comparison with peers (Lee, Carter & Xiang, 1995; van der Niet et al., 2015). As Kirk (2005) suggested, this coincides with the beginning of their practice in an organised sport, suggesting that more focus is needed on children’s experiences of sport and physical education in this age. 

The nature of experience is tied into the meanings that people make of socio-cultural practices such as sport, and is shaped by culture. It is something that has received very little attention in the sport coaching or physical education literature. The notion of meaning does, however, form the focus of work in the anthropology of sport that is characterised by debate over the meaning of sport in small-scale social settings (Blanchard, 2000). In this thesis, I draw on Geertz’s (1973) work on culture and meaning, which acknowledged meaning as desires, intentions, beliefs and values of the people in the particular social environments being studied. Ortner (1999) suggested that meaning is a set of broad conceptions about the world, and how social interaction is conducted between people in a particular social setting.

Within the literature on learning and experience in sport, Light’s (2006) study on children’s and young people’s learning in an Australian surf club illustrated how long-term membership of a sociocultural community gave experience both meaning and relevance. This learning occurred through meaningful participation in the activities of the club through a long-term process of moving to become a fuller, legitimate participant in the practices of the club. This movement toward fuller participation, and therefore the development of skills, understandings and identity at a non-conscious level, involved a growing level of responsibility and participation in a range of practices and assumed various roles that included learner and teacher.

In a study in an Australian swimming club, Light (2010b) described how, when the experiences of the young swimmers in the club were considered from a situated learning perspective, significant learning and development occurs over time through participation in the practices of the club (Light, 2010a). Through this participation, the swimmers in this study developed important social skills and understandings as part of their becoming adults and their continuous formation of personal identity. This study provides insights into the diversity and importance of children’s worlds that are constructed through and around sport within clubs as social settings. It gives an understanding of both the meaning of sport for children, and the important development that is part of their participation. It also shows us the significance of sport for young people beyond just learning skills and getting fit.

2.2.2.1 Fun.

According to Seligman’s (2002) PERMA model, one of the important elements for achieving wellbeing, flourishing and leading a full life is fun. Fun has been associated with sport, entertainment media, joy, and amusement (Pringle, 2015) as a positive emotion with distinctive intangibility and happiness (Dix, Phau, & Pougnet, 2010). For example, using expressions like “have fun”, or “that was fun!” indicate that fun is used to refer to experiences that are pleasant, personal, and to a certain extent unpredictable. Expressions such as "I am making fun of myself" portray the idea that fun is something that should be taken as humorous and not seriously. The differences presented indicate the experiential nature of fun, the difficulty of distinguishing "fun" from "enjoyment" (Dix et al., 2010) and a range of other terms such as joy and delight (Kretchmar, 2005)

Huizinga (2014), defined fun as "an absolutely primary category of life, familiar to everybody at a glance right down to the animal level" (p. 3). Studies conducted from a psychological perspective suggest that fun has a great effect on the perception of time, an idea sometimes expressed in common usage by the idiom, “time flies when you are having fun” (Sackett, Meyvis, Nelson, Converse & Sackett, 2010, p. 111).

In his book “Surfing: A Beginner's Guide”, Alderson (2008) stated that most physical activities and individual sports are considered fun until the person seeks to win a competition, which means that much of the fun may fade as the individual's focus tightens on winning. Surfing is an example of a recreational activity widely considered to be undertaken for fun and pleasure, with Alderson (2008) suggesting that if you are a "mellow soul" (not in a competition or engaging in extreme sport), then "once you're riding waves, you're guaranteed to be having ... fun" (p. 9). This also reflects the debate about surfing that is divided among the two camps of ‘soul surfing’ (for pleasure and personal development) and professional, highly competitive surfing (Stranger, 2011). A study undertaken in Sydney, Australia, suggests that, even in competitive surf riders’ clubs, pleasurable sensory experience is central to motivation and engagement (Fitzsimons, 2016).

In this study, I worked with the term fun in a broad sense of experiencing positive emotions arising from playing basketball. Based on sociological, historical, and philosophical studies Seippel (2006) suggested there were seven ways to attach meaning to sport activities for participants, these are: (1) for fun, (2) for expression, (3) to keep fit, (for mental recreation), (4) to improve physical appearance, (5) for competition, (6) a sense of achievement and (7) social integration. Seippel (2006) found it pertinent to identify how various forms of sport activities influence experiences. Firstly, he considered that there could be differences in experience between people involved in individual and team sports, where team sports might have stronger social relations than individual sports. He also considered how participants in individual sports might see competition as being more important due to increased stress on individual achievement. Team sports could also allow for a more playful competition than individual sports, and may perhaps be experienced as being more fun than individual sports. Secondly, he considered the relationship between mass sport and elite sport, arguing that competition can lead to exclusions of groups of people from the activity, but also stating that these competitive experiences could create a fun environment and healthy social relations. He also found most people mentioned and related to fun and enjoyment when talking about their sport activity. He acknowledged the importance of studying meaning as an aspect of the sport, for example, to have fun, and the importance of social relations, underlining how sport should be seen as a social good; sport is more than physical health and mental recreation. 

The literature suggests that the prime reason for staying in sport among young people is fun, with the second being the social nature of sport, which includes ‘being with friends’. The third is the increase of extra energy, physically and mentally, as result of participation (Bean, Forneris & Fortier, 2015; Light, 2010a; Seippel, 2006). For some youth in general, relaxation and a sense of emancipation have been voiced as important inclinations for sport participation (Säfvenbom, 1998) with most studies presenting achievement, success, and improvement in self-confidence as being most important for males in competitive sport (Seippel, 2006; Skille, 2005). Fun is presented as the primary preference for participation, and the lack of it often explains quitting sport (Skille, 2005). Consequently, for young people, time pressure related to school is the top reason for quitting, the second is injury, and the third is a need to have more time with friends being the third (Skille, & Østerås, 2011). 

Fun is typically intrinsic: it may be seen as a result of actions themselves (Podilchak, 1991) and not necessarily as being connected with other preferences for sport participation (O’Reilly et al., 2001). In that respect, fun can be linked to the concepts of competitiveness and of mastery, but it can also be linked with the capability to achieve well enough to feel success without automatically reaching objectively clear levels of success. This is evident in the use of PBs (personal best times) to motivate swimmers (see, Light, 2010). Skille and Østerås’s (2011) study demonstrated how mastery was not acknowledged as a factor when looking at the quantitative data and the attempt to explain fun, but in the qualitative studies, the concept was present in terms of the importance expressed by the young people regarding the desire to be the best and for success. The quantitative data suggested that, in order to explain fun, health or surplus energy and social aspects were the two most significant contributors, and competitiveness was the third.

O’Reilly, Tompkins, and Gallant (2001) argued that while many studies identify fun as the number one aspect for sport participation, the meaning of the term seemed to depend on social status. In Skille and Østerås (2011) study the quantitative data discovered that competitiveness and self-confidence or identity associated with sport participation were significantly more important to academically oriented boys than to any of the other three social groups in the study. This was also supported by the qualitative data, which revealed how the academically oriented group conveyed their preference in terms of competitiveness. This academically oriented group was at an upper secondary school. The most interesting finding was that, within this particular group, girls expressed an inclination towards winning as much as did the boys. The data in this study challenged the idea that organised and competitive sport is male dominant, where the encouragement of forms of masculinity is prevalent (Dunning, 1999; Næss, 2001).

2.2.2.2 Achievement

I through it would be pertinent to address the topic of achievement because of an interesting finding that emerged from the data analysis process. Achievement motivation can be looked at in terms of achievement behaviour in competitive sport (Gill, 2000; Gill & Deeter, 1988; Gill & Dzewaltowski, 1988). The conceptualisation of achievement motivation has been deemed as multidimensional, with work, competitiveness, and mastery dimensions. This means that there are people who approach achievement situations who want to outperform others, focus on competition, and strive for excellence (Gill & Williams, 2008). According to Gill and Williams, achievement behaviour is paramount to sport and exercise undertakings, and the key to understanding achievement is looking into individual differences in people’s motivations.

Achievement behaviour, and in particular competitive achievement behaviour, is the most notable characteristic of sport and exercise (Gill & Deeter, 1988; Khan & Aziz, 2015). However, there is a multitude of explanations for individual differences in achievement behaviour. Some highlight personality while others highlight stress perceptions and interpretations, but nearly all derive from the work of Atkinson (1964 and 1974). The author believed that the tendency to approach success is a result of the person’s motivation to approach success along with situational factors. Atkinson also stated that people who are high achievers are most likely to achieve when their motivation for success is high, and there is a high chance of success. People with a strong motivation to avoid disappointment tend to stay clear of these situations. When forcefully placed in an achievement situation, a low-achiever will choose one of two extremes: a very easy or a very tough task (Gill & Williams, 2008; Weiss & Chaumeton, 1992).

Studies in this area have focused on analysing the competitive orientations of different groups, for example, based on gender, athlete status, and disability status (e.g. Kang, Gill, Acevedo & Deeter, 1990; Pulido, Borràs Rotger, Salom & Ponseti Verdaguer, 2018; Skorkilis, 2003). The results show consistency throughout, although males are more competitive and oriented to win and females are more goal oriented. The differences presented seemed to be related to their competitive experiences (Gill, 1988, 1993). In fact, athletes are more competitive than non-athletes, and yet, athletes are more likely to be more goal-oriented and less likely to focus on winning.

Performance and sport achievement are affected by several external and internal stress factors such as body image issues, withstanding of pain and injuries, getting a warning from the referee, getting punished by the coach, etc. All of these and a lot more sport-related stress factors are harmful to performance and personal happiness. Positive psychologists have been studying how to deal with these kinds of stress, and one of the concepts that continually appears in their research is the concept of resilience. Resilience is the active process of positive adaptation to stressful experiences (Lim, Mahat, Ahmad Marzuki, & Khor, 2014; Luthar, Cicchetti, & Becker, 2000; Masten, 2001). 

A study by Hosseini and Besharat (2010) demonstrated the positive effects that resilience has on sport achievement and psychological well-being. It also showed that one could use resilience to anticipate changes in sport achievement, psychological well-being and psychological distress in athletes. The athletes with high levels of resilience revealed higher sport achievement and psychological well-being results, with lower psychological distress levels. The results in this study supported the notion that high levels of resilience help the athletes to use positive emotions to overcome the stressful experiences. It also supported the idea that positive emotions, like happiness and pride, are related to sport achievement, while negative emotions, like anxiety and sadness, are associated with bad performance and set-backs (Hanin, 2010; Mosewich, Crocker & Kowalski, 2014).

2.2.3 Socio-cultural context.

This study focuses on experiences in the particular socio-cultural setting of a school-based basketball team within which there were a number of contextual elements that significantly shaped and influenced the nature of the participants’ experiences of fun and joy. This section identifies and discusses aspects of the school culture, and parents, peers, coaches who influenced that experience.

2.2.3.1 Coaches.

Coaches who provide poor social support (in the form of pressure, unrealistic expectations, lack of empathy, lack of confidence in athlete) and lead with an oppressive style have been associated with adverse outcomes such as negative attitudes towards coaches, decreased motivation, dropout, and burnout (Lu et al., 2016; Pelletier, Fortier, Vallerand, & Briere, 2001). Barnett, Smoll and Smith (1992) completed an intervention study where trained coaches and untrained coaches were studied to assess the impact of training on athlete dropout; the results suggested that coach behaviours can be modified to enhance athlete outcomes. 

Socio-cultural research in the area of coach-athlete relationships has investigated the social roles of coaches, the related environment, interactions, and ethics in the sport and social environment (Potrac, Jones & Armour, 2002; Santos, Corte-Real, Regueiras, Dias, & Fonseca, 2017). The social context and local culture have a constant influence on people’s everyday lives, relationships, interactions and sensitivity (Light & Yasaki, 2017; Vergeer, 2000). Researchers endeavour to find differences in interpersonal contexts (care, closeness, trust, respect, support, sharing, advice, etc.) in parental relationships and friendships, as well as in the coach-athlete relationships (Ommundsen et al., 2006).
Coaches wield significant influence upon young people’s experiences of sport (e.g. Holt, 2016; Smoll & Smith, 2002) and are people in a sport club that are likely to have a very significant influence upon the nature of experience in, and the meaning young people make of, a club. Psychological research has identified how coaches share themes of ‘controlling style’, ‘autonomy supportive style’, ‘expertise’, and ‘relationship aspects’. Elements of these themes duplicate those of Conroy and Coatsworth (2007), Holt Black, Tamminen, Mandigo, and Fox (2008), Holt Black, Tamminen, Mandigo, and Fox (2009), when studying coaches and parents respectively. 
Keegan, Harwood, Spray and Lavallee (2010) showed that, in regard to involvement with adults, support for players’ autonomy can have a positive impact on motivation whereas a controlling style can lead to feelings of frustration, anger and undermined motivation, and influence interpersonal relationships. To the authors, an autonomy supportive style included showing an interest, listening wherever possible, supporting the child’s desires and allowing the athlete to participate in decisions. A controlling style included coaches making autocratic decisions, asserting control with threats, and parents trying to influence selection decisions on behalf of their child.
The importance of the athlete-coach relationships and the expertise of coaches seem to play a role in the motivation of the athlete (Spray, Lavalle, Hardwood & Keegan, 2010; Wachsmuth, Jowett & Harwood, 2018). This is important because in the Developmental Model of Sport Participation (DMSP) the specialising career stage (13-16 years) is marked by a shift towards specialist coaching (Côté & Vierimaa, 2014). With specific attention to the parents, “different parenting styles” suggested that parents may impact motivation differently, depending on their relationship with the child, experience of the sport, or affective style (see also Holt et al., 2008).
Overall, coaching in which a positive or supportive coach-athlete relationship is maintained, is capable of promoting, not only the athlete’s skills in terms of performance improvements (e.g. break personal bests and win medals), but also the athlete’s personal and social development (e.g. feel satisfied, worthy, and self-reliant) (Wachsmuth, et al., 2018). It is, therefore, crucial to generate knowledge about and understand the nature and significance of the coach-athlete relationship.

2.2.3.2 Peers.

Smoll, Cumming and Smith (2011) suggested that peer relationships play an important role in youth sport, as peers have been linked to young peoples’ sense of physical competence, their moral attitudes, and other affective outcomes. Atkins, Johnson, Force and Petrie (2015) found that if young people experience positive peer relations, these relations would increase their enjoyment and commitment to the activity. However, if they felt their sport was conflicting with their social life their commitment and motivation for their sport would decrease. Different studies found that having a best friend in the same sport was a strong predictor of adolescent sport commitment and involvement (Brickson, 2013; Weiss & Weiss, 2004) and that “playing up” with older peers was linked to burnout in elite athletes aged 10 to 21 (Gould, Tuffey, Udry, & Loeh 1996). Issues such as the development of social competence (and its link to perceived athletic competence), peer acceptance and friendship quality have attracted researchers to study youth sport (Smith, 2003; Vierimaa, & Côté, 2016). The findings show that being successful in peer relations and perceiving acceptance by the peer group is strongly related to children’s perceived and actual competence in sport (Atkins et al., 2015).
In addition, children and young people who believe that they are viewed as competent by their peers have demonstrated higher performance-related positive affect (Duncan, 1993). Sport competence is also related to a higher peer status (De Meester et al., 2016). Moreover, during early adolescence, peers appear to be a particularly influential source of competence information (Eime et al., 2015). Furthermore, greater friendship perceptions have been found to predict the choice of tasks and physical activity levels for male and female young people (Almaatouq, Radaelli, Pentland & Shmueli, 2016).

2.2.3.3 School contexts.

School is one of the contexts, besides family, that is of most importance for the development of the individual. School is the place where knowledge is transmitted, and is the context for the development of affective and social identity of the individual (Lamote & Engels, 2010).

Socialisation develops throughout human life as a social process where the individual strengthens his or her own knowledge about norms and social values, and through which dominant social and cultural values are embodied (see Light & Yasaki, 2017). This process is particularly important during childhood but it is continuous throughout the individual life. Socialisation focuses on the importance of how the world influences the individual and how he develops and behaves in different situations (Giddens, 2006).

The school context is where children develop, in a more consistent way, relationship skills, capturing the different elements that surround them (Pianta & Walsh, 2014). The influence of school on the process of socialisation is presented primarily in terms of  interaction with peers (Dayrell, 2007). It is expected that the school, through socialisation, instils in young people, consciously and unconsciously, an ability to be responsible and cooperative with the group where he or she belongs. The school, guides student learning about behaving in a group or society and comprehending that the teachers represent a different kind of authority. In this way, school helps to develop of autonomy for young people, so that they will not depend on their peers, thus helping them to become pro-active and independent adults (Wentzel & Looney, 2007).

Research into the influences on the behaviour of young people in the school context has focused on the institution itself (e.g. grades, missing school, teacher-student relationship). Little research has been focused on how the school culture influences young peoples’ experiences and even less research has been done on school sport. Several researchers over the past decade have investigated the distinctions of young people’s engagement in sport across a range of sites, asking questions about why they join a sport, what they gain from it, and what improves and motivates or inhibits their engagement (Burrows & McCormack, 2011). There is a body of qualitative work that is informed by the notion that, like all social phenomena, sport is understood and experienced differently by young people according to different social, cultural and physical settings (see, Kirk & MacPhail, 2003). This includes a study on basketball (Light & Yasaki, 2017). In these accounts, sport is not necessarily viewed as a public ‘good’ and is seen as a social construction rather than something that is just ‘found’. Sport value, role, shape and substance are interpreted and ‘lived’ in multiple ways and are intimately tied to the discursive contexts within which the sport is played (Burrows & McCormack, 2011). Scholars conducting ethnographic studies with young people of specific ethnicities and religions have drawn attention to the ways in which cultural expectations shape young people’s desire and capacity to engage in sport (Atencio, 2006; Ha et al., 2010; Kay, 2006; Knez, 2010; Light, 2008a; Macdonald et al., 2009).  

Lave and Wenger’s (1991) concept of communities of practice used in research on youth sport clubs highlighted the extent to which the communities formed around particular sports can contribute to keeping children and young people involved and motivated, as well as the social nature of membership in a sport club through making it meaningful and enjoyable (see, Light, 2006). O’Flynn’s (2010) study of an elite girls’ school in Australia suggested that the values regarding sport have traditionally been, and remain, profoundly linked to broader discourses around personal achievement, excellence, school prestige and the notion of a well-rounded and balanced education. 

In the school where this study was conducted, sport figures highly on their list of priorities for students of all ages. This is evident on their website where you can read: 

Our aim is to encourage active participation, and give you the opportunity to excel if you desire. In our experience, young people who are able to explore their interests and express their talents in a wide variety of fields make better scholars, employees, friends, family members and citizens.

2.3 Wellbeing

Wellbeing is a growing concern in Western societies, and for Seligman, it is a ‘birthright’ for everyone (Seligman, 2014). Huppert and Johnson (2010) defined wellbeing as a mixture of functioning well and feeling good and a state beyond not suffering. There is a vast literature that provides multiple concepts and dimensions of wellbeing. For instance, the literature identifies two approaches: the hedonic approach and the eudaimonic approach (Deci & Ryan, 2001). The hedonic approach focuses on subjective happiness and the experience of pleasure. The good and bad elements of life, pleasure and displeasure, express the state of wellbeing. In contrast, the eudaimonic approach focuses on more than happiness with meaning and self-realisation as essential elements. Deci and Ryan (2001) argued that the eudaimonic wellbeing approach is evident in the full functioning of a person. Waterman (1993) stated that people experience eudaimonic wellbeing when they live in accordance with their true self, and their actions match their values. Even though the two approaches are built on two distinct views, both are important for wellbeing, and when the everyday person was asked to comment on their perceptions of a good life, both meaning and happiness were present (King & Napa 1998). 

To describe wellbeing, Keyes (2002) suggested ‘flourishing’ as an important construct, and described it as a state in which someone is full of positive emotions, and is functioning well in both psychological and social ways. Hence, high emotional wellbeing (individual’s satisfaction), psychological wellbeing (intrapersonal reflections), and social wellbeing (social integration) together create a state of flourishing. Seligman (2011) was apprehensive with this concept of flourishing. Instead, he defined flourishing as a state in which someone is able to develop strengths that help to overcome tasks and increase wellbeing (Seligman, 2014). Even though wellbeing can be explained with different constructs, together they reflect the multidimensionality of wellbeing (Keseberg, 2017).

2.3.1 PERMA model - a description of wellbeing.
The PERMA Model was developed by Martin Seligman (2011), the founder of Positive Psychology. Positive Psychology is "the scientific study of what makes life most worth living" (Park, Park & Peterson, 2010, p.2) or "the scientific study of positive human functioning and flourishing on multiple levels that include the biological, personal, relational, institutional, cultural, and global dimensions of life" (Seligman & Csikszentmihalyi, 2000, p. 12). This model is a tool that can be used to help people flourish and to promote a good life. By framing a model that includes factors that encourage flourishing, his first concept as a major element for a good life was ‘happiness’, in his ‘Authentic Happiness Theory’ (Seligman, 2004). The elements describing happiness were positive emotion, meaning and engagement. Although research has shown that the Authentic Happiness Theory referred to the disposition of people rather than to ‘happiness’ as an overall wellbeing construct, he later developed a new well-being theory or PERMA (Seligman, 2011). Seligman proposed that the five PERMA elements fall on the positive side of the mental health spectrum. He recognised that wellbeing is not merely the absence of negative psychological states, but is something more (Seligman & Csikszentmihalyi, 2000). The PERMA model includes five elements: positive emotion, engagement, relationships, meaning and accomplishment. In order to flourish all these elements have to be present, and each of them can be elevated. Next, I will present a brief description of each element of the model, which is discussed in more depth in the Theoretical Framework chapter (Chapter Three).

2.3.1.1 Positive emotion.

Positive emotion is the first of the five components of the PERMA model. According to Seligman (2011), positive emotion addresses a pleasant life and includes happiness and an array of emotions like fun, hope, compassion, amusement, gratitude or interest. It can be described as an hedonic element that covers subjective feelings of wellbeing as pleasure and comfort (Khaw & Kern, 2014). Throughout the study, the main aspect that kept appearing during the interviews and even during training sessions and games was that basketball was fun.

2.3.1.2 Engagement.

Engagement is experienced when people are involved in a circumstance where they intensely focus on something, like a project or training. When people’s concentration during a situation is “so intense that there is no attention left over to think about anything irrelevant or to worry about problems” a state of flow is achieved (Csikszentmihalyi, 1990). Seligman (2011) described this state of flow as when engagement is so strong that the person is unaware of time or environment. For Seligman, going through a state of flow is the highest form of engagement, and it can be experienced when the task is very stimulating, and one’s own skills are suitable for the task at hand. 

2.3.1.3 Relationship. 

The third component describes every positive relationship a person can have: family, friends, boyfriend/girlfriend, husband/wife, bosses or colleagues (Seligman, 2011). In those relationships feelings of integration, being cared for and satisfied are included (Khaw & Kern, 2014). For Seligman (2011) wellbeing is something that is experienced collectively, not achieved individually. He recognised that most of the aspects responsible for wellbeing are experienced around other people, for example smiling as a positive emotion or feeling proud of overcoming a challenge. By experiencing these types of wellbeing, others are mainly involved either by being around or by the possibility of sharing those emotions with other people. 

2.3.1.4 Meaning. 

The fourth component of Seligman’s PERMA model and an eudaimonic element is meaning. A variety of sources can provide the feeling that one’s own life matters, like work, other people or a belief in something bigger than oneself (e.g. religion). It is defined by having a direction in life and how your one’s life is valuable and meaningful (Steger, 2012). 

2.3.1.5 Achievement.
Accomplishment is described by Seligman (2011) as a sense of competence, mastery or achievement, and it augments motivation and self-discipline. Reaching a goal or overcoming a challenge and getting some type of reward for it allows people to feel proud of themselves. Seligman (2011) stated that it is a pursuit of a goal itself and not of other things that go along with it. Therefore, it is not important how often you achieve something, but what is achieved in order to make you feel good.

2.3.2 Overview.

Meaning and engagement are strongly associated with life satisfaction, while pleasure has the lowest association, with studies showing that engagement was the biggest contributing factor (Chan, 2009; Gabriele, 2008; Schueller & Seligman 2010; Vella-Brodrick et al. 2009). Some studies also suggest that people experiencing engagement and meaning had greater satisfaction with life, while pleasure had little effect (Park et al. 2009; Ruch et al. 2010). To sum up, engagement was rated as the most influential element in increasing positive affect and contributing to satisfaction with life, motivation, activity, and meaning (Chan 2009; Gabriele 2008; Peterson et al. 2005; Ruch et al. 2010; Vella-Brodrick et al. 2009). Meaning was a close second (Park et al. 2009; Peterson et al. 2007). Peterson et al. (2005) stated that chasing multiple elements of the PERMA model allowed for greater life satisfaction and the likelihood of a full life, while chasing fewer elements was less effective and hypothetically constituted an empty life. 

2.4 Sport in New Zealand

British settlers in New Zealand displayed a pronounced enthusiasm for sport. Voluntary societies and clubs were formed very early in the founding of the new settlements when one might typically have expected other basic amenities and requirements of colonial life to have taken priority (Ryan, 2007). Like Australia, New Zealand has been strongly influenced by British colonisation and the games ethic (ref). Leisure and organised sports embodied familiar and reassuring elements of ‘home’ that were necessary to ease the transition to a new colonial setting (Donovan, Jones & Hardman, 2006; Mangan, 1981). Sport also served as a means of social harmony – a common ground upon which settlers arriving from different parts of Britain could be integrated into the fabric and values of the emerging community.
Sport in New Zealand emerged as a regular feature of public holidays and anniversaries; it often included sports like cricket, foot and horse races, a sack race, hurdle race, shooting matches, quoits match and rowing. New Zealand was a society in which many had access to sport, and the best players and teams succeeded because of ability rather than social status (Phillips, 1987, pp. 90-1). The relative concentrations of populations, resources and finances even in the small New Zealand cities allowed sporting opportunities which were not accessible to the rural community. While there was no shortage of initial sporting enthusiasts in the early years of most small country settlements, many of these clubs, and especially their attempts to establish inter-community competitions, fell victim to the constraints of small population, isolation and difficult travel.
Given these strong urban influences, it is also easy to see why the largely rural Māori population did not figure prominently in 19th century Pākehā (a white New Zealander as opposed to a Māori) sporting culture (Ryan, 2005). However, in urban settings, Māori quickly embraced Pākehā sports, and especially rugby. Those who did participate at a club and provincial level had generally been exposed to the Pākehā school system and the social values it promoted. In schools, there was some attempt to increase female involvement in sport (Ryan, 2007). As Ray Crawford shows in 1875 at the first girls’ secondary school to open in Australia, the headmaster Charles Pearson spoke of the importance of health and physical education. Despite the steady advances in women’s sporting participation and in physical education provision, girls were always under adult scrutiny with ‘ladylike’ behaviour always expected and enforced. Two of the key ways such behaviour was enforced were through the avoidance of too much physicality and the promotion of sports that did not allow physical contact. 

By 1910, netball, a modified sport developed from basketball, became the dominant sport in girls’ schools in both Australia and New Zealand (Nauright & Broomhall, 1994). Basketball (as opposed to netball) increased in the 1900s, and by the 1990s there was significant participation partly as a result of the strong support of the men’s league and the televising of the women’s national league by the Australian Broadcasting Corporation (Mangan & Nauright, 2000). Although there was increased interest, women were not taken seriously as a market by television and newspapers. When women in sport are mixed tenses covered, it is often as sex objects (Coakley, 2009). The presentation of female athletes in demeaning or sexualised pictures with captions that reinforce the reader’s ‘common sense’ views of society has contributed to the perception of women’s sport as inferior to men’s sport (Coakley, 2009).

Despite the lingering gap between opportunity in men’s and women’s sport in New Zealand, there has been extraordinary progress (Pennell, Cassidy, & Gilbert, 2017). This is not only in access to an increasing number of sporting opportunities, but also in the fact that a growing number of women have the chance to develop a career as a professional sportswoman. However, these gains must be set against the still limited avenues available for women to achieve appropriate recognition in sport.

2.4.1 The Development of Basketball in New Zealand.

J. H. Greenwood introduced basketball to New Zealand when he was appointed as physical director of the Wellington YMCA in 1908 with the ‘Y’ network (YMCA and YWCA) spreading the game across New Zealand from the 1920s (Saker, 2013). By the mid-1930s men’s and women’s indoor basketball associations had been set up in the main cities and some smaller centres. During the Second World War, many members of the New Zealand armed forces were exposed to basketball through interaction with American military personnel. The New Zealand Women’s Indoor Basketball Association (NZWIBA) was established in 1945; the men followed suit in 1946 with the New Zealand Men’s Indoor Basketball Association (NZMIBA). Between 1946 and 1961 the NZMIBA grew from 16 affiliated associations comprising 366 teams to 31 associations with 750 teams.

A major breakthrough came in 1968 with the creation of the Oceania qualification zone by the International Basketball Federation (FIBA), basketball’s world governing body. This meant that Australia and New Zealand would compete every two years to decide which country would represent the zone at the Olympic Games and the world championships. In 1971 the NZMIBA and the NZWIBA amalgamated to become the New Zealand Basketball Federation (NZBF).

Growing participation levels in basketball have continued in recent years across a range of sports. In 2002, Christchurch City Council Participation rates in sports were high for boys (92% or 40,700) and girls (97% or 41,200) compared with the nation as a whole (Physical Recreation and Sport Strategy, 2002). Around seven in 10 (71%) young people were involved in sport and active leisure at school in Canterbury/Westland. Girls were more likely to participate at school than boys (78% compared to 65%). Eighteen percent of young people take part in sport and active leisure organised by the school but outside school hours. In the same study, these opportunities were more popular with girls than boys. Feedback from secondary schools reveals that 52% of students in Canterbury/Westland were involved in competitive sports (that is, they represented their school in inter-school competitions in at least one sport). In 1998, 49% of girls (around 6,100) and 56% of boys (around 7,100) played sport at this level. The figures for the whole of New Zealand show that 56% of secondary students played representative sport - 53% of girls and 59% of boys.

2.4.1.1 Junior levels.

Instituted in the 1960s, age-group championship tournaments and the secondary-school national championships have remained the cornerstone of junior development. For most players, high-school basketball was their introduction to the game at a serious level, and they look back on their battles at ‘secondary school nationals’ with fondness. In 1983, NZBF hosted the Commonwealth Basketball Championships (men’s and women’s) and a coup was achieved when the national men’s team received a wildcard entry into the 1986 World Championships in Spain. 

The New Zealand men’s team gained further international exposure when the Soviet Union team visited in 1987. In 2001 the Tall Blacks stunned the basketball world with a 2–1 home series victory over Australia in the world championship qualifying series. In the following year, the Tall Blacks defeated ‘two giants’ of basketball, Russia and China, at the world tournament in Indianapolis. They then defeated Puerto Rico in the quarter-finals, but the New Zealanders’ run came to an end in the semi-finals against Yugoslavia with the Tall Blacks eventually finishing fourth in the world. 

In 2003 the New Zealand Breakers became the first professional men’s New Zealand-based side to compete in the Australian National Basketball League. After some difficult seasons, the Breakers made the playoffs for the first time in 2008. The side won the league title in 2011 and repeated the feat in 2012 and 2013. Bell (2009) described the story of women's indoor basketball by saying that it was a comparatively new sport in New Zealand. It was first played on a competitive basis by the Y.W.C.A., which also organised national tournaments. The New Zealand Women's Basketball Association (Inc.) was formed in 1946. During the first two years, the Association had its headquarters in Wellington, but in 1948 they were transferred to Nelson. National and Island championships have been held annually since 1947 and the high numbers of teams competing made it possible and necessary to divide these into three grades: A; A Reserve; and B grades. The A and A Reserve grade championships had eight teams each and were held as a separate fixture to the B grade. The Island A and B grade championships were also held as separate fixtures in their respective islands. At the moment there are 4,000 players registered with the New Zealand Women's Indoor Basketball Association, but there also exists a large number of unaffiliated players in the smaller centres.

One New Zealand men’s team did a tour in Australia in 1958 to compete in the State championships where they played 13 matches with New Zealand, winning 11 and losing two. Two years later an Australian team visited New Zealand and won two out of three test matches. Late in 1964 a New Zealand team toured Australia and played 12 matches, winning six and losing six. Currently, the women’s national team is placed 22nd in world standings.

New Zealand’s sports structure was brought by the British, and to a certain degree, had a crucial role in establishing continuity and familiarity in the new colony (Ryan, 2007). Although it was more egalitarian, sport participation in New Zealand faced significant hurdles due to its socioeconomic factors and highly rural areas. The following section discusses how sport affected schools in New Zealand and will provide context for the current state of sport in schools.

2.5 School sport in New Zealand.

History shows how curriculum was linked to the social virtues of participation in competitive team games, and success in sport was linked to a school’s identity (Kirk, 2003). These concepts originate from England, where physical education grew from organised sport associated with the 19th century private boarding schools of the rising middle classes. These institutions initially used sport as an activity to combat anti-social behaviour, but sport became a highly renowned and respected feature of the ‘Public Schools’ (Donovan et al., 2006).

Access to education also allowed access to sport. Just as the élite English boys’ public schools devoted considerable time to organised sport as both recreation and moral training, so did their New Zealand counterparts, Christ’s College and Auckland Grammar School (see, Mangan, 1981; Ryan, 2007). Only in the early 20th century did primary schools turn their attention away from repetitive drill exercises to organised games and eventually created inter-school competitions (Ryan, 2007).
Another prominent feature of New Zealand’s élite school system in the 20th century was the incorporation of amateur ideals, which emphasised gentlemanly conduct and playing for pleasure instead of for monetary gain (Crotty, 1996). Governing bodies in rowing and rugby would expel their players if they were receiving money for participating in their sport. There was also a major difference in terms of gender participation in sports; cricket and rugby were considered boys’ sports, and girls’ participation was often the object of ridicule (Coney, 1993). At the end of the 1980s, some policy changes have led to an increased marketisation and competitiveness of secondary high schools in the United Kingdom, Australia and New Zealand (see Keddie, 2013; O’Neill, 2011; Penney, 2004). In New Zealand, for example, the 1989 Education Act stipulated the privatisation of schools through the removal of public subsidy and promoting charitable and corporate contributions to help these schools to achieve financial sustainability (O’Neill, 2011). Due to this Education Act, schools in New Zealand introduced new programmes, such as sport academies, that prospered from 1992 to 2000 (Grant & Pope, 2007).

In New Zealand, the role of Regional Sport Director was established in 1987 as an initiative of the Christchurch Secondary Schools Principals’ Association and became operational in 1988.  It replaced the Christchurch Secondary Schools Sport Masters’ Association, and the Christchurch Secondary Schools Sport Mistresses’ Association (School Sport Canterbury, 2015). There are 15 Regional Sport Directors nationally, and the Canterbury position was the first to be established.  Similar positions were then established by Principals’ Associations in Auckland and Wellington, followed by a joint initiative in Waikato between the Principals’ Association and Sport Waikato. The position of Sport Director was established by the Christchurch Secondary Schools Principals’ Association, and it is still owned by the Canterbury/West Coast Secondary Schools Principals’ Association.  The Association established a subcommittee, the Sport Director’s Management Committee, to manage the position. Initially, 28 schools in the greater Christchurch area were the founding partners of the office.  A further 13 Christchurch schools have subsequently joined the office.  In 1993, the eight Canterbury country high and area schools, which comprise the Combined Country High Schools Sport Association, joined the office.

In New Zealand, the development of individual sports coincided with a major increase in participation in non-traditional sports as well (Spanhake, 1970). There was a problem, with this sudden spike in participation, in coping with the demand. To answer this demand, teachers voluntarily offered to be the coaches, and they would end up turning up to practices and at the weekends to support their teams. However, the teaching demands changed in the 1970s. This culminated in the Post Primary Teachers Association’s objection to this voluntary engagement (Grant & Stothart, 1994) and that was the end of the voluntary engagement by the teachers. 
The inclusion of sport in the school curriculum has been met with some resistance and faced controversies in gaining legitimacy and acceptance as part of the formal curriculum in schools (Grant & Pope, 2007). There were some who argued passionately against its inclusion in the curriculum. There were others who argued that “if sport is equal to ludic (movement) forms (art, drama, music and dance) both for the individual and the culture; and if more appropriate participation in sport represents a positive step in cultural evolution then sport in education is justified” (Siedentop, 1982, p.2). Hendry, Schucksmith, Love and Glendinning, (1993) further argue that in this postmodern age, young people have diverse views about sport and they might avoid participation if it requires a high degree of commitment and energy, particularly if their skill level is below that of their peers. 

More locally, in September 2002, through the survey for Physical Recreation and Sport Strategy, the Christchurch City Council adopted a leadership role and tried to bring together the many different organisations involved in physical recreation and sport into one comprehensive strategy. The survey found that more boys in Canterbury/Westland (77%) are active than girls in the region (64%) with boys spending more hours per week (8.3) than girls (4.7) being active. Almost all young people in Canterbury/Westland (94%) take part in some sport or active leisure of one sort or another.

The literature presented in this chapter covers an array of subjects that were present in this study. In the next chapter I describe the theoretical framework that shaped the study and was developed through the grounded theory process.

Chapter Three: Theoretical Framework
Theory is a way of understanding the world around us. It comes from the Greek word theorein, which means to look at or see, and it provides a set of values or ways for understanding. Theory, as suggested by Howell (2013), merges assumptions and validations into a framework to help gain understanding, which can be prescriptive, or help to yield meaning. Constructivist Grounded Theory (CGT) demands a delay in the use of theory and literature until the later stages of the research process, to allow for the data to emerge without the interference of a pre-determined theory (Charmaz, 2014) in an inductive research approach. This allows for the development of substantive theory from the data to a point where the use of literature will not take the attention of the researcher away from understanding what is happening in the setting being studied. Theoretical sampling, in grounded theory (GT) studies, is critical to its successful use (Hood, 2007) and when writing the final report, the substantive and/or formal theory takes into account all the differences in the data and circumstances associated with these differences. Hood (2007) also emphasised that the focus on theory development should still be the priority of the researcher, recognising that the research being done is a critical product rather than just a simple descriptive account. Glaser (1998) proposed keeping an open mind and a positivistic objective position, asserting that, “the literature is discovered as the theory is” (p.69). Strauss and Corbin (1990) presented a different argument, suggesting that an initial theory needs to guide the researcher, thus encouraging what he found in later stages of the research as the theoretical framework. One of the major differentiating features of Classic, Straussian and Constructivist GT is the use of literature and formal theory. 

For Glaser (1998), in CGT, the literature is treated as an extra source of data and merged with theory through the process of constant comparisons. Therefore, the “grounded theorist will generate a theory that transcends the literature, [and] synthesises it at the same time” (Glaser, 1998, p.120), generating a theory that is relevant and fits the specific context being studied. Regardless of the form of GT used, in order to fulfil the University requirements, I had to include a theoretical framework in the 1st year doctoral proposal document and present it using a broad spectrum to be able to account for all possible theoretical frameworks of the study. This can present a problem for the researcher. When writing my 1st year doctoral proposal, where I identified possible theories, I suggested constructivism had a role in shaping the experiences and meanings of the participants, but tried to avoid being guided by it until the later stages of the CGT process. While I was analysing the data, following the creation of theoretical categories and the emergence of theoretical statements in the CGT process (Charmaz 2014), I saw the suitability of constructivist learning theory as my theoretical framework, with an emphasis on social constructivism. As the importance of experience and environment emerged, I saw how Dewey’s social constructivist work on experience and learning might help, and that situated learning theory and embodied cognition and learning were suitable. When the CGT analysis process reaches the end of focused coding, a researcher draws on formal theories to help support his findings and elevate the data to a theoretical state (Charmaz, 2014); this process has been explained in more depth in the Methodology chapter. Once I reached this step, the focus of my data resonated with the ideas of Positive Psychology, more specifically the PERMA Model. 
My theoretical framework is formed by the constructivist learning theory and the theories mentioned previously. They all complement each other, and they sit on the assumptions of constructivism as a branch of epistemology. 

3.1 Constructivism as a branch of Epistemology 

Webster's New World Dictionary (1984) defined philosophy as the “love of, or the search for, wisdom or knowledge” but also as the “theory or logical analysis of the principles underlying conduct, thought, knowledge, and the nature of the universe" (p. 60). Teichmann and Evans (1991) stated that "philosophy is a study of problems which are ultimate, abstract and very general. These problems are concerned with the nature of existence, knowledge, morality, reason and human purpose" (p.1).
Grayling (1995) explained how "the aim of philosophical inquiry is to gain insight into questions about knowledge, truth, reason, reality, meaning, mind, and value" (p.1). There are four different branches of philosophy: metaphysics is the study of the nature of things; axiology is the umbrella term for different studies that centre upon the nature of different types of values, including subjects like aesthetics, politics and ethics; logic is the attempt to codify the rules of rational thought; and epistemology is the study of knowledge.
My theoretical framework is informed by constructivist epistemology and the other analytic concepts present in this chapter that are based on constructivist theories. With the concept of constructivism in mind, Di Vesta (1987) stated that knowledge should be discovered as a cohesive whole and it should not be divided into different subjects or compartments. This underlines the importance of the context in which learning is presented (Brown, Collins & Duguid, 1989). Hence, according to Ackerman (1996), the context in which somebody needs to operate does not approach one in the form of different subjects, but as numerous complex facts, problems, dimensions, and perceptions.

From this point of view, acquiring knowledge is a process of adjustments, while struggling with the conflict between existing and new understandings of the world. Looking through a constructivist lens, this process entails the constructions of new representations and models of reality, as people take on meaning-making with culturally developed tools and symbols. Every so often this process of meaning-making is done through cooperative social activity, dialogue and discussion in their respective communities of practice (Fosnot, 1996). During the later stages of my study, the players on the team constructed their own interpretations of what was fun and enjoyable about basketball through their experiences, shared or individual, while playing the sport, which was also shaped by their previous experiences, existing knowledge and their context. 

Constructivism has two major branches: Piaget’s psychological constructivism and Lev Vygotsky’s social constructivism. The former is presented in the following section of this chapter.

3.1.1 Piaget’s Psychological Constructivism.

Jean Piaget was a Swiss biologist who developed psychological or cognitive constructivism’ (Piaget, 1975/1985). He proposed that learning was a constant process of cognitive adaptation, as opposed to the traditional idea that learning is the passive adaptation of objective knowledge. Piaget believed that everybody tries to achieve a balance between assimilation and accommodation, which is attained through a mechanism he called equilibration. As children go through the stages of cognitive development, it is vital to maintain a balance between applying previous knowledge (assimilation) and changing behaviour to account for new knowledge (accommodation) (Piaget, 1975/1985). It is through the process of interpretation that the learner develops new, distinctive personal knowledge, which is shaped by his or her previous experience and knowledge. From Piaget’s perspective, learning involves reacting to disturbances through two processes that alter a person’s existing knowledge and cognitive structures, called accommodation, and transforming the new knowledge or experience, assimilation (Piaget, 1975/1985). During his research, Piaget (1952) theorised that children are born with ‘schema’ operating at birth, and these were “a cohesive, repeatable action sequence possessing component actions that are tightly interconnected and governed by a core meaning” (p.7). In order to be in a state of cognitive or mental balance, for Piaget, the child's existing schemas have to be able to explain what they can identify around it.
The processes of assimilation and accommodation, are used by individuals in their attempts to adapt to new knowledge, and they are used simultaneously and interchangeably throughout life. Together, these processes are used all through life as the person becomes involved with the environment in a more intricate manner. Assimilation is a cognitive process that controls how we assess new information and incorportate that new information into our existing knowledge. Accommodation is the process of adaptation that occurs cognitively so that a person can receive something new from the environment. 

A person’s current schema will go through a perturbance when faced with a new environment or item of knowledge. According to Piaget (1975/1985), once our cognitive structures begin to accept the new environment or schema, they will go through a re-balancing process with each other and the processes of assimilation and accommodation will create new mental schemas for the knowledge. Pass (2004) presented a critique of Piaget’s theory. He stated that it provides part of the foundation for constructivist influenced pedagogy, for example, supporting the emerging passions of the child throughout the cognitive stages of development. But in the end these ideas failed to provide the influence that the other people involved in the environment and their contribution from the social-cultural perspective have on the child as they grow. 

3.1.2 Vygotsky’s Social Constructivism.

Social constructivism sees learning and cognition as a shared process spread across the individual’s world instead of as an individual process (Light, 2011). It first came to light by the hand of Lev Vygotsky, a Russian psychologist, and was further advanced by Bruner and Dewey. Vygotsky’s work emphasised the social and cultural nature of learning but also the major role that language had in it. Researchers whose work is positioned toward the social dimensions of learning are typically recognised as using a theoretical framework based on “social” or “Vygotskian” constructivism. Most of the researchers acknowledge that learning is the ability of learners to take hypothetical concepts and purposefully make meaning of them through tangible experiences that involve and are influenced by social interaction. Vygotsky’s social constructivism states that the creation of knowledge is a process that is influenced by various cultural factors that occur throughout human development. It transforms external social phenomena into cognitive tools that are later used separately by the individual (Vygotsky, 1978). 

Social constructivists recognise that the acquisition of knowledge, how we learn, and its construction are done through, and elevated by, social interaction. The process of learning is accomplished through constant interaction with others, which takes place within a specific socio-cultural context and is reliant on language. The focal point is seeing learning as sense-making, instead of the acquisition of knowledge that exists outside the learner (Vygotsky, 1978). Vygotsky disagrees with the ideas presented by Piaget, by clarifying that learning first happens on the “social plane” rather than the “mental plane” (see Bidell, 1988; Rogoff, 1988) and Vygotsky also makes the distinction between “spontaneous” and “scientific” perceptions (Fosnot, 1996). Spontaneous perceptions develop “naturally” in children, through their everyday experiences, supporting the idea that they can learn informally, through play. Likewise, he argued that through mental practice, children are able to develop the ability to think using more abstract, scientific ideas. Vygotsky (1978) claimed that these abstract ideas were central to life. Due to their social nature, they were culturally accepted but open to social changes and were often spread using formal means of instruction. 

Vygotsky (1978) did not see this as an individual process. He clarified that change from spontaneous to scientific understanding through what he called the “zone of proximal development”. He defined this as “the distance between the actual developmental level as determined by independent problem solving and the level of potential development as determined through problem-solving under adult guidance, or in collaboration with more capable peers” (Vygotsky, 1978, p. 86). With his research, he found that these zones can vary from child to child and that adult supervision was a required factor of a more abstract, conceptual way of learning. Vygotsky (1978) also stated that language and communication were vital to this process:

The specifically human capacity for language enables children to provide for auxiliary tools in the solution of difficult tasks, to overcome impulsive action, to plan a solution to a problem prior to its execution, and to master their own behaviour. Signs and words serve children first and foremost as a means of social contact with other people. The cognitive and communicative functions of language then become the basis of a new and superior form of activity in children, distinguishing them from animals. (pp. 28–29)
Mahn and John-Steiner (2002) believed that Vygotsky’s concern with language led modern social constructivists to acknowledge dialogue as a central aspect of learning, especially while socially interacting, where the people involved question, converse, explain, and jointly create meaning. This major focus on social interaction can be observed in a plethora of ways in the more recent physical education literature. Some, like Light and Fawns (2003), argue that learning through Game Based Approaches, like Teaching Games for Understanding (TGfU), happens through the interaction of experience and reflection. Others, like Reed et al. (2010) suggest that the learning process occurs primarily through social interactions. Equally, Ennis’s (2000) acknowledges in her Sport for Peace curriculum how the curriculum is designed to allow the student to focus on “community, caring, enhancing the gameplay of all students” (p. 248) to increase the interest and levels of engagement of students, teachers in physical education should adopt a social constructivist perspective. 
3.1.3 Bruner’s Socio-Cultural Constructivism.

Bruner originally started by following the work of Piaget until he was influenced by Vygotsky, who started publishing his work in the 1960s (Light, 2011). Bruner’s work (1961) picked up the concept of discovery learning, which was a concept originally created by Dewey on the discovery of knowledge. Bruner assumed that knowledge is self-constructed through organising and categorising information using a coding system. Bruner was a firm believer that the most effective way to develop a coding system is to have no guidance; it should be self-discovered. The concept of discovery learning implies that people make their own knowledge for themselves (also known as a constructivist approach).
Owing to the influence of Vygotsky’s work in the 1960s following its publication in English, Bruner moved away from Piaget’s concepts of intra-personal dimensions of learning and decided to create different sets of experiences, inclinations, and knowledge. These sets are used to make sense of our own ongoing learning experiences. Bruner also highlighted the idea of learning being a social process to show how it is strongly linked to social experience. It is linked through the site of the specific learning experience but also in the individual’s participation in the setting practices (social and cultural) of larger social and cultural settings (Bruner, 1996).

3.1.4 Dewey’s Experience and Learning

John Dewey can be seen as another social constructivist whose work focused on experience and learning. For Dewey (1938/97), experience appeared from the synergy of two principles – continuity and interaction. Continuity is about the positive or negative impact that experiences have on a person. Interaction is about the effect of the situation on one’s experience. Dewey (1938/97) expanded on these principles, stating that one’s present experience is the result of the interaction between the person’s past experiences and the present experience. In sport, a player’s experience is dependent not only on how the coach enables and organises the coaching session, but also on the player’s previous experiences of being coached in a similar fashion, either by the doing the same drills or having different coaches. Dewey (1938/97) stated that it’s imperative to recognise that no experience has the same meaning to everybody; what can be a damaging experience to one person may be gratifying for another. He went into more detail, explaining that to create meaning, the consequences that an experience has on the individual’s present and future, and the degree to which the individual is able to provide to society, has to be taken into account (Dewey, 1938/97). 

Viewed from a coach’s standpoint, once the coaches have an understanding of the theory of experience, they will be able to progressively begin organising their training sessions by taking into consideration the players’ past experiences and providing them with experiences that will help them access future growth experiences. These experiences will help them contribute even more towards society.  Dewey (1938/97), in his book Experience and Education, shifts his focus towards experiences. He critiques the “traditional” education and promotes his ideas of “progressive” education. Throughout his book, Dewey (1938/97) claims that to design liberating educational experiences successfully, there has to be an understanding of the student’s past experience; he highlights the importance of the quality of student’s growth experience in allowing them to accomplish their full potential as a functional member of society. 

3.2 Constructivism in Sport and Physical Education Pedagogy Studies

Although there has been an increase in the use of constructivism in most teacher education programmes for the past few decades, for much of the twentieth century, research about learning and teaching in sport and physical education has been ruled by behaviourism (Light, 2008). The initial practices of education maintained that the cognising agent is isolated from the world, and the understanding is separated from physical experience. These ideas are based upon traditions about learning that are deeply embedded in Western culture (Davis, Sumara, & Luce-Kapler, 2000). 

There are a couple of theories that have been widely used in sport coaching research that do not sit well with constructivist epistemology, but need explaining. One is Self-Determination Theory (SDT) which is the theory of human motivation (Deci & Ryan, 1991, 1995). It focuses on supporting our intrinsic inclinations to behave in effective and healthy ways. The study by Matosic et al. (2017) focused on examining the role of narcissism in predicting controlling versus autonomy-supportive coach behaviours, in situations in which narcissism could appear. The study by Hancox, Quested, Ntoumanis and Thøgersen-Ntoumani (2018) explored group exercise instructors’ experiences of implementing SDT-informed motivational strategies, following a motivation communication training programme. The main component of the training programme was to support instructors to increase their use of motivationally adaptive strategies (i.e. autonomy-supportive) and decrease or replace their use of motivationally maladaptive strategies (i.e. controlling).

The second theory is Constraints Led Theory, a teaching/coaching method based on the principles of non-linear pedagogy. It promotes a freer approach to teaching and learning in PE (Williams & Hodges, 2005) by manipulating certain constraints for learning. Successively, the learner is challenged and directed to find their own solutions to the problems or the goals needed to be reached. The constraints are the boundaries within which the students or players can search for solutions. The literature that supports the use of a constraints-led approach proposes that there is a close relationship between the movement of the individual and the environment they are in (e.g. Araujo, Davids & Hristovski, 2006; Zald, 2017). In sport literature, a constraints-led approach describes how constraints (physical, environmental and task-related) form the acquisition of motor skills and knowledge of game-play when modified games are delivered pedagogically (Araujo et al., 2004; Davids, Button & Bennett, 2008; Renshaw, Chow, Davids & Hammond, 2010). The intentional design of games (Charlesworth, 1994) constrains the player to seek an option in order to achieve a solution or strategy to overcome the constraint(s) that are implemented (Davids et al., 2008; Davids, Araujo & Shuttleworth, 2005; Newell, 1991). 
Behaviourism sees thinking as being impossible to observe and shifts its focus towards the body in terms of what is observable. It emphasises cause and effect in behaviour and the influence of environmental conditions (Davis et al., 2000), presuming behaviour to be an explicit linear and measurable process of acquiring knowledge. To behaviourists, knowledge is something that it is “out there”, and learning is a process of internally representing this reality in the mind of the learner from his or her standpoint (Varela, Thompson, & Rosch, 2016). This is very clear in coaches’ clinics where they demonstrate the fundamental motor skills that children have to learn in order to be able to play the sport in question. 

Constructivism is a very different explanation of what knowledge is and how we acquire it. Constructivism embraces a more natural, holistic view of learning that challenges this dualistic vision of mind from body, learner from learned, and subject from object that is apparent in behaviourism. Light (2008) suggested that teachers and coaches should understand the different assumptions about what knowledge is and how learning occurs. Instead of simply exploring stages of thought, or behaviours learnt through reinforcement, the constructivist theory of learning characterises how structures, language, activity and meaning are derived (Kirk & Gorely, 2000).

Constructivist learning theory has been used in studies on physical education and youth sport since the 1960s, and it has been quite popular in the last few decades (see Grehaigne, Richard, & Griffin, 2005; Hay, Tinning & Engstrom; 2015; Kirk, 2005; 2006; Kirk, & MacDonald, 1998; Light, 2008, 2017; Rink, 2001; Rovegno & Dolly, 2006; Tinning, Kirk & Evans, 1993). Student-centred approaches started to appear in the 1950s and 1960s, and they showed many elements of a constructivist approach. Some of those elements of constructivism started to be noticeable in physical education texts of the 1970s (Rovegno & Kirk, 1995), like Mosston’s (1972) spectrum of teaching styles. The styles at the end of this spectrum are similar to a constructivist approach. 

Following publication of TGfU by Bunker and Thorpe (1982), learning was initially explained from a constructivist perspective (Bhattacharjee, 2015; Kirk & Macdonald, 1998). Siedentop’s (1994) model for sport education also presents some elements consistent with constructivism’ learning theory. McInerney and McInerney (1998) highlighted how Piaget’s viewpoints on learning assume that knowledge is dynamically interpreted by the learner through processes of exploration and discovery. Piaget also recognised the importance of experience to suggest that thinking and learning are not controlled by the mind but occur through the body and its senses (Bada & Olusegun, 2015; Bhattacharjee, 2015; Davis et al., 2000). But it was Rovegno (1998) who was the dominant advocate of using constructivism to comprehend and improve learning in and through physical education. She stressed how the acquisition and reorganisation of new and pre-existing knowledge make a unique understanding of the environment (Chen & Rovegno, 2000; Schrader, 2015). 

Azzarito and Ennis (2003) suggested that social constructivist pedagogy has the potential to offer a connection between all the members of the teaching community (both between students and students and between teachers and students). They acknowledged that educators need to shift their views about PE teaching away from traditional models, to create relevance for students. In the 1990s, several researchers suggested that the view of learning underpinning TGfU was coherent with constructivism (Grehaigne, Godbout, & Bouthier, 1999; Kirk & MacDonald, 1998), which led to the use of learning theory to describe how learning happened in TGfU (Kirk & MacPhail, 2002). Constructivism is considered a nonlinear and dynamic process. It explains the cognition and learning that takes place in game situations of continuous change and that these ideas need to be understood, not simply transferred. 

When using a constructivist-informed approach students or athletes are encouraged to be actively involved in their own process of learning. The coach or teacher acts more as a facilitator who coaches, mediates, prompts, and helps students develop and evaluate their understanding and, thereby, their learning. One of the coaches or teacher's biggest task will be asking good questions. This focuses on inquiry and continues to prompt athletes or students to then formulate their own questions. Through the power of these dialogues, athletes or students explore interpretations and expressions of learning; while this is happening, cooperative learning is highly encouraged.  To Kirk and Gorely (2000) the constructivist theory of learning characterises how structures, language, activity and meaning are achieved, instead of simply exploring stages of thought, or behaviours learnt through reinforcement.

In a study looking into learning in PE, Quennerstedt, Öhman and Armour (2014) offered important insights into the learning process. It added to the wider literature using sociocultural learning theory (see, Hodkinson, Biesta & James, 2007, 2008; Säljö, 2009; Wertsch, 1998) by showing how using a learning theory framework can help to guide research questions. They presented four methodological challenges to show how different aspects of learning are constituted in practice. These were: (1) how learning can be seen as practical and embodied; (2) how individual experiences are an inherent feature of the learning process; (3) how wider cultural influences enter and become part of the learning process, and (4) how power relations shape the learning process and can be understood in practice through the way in which they are staged in action (Quennerstedt, Öhman & Armour, 2014).

3.3 Positive Psychology and PERMA Model

Positive Psychology is not a learning theory but a psychological theory about what makes people happy. As a fairly new rising branch of psychology, Positive Psychology is the “scientific study of what goes right in life, from birth to death and all the stops in between… that takes seriously those things in life that make life most worth living” (Peterson, 2006, p. 4). Dr Martin Seligman, the head of The Positive Psychology Centre at the University of Pennsylvania, defines positive psychology as “…the scientific study of strengths and virtues that enable individuals and communities to thrive” (2007, p. 1). 

The field of positive psychology is the study of both personal emotions and attributes to increase well-being and positive life outcomes, as well as the investigation of the role of institutions in helping individuals to flourish (University of Pennsylvania, 2007). This fits nicely with transformative efforts of both fields that seek to encourage positive outcomes in areas of life related to well-being and functioning adults in society. Several constructs like hope, optimism, grit, and the cultivation of inherent strengths have been the focus of research in the field of positive psychology (Isaacowitz, Vaillant, & Seligman, 2003; Peterson, Park & Seligman, 2005; Seligman, 2002; Seligman, Reivich, Jaycox, & Gillham, 2007). These studies have discovered links between several distinct psychological constructs and positive life outcomes, and more recent research suggests that many of these constructs can be manipulated (Dweck, 2006; Paunesku et al., 2015; Seligman et al. 2007). 
Positive psychology accounts for both hedonic (e.g., emotional states) and eudemonic (e.g., flow and meaning) elements that help people reach and feel happiness and, in the end, flourish. The flourishing is characterised by experiencing “the opposite of mental disorder, rather than its mere absence” (Huppert & So, 2013, p.849). From this perspective, wellbeing embraces objective (e.g., quality and standard of living) and subjective factors (e.g., emotional and mental health) that allow an individual to experience an enjoyable and meaningful life which he or she believes is worth living (Seligman, 2011; Seligman & Csikszentmihayi, 2000). 
Through the CGT analysis process, once all the data was analysed I reached the end of focused coding and with that I introduced positive psychology as a framework to explains the cooperative power of positive emotions and character traits for the best functioning of individuals, groups, and institutions (Gable & Haidt, 2005; Seligman, Steen, Park, & Peterson, 2005). This theory focuses on “the constructive and optimistic concepts in life such as strengths, happiness, flourishing, and well-being, which have been advocated in various disciplines” (Lee, Krause, & Davidson, 2017, p.76). In 2011, Dr Martin Seligman proposed the PERMA model for wellbeing, and he identified five essential elements for wellbeing: Positive emotions, Engagement, Relationships, Meaning, and Accomplishment. 
The following section expands on how each element of the PERMA model provided a helpful theoretical perspective in my study. The first element of the PERMA model is Positive Emotions. As the foundation of the model and wellbeing theory, positive emotions such as compassion, empathy, gratitude, joy, or love are considered the most essential elements contributing to individual wellbeing (Seligman, 2011; Webster, 2014). In the sport participation context research has demonstrated that individuals can feel positive emotions such as pleasure, gratification, and happiness through their participation (Coghlan & Filo, 2013; Filo, Funk, & O’Brien, 2009; Sato, Jordan, & Funk, 2015). 
Wellbeing theory develops this approach by investigating positive emotions as mental states that influence experiences in the past, present, and future (Seligman, 2002). Emotions like satisfaction and fulfilment are related to the past; as emotions like hope and optimism are connected to the future. These types of emotions are important for wellbeing in order to help augment the positivity attributed to past memories and protect against negative emotions (e.g., depression) in the future (Seligman, Rashid, & Parks, 2006). Neuroscience research states that positive emotions can influence people’s thoughts of the past, present, and future (Doyle, Filo, Lock, Funk, & McDonald, 2016). Individuals get the feeling that “time flies when you’re having fun” drawing upon previous experiences to simulate past and future events (e.g., Atance & O'Neill, 2005; Eacott & Easton, 2012; Schacter & Addis, 2007). 
Positive emotions are a major precursor for an individual to experience happiness (Seligman, Parks, & Steen, 2004) and build physical, social, and psychological skills (Fredrickson, 1998). These skills help the individual think and build resilience and wellbeing (Fredrickson, 2001). Tugade and Frederickson (2004) found this link by showing positive emotions helped to enhance recovery from negative moods and helped individuals to find more positive states of mind in negative situations. 
The second element of the PERMA model is Engagement, which relates to whether an individual is deeply engaged with some aspect in their life such as work, personal interest, or a hobby (Seligman, 2011). Business research and sport management literature admit that there is a lack of clarity on what engagement, is while using constructs like commitment, involvement and attachment interchangeably to define engagement (Brodie, Hollebeek, Juric, & Ilic, 2011; Yoshida, Gordon, Nakazawa, & Biscaia, 2014). In the PERMA framework, engagement refers to the degree of immersion and concentration a person experiences or dedicates to a certain activity (Csikszentmihalyi, 2013; Forgeard, Jayawickreme, Kern, & Seligman, 2011). Therefore, positive psychologists refer to engagement as a person’s immersion due to an interaction with an object (Seligman, 2011). In sport, absorption can manifest through a player entering a state of flow during an important game, with his sole focus to win that game, so that nothing can distract him. Csikszentmihalyi (1997, 2013) believed that people who experience high levels of engagement and are challenged physically or mentally experience a state of ‘flow’, a state of mind conducive to draw in positive consciousness and happiness. 
Relationships, the third element in the PERMA model, is about whether a person is able to build and sustain positive relationships with other people (Seligman, 2011). In school environments, positive relationships with peers and teachers help students to experience support and acceptance and feel connected to school (Doyle et al., 2016). Noble and McGrath (2008) stated that relationships can also motivate students to achieve and behave according to the school social culture, contributing to a positive school culture. Relationships are important in making humans feel loved and valued (Forgeard et al., 2011).  Similarly, studies in the sport participation field have revealed that socialisation can act as a motive to participate in sport (Filo, Funk, & O’Brien, 2008), enhancing the meaning that comes from participation (Filo et al., 2009). It can also create emotions of camaraderie which can enhance existing friendships or even create new ones (Coghlan & Filo, 2013). 
According to Seligman (2011), the fourth and fifth elements of wellbeing are meaning and accomplishment. Meaning is a eudemonic element of wellbeing, characterising the root of significance from, and belief that, an individual’s life has purpose and meaning (Seligman, 2011). Research in sport has discovered that meaning contributes to participation in sport, stating that individuals create emotional, functional, and symbolic meaning from their participatory experiences (Coghlan & Filo, 2013; Filo et al., 2008, 2009). Sport can provide participants with functional and symbolic meaning as they provide a sense of purpose related to the particularities of the situation (e.g., training) and towards the particular main goal of the social group.
According to Forgeard et al. (2011) accomplishment occurs when a person has achieved a specific goal or target. Accomplishment is important because it enables an individual to flourish and improve his or her wellbeing (Seligman, 2011). Accomplishment provides people with positive reinforcement and helps them to satisfy some basic human needs such as competence, relatedness, and autonomy (Ryan & Deci, 2000). Hence, it influences both eudemonic and hedonic elements of wellbeing (Seligman, 2011). A study by Du, Jordan and Funk (2015), found that long-distance runners who achieved their expected time goal were more positive about their sporting experiences than those who were unsuccessful in accomplishing their goal.

The following chapter describes the methodology implemented and the methods adopted to collect and analyse the data.

Chapter Four: Methodology 
4.1 Introduction

The aim of this study was to investigate 13- to 17-year-old girls’ experiences in school basketball, with a focus on what makes it enjoyable. I was interested in exploring the ways in which meanings are negotiated socially through interactions with others, and through the historical and cultural norms that operate within the culture of a school team. Understanding what girls from 13 to 17 years old experience in terms of fun and enjoyment in a New Zealand school basketball requires a methodology that allows a deep exploration of their experiences and the influence of context. 
In order to obtain detailed accounts of the lived experience of these girls, and to avoid cultural and contextual generalisations, a qualitative methodology was adopted for this thesis (Berg, 2004; Collins, 2003; Huberman & Miles, 2002; Willig, 2003). Data was collected through participant observation, field notes and individual and paired interviews. I chose to combine the data collection via the process of ethnography and analyse it using the grounded theory process. 

The purpose of blending these methodologies was to gain insights from naturalistic contexts and allow for a theory to be generated from the data. While challenging at times, the combination of these approaches allowed me to study the perspectives of the members of this basketball team while working towards the development of new theories grounded in the data. This chapter describes the methodologies and methods that I used in this study.  My intention in using this framework was to describe in detail a particular sub-culture or community of girls playing basketball in a school in New Zealand. Ultimately this thesis aims to develop an in-depth understanding of the girls’ experiences of fun and enjoyment during the season of 2016, and what influenced set experiences positively or negatively, within a specific social context.

This chapter demonstrates how ethnography and grounded theory methodology complement each other. I start this chapter by providing separate and detailed outlines of ethnography and grounded theory and then demonstrating the evolution of each methodology and how they complement each other. Lastly, I outline specific procedures and components of ethnography and grounded theory that were used.  

4.2 Ethnography 

To study behaviour, one of many methodological approaches is to describe and explain it from the point of view of the person living it. When describing behaviours, the researcher and reader have to be aware that these are affected by context and will not be the same, nor will they happen at the same time or in the same place, for all individuals in their culture. Hence, it was important to adopt an ethnographic approach, to allow me to immerse myself in this culture, to gain insight and a real understanding of the participants and the school context. Ethnographers interpret the world as being socially constructed, and all the actions are based on those interpretations. Understanding the social world in any culture is hard because human actions are the result of intentions, motives, beliefs, rules, discourses and values. This level of immersion in ethnography is important, allowing us to describe and understand the setting better (Hammersley & Atkinson, 2007). According to Parker (2005) ethnography “documents the invention and decomposition of communities” (p. 36). Ethnography describes the beliefs, behaviours, relationships, and contextual factors that define these specific communities (Lofland, 2002; Wolcott, 1999). 

The origins of ethnography lie in 19th century Western anthropology, where an ethnography was a descriptive account of a community or culture. At that time, ethnography was contrasted with, and was usually seen as complementary to, ethnology, which referred to the historical and comparative analysis of non-Western societies and cultures. The term ethnology fell out of favour because anthropologists began to do their own fieldwork, with ethnography coming to refer to an integration of both first-hand empirical investigation and the theoretical and comparative interpretation of social organisation and culture. As a result of this change, since the early 20th century, ethnographic fieldwork has been central to anthropology. Indeed, carrying out such work, usually in a society different from one’s own, became a requirement to be considered an anthropologist. Fieldwork usually required living with a group of people for extended periods, often over the course of a year or more, in order to document and interpret their distinctive way of life, and the beliefs and values integral to it.
In a parallel development, sociologists working at the University of Chicago from the 1920s to the 1950s developed an approach to studying human social life that was similar to anthropological research in some key respects, though they often labelled it as case studies. For a variety of reasons, an increasing number of anthropologists began to do research within Western societies, at first in rural areas but later in urban locales too (MacDonald, 2001). In the latter half of the 20th century, there was a rise of cultural studies as an area of investigation distinct from, but overlapping with, anthropology and sociology. Work in this field moved from broadly historical and textual approaches to include the use of the ethnographic method, notably in studying audiences and the whole issue of cultural consumption. In the later decade of the 20th century (1990-2000), ethnography spread even further, into psychology and human geography; it tended to get swallowed up in a general, multidisciplinary movement promoting qualitative approaches.
Ethnography has been traditionally used in sociology and anthropology, with a particular focus on communities in unique cultural settings (Goetz & LeCompte, 1984). I spent the full basketball season of 2016, from March until October, at the site, familiarising with both the participants and the setting. This study involved characteristic features of ethnography, and it was designed to provide a detailed understanding of the site as a whole and of the key informants as interrelated and as inseparable from the site and each other. This permitted a close examination of the participants, which in turn provided an understanding of the meanings of and behind their actions and practices as members of this specific community. Hammersley and Atkinson (2007) describe the role of the ethnographer: 
The ethnographer participates, overtly or covertly, in people’s daily lives for an extended period of time, watching what happens, listening to what is said, asking questions; in fact collecting whatever data are available to throw light on the issues with which he or she is concerned. (p. 3)
Ethnography is used in many forms: confessional ethnography; life history; feminist ethnography etc. The two most popular forms of ethnography are critical and realist (Creswell & Poth, 2017).

Critical ethnography is a kind of ethnographic research in which the creators advocate for the liberation of groups being marginalised in society. Critical researchers typically are politically minded people who look to take a stand against inequality and domination. A critical ethnographer might shift his focus towards schools that provide privileges to certain students, or counselling practices that overlook the needs of minority groups (Creswell & Poth, 2017). The key aspects of critical ethnography are empowering people by giving them more authority, challenging the status quo, and addressing concerns about power and control. A critical ethnographer will research issues of power, empowerment, inequality, inequity, dominance, repression, hegemony and victimisation (Creswell & Poth, 2017).

Realist ethnography is a traditional approach used by cultural anthropologists. As described by Van Maanen (1988), it describes a particular event taken by the researcher that happens to the individual being studied. It is an objective study of the situation. It is composed from a third person's perspective by obtaining the data from the members on the site. The realist reports information in a measured style, presumably uncontaminated by individual predispositions and judgment. The researcher will give a detailed report of the everyday life of the individuals under study. The ethnographer also uses standard categories for cultural description (e.g., family life, communication network) and he or she tries to produce the participant's views through edited quotations. The ethnographer has the final word on how the culture is to be interpreted and presented (Creswell & Poth, 2017).

The main benefit of an ethnographic study and the engagement in fieldwork is the rich, detailed data that is acquired (Denzin, 1997; Holt & Sparkes, 2001; Wolcott, 1999). This thesis presents a detailed description of the experiences of girls playing basketball from the ages of 13 to 17 years old in a private school, and is presented through a set of themes. The purpose is to draw the reader into the social world of these girls and also for the reader to gain insight into their everyday activities. Ethnography describes the social worlds of small groups of people, including activities, interests, customs, habits and mutual differences (Frosh et al., 2003; Griffin, 2000; Holt & Sparkes, 2001; Huberman & Miles, 2002; Lofland, 2002; Parker, 2005; Willig, 2003; Wolcott, 1999). This was attained through my active participation in this sub-culture, and consequently, the reporting of this engagement. As such, in the Findings section, I describe the social world as the participants see it, as well as my own interpretations, having become a member myself. In a later section, I address my position as a researcher and member of this sub-culture.

This detailed understanding, gained from the constant interaction with the participants and the setting, allows for further analysis and discussion that will then be grounded in the experiences of the girls and the coach, and my own subjective interpretation as a formal group member. While ethnographic social worlds contain particularities that make each world unique, these groups are also socio-historically situated and constructed. This makes possible the recognition and discussion of broader social discourses. Hence this ethnographic study of girls’ experiences of playing basketball describes the detailed daily lives of the girls and also places their lives within a broader social context. The analyses of data, while not seeking generalisation through sample representativeness, will have relevance to a broader population of adolescent girls who also live within a similar socio-historical context and share similar social discourses, particularly those surrounding female participation in sports, more particularly in basketball. It is an assumption of this study that different groups of adolescent girls will have different ways of negotiating these discourses.

One of the most important concepts in ethnography is the description of culture in the setting. LeCompte and Schensul (1999) suggested that culture consists of group patterns of behaviours and beliefs, which persist over time. Consequently, the ethnographers have to locate themselves within people’s everyday lives (the field) to observe and describe their culture. The definition of culture, nevertheless, defines what is conceived as ‘people’, their ‘everyday lives’, and thus, ultimately, that ethnographic field (Markula, 2016).
Reality is socially constructed and thus there is no single, observable, objective reality (Corbin & Strauss, 2008; Merriam, 2009). Society does not exist in an objective, observable form but is experienced, because we give it meaning by the way in which we behave. From an interpretivist perspective, the social world consists of and is constructed through meaning. Therefore, an interpretivist methodological approach was adopted for this study because the focus was to explore the experiences of the participants, from the viewpoint that people are conscious of their behaviours and make deliberate choices about how to behave in situations, rather than to isolate, analyse or understand behaviour. It is important to understand that behaviour is at times unpredictable and therefore cannot be studied in a positivist way. 
Borko, Liston and Whitcomb (2007) stated that consistent and distinguishing features of interpretive research include the privileging of an ‘insider’s’ perspectives and a focus on understanding socio-cultural processes in the natural settings in which individuals learn to behave. Participants' voice and discourse are critical, so the aim is to record their interactions in a naturalistic setting, to conduct interviews, and to observe continually in the field (Borko, Liston, & Whitcomb, 2007). Describing, analysing, and interpreting features of the research site, conserving its intricacy and communicating the participants’ perspectives, are essential to the approach. I captured variations that occurred through detailed descriptions of the setting and actions of the participants, which allowed for interpretation of the socio-cultural context and of activities that influence the participants’ behaviour. Interpretivism allowed for a level of ‘faithfulness’, as interpretations were checked against the reactions of participants and against concrete observations. The field notes gave descriptions of the experiences in strong detail; such thick description is crucial to an evaluation of the researcher’s conclusions (Lin, 1998).  
Ethnographic research brings together theory and practice. It involves developing and testing theory in its natural setting (Van Maanen, 2011). Using ethnographic techniques such as interviews, observations and field notes and a journal or diary provided an opportunity to understand the experiences of the participant throughout the season better. The naturalistic approach to interviews and observations allowed the data to be generated in the setting of the team and school where the research was conducted. 
This approach can provide rich insights into human behaviour and interaction within a defined social setting, and these are needed to promote a real understanding of the participants’ responses and their experiences. People have always belonged to, or participated in, many communities of practice, where people join together to participate in common practices (Wenger, 2009). Clubs are complex, and their social nature involves people collectively contributing to a shared practice (Kirk & MacDonald, 1998). Communities of practice, as originally created by Lave and Wegner (1991), are important components of the modern day club, where the sharing of knowledge and experiences is central to success.  
Trying to examine and understand the situated and subjective nature of human action, and whether individuals choose to change or not, is a complex task (Flick, 2009). This approach enabled me to research diverse and dynamic contexts, and the complexities involved in a school team setting (Diggle, Heagerty, Liang, & Zeger, 2002). It also provided a methodological framework to capture the complete nature of the girls’ experiences, including their feelings, emotional influences, affect, and the operation of accumulated, embodied knowledge at a non-conscious level. 
Ethnographers often ponder what the best way of describing their data is and whether the selected representation is sufficiently robust. Smith, McGannon and Williams (2015) noted that the dominant way for displaying qualitative data is through realist tales and other equally relevant approaches. Therefore, Smith et al. (2015) focused their attention on writing creative nonfiction in ethnographic research, which is “fictional in form yet factual in content”. After introducing some of the key contributors to the sport and exercise field of creative fiction, they provide an extensive critical analysis of why we may or may not choose this particular method of representation.
Borko, Liston and Whitcomb (2007) stated that a limitation of research in the ethnographic interpretive genre is the lack of shared conceptual frameworks and designs, which makes it a difficult task to combine findings and draw comparisons across studies, even when those studies are of very similar phenomena. Another limitation is that the body of interpretive research that has accumulated has focused primarily on the reasons why girls drop out of sport. While a single ethnographic study is difficult to generalise from, it is an inquiry that aims to provide deep insights into the nature and meanings of the participants’ experiences and their enjoyment of playing sports. In addressing potential limitations, it is essential to contextualise the experiential and philosophical stance of the ethnographer in order to reveal any predispositions.
4.2.1 Ethnographer’s Stance

Prior to this study, I had been coaching girls’ basketball in Portugal for seven years. This, and my experiences of coaching in New Zealand for three years enabled me to have an understanding of what basketball means for these girls, how it is perceived in the school, and the challenges that come with it. My years of coaching women’s basketball in Portugal always left me to wonder what basketball meant for the girls I was coaching, regardless of the level I was coaching, either from Under 12 to Senior Social basketball. During the beginning of my coaching career, I always had problems with parents, and that made my coaching job very difficult because the girls, understandably, would listen more to their parents than me. This led me to question how I could improve the quality of the girls’ involvement, and consequently I sought to understand what meaning basketball had for the players I was coaching.

Having experienced coaching basketball in Portugal for seven years and only one in New Zealand, I brought beliefs and preconceived notions about coaching, especially about coaching girls’ basketball, and the impact of my participation on the players and the coach in this study. Players’ beliefs, practices and attitudes are important keys to understanding how they make meaning of the setting they are inserted into and these are shaped by pedagogical and cultural constructs. It is important to acknowledge that people’s thoughts and behaviours are a result of both past and present experiences and are significant to their identities and habitus (Green, 2002).

It was not until I began to research ethnography and connected it to a constructivist mindset that I began to really understand how intricate and deep the meanings people make from the culture, setting or group they are involved with are. As Nuthall (2002) stated, underpinning the pedagogical intentions of social constructivism is the belief that it is through social experience that the cognitive processes develop. Informed by my reading and my reflections upon every training session throughout the season, my understanding of the school and team culture enabled me to see how these girls interact in and out of practice in a community of practice (Wenger, 2009).

My experience of learning to use ethnography not only helped me understand how it worked, but also provided me with experience of the challenges involved in adopting this approach that has been used for years to understand different cultures, especially the ones foreign to my own. It also helped me understand what a personal experience it is and how any researcher using it needed to be able to develop an understanding of the qualities of this experience. 

During this study I assumed the role of ‘participant-observer’, where I was identified to the group as a researcher but also as the assistant coach for that team. This close involvement allowed me to develop trusting relationships with the girls, the coach and the other active members of the community. My observations began right away, and over the 2016 season I attended the site, make field notes on what happened in training session and games and had conversations with the girls, coach and the other members of the team. This occurred immediately following each practice session and game. The assistant coach position that I adopted showed me upfront how basketball was coached in New Zealand, in particular, in this school and this group of girls. This sometimes created some tension with my prior beliefs, knowledge and sets of dispositions towards my very own ways of coaching. This long involvement for the season of 2016, around 7 to 8 months, allowed me to explore the experiences of the participants over a period of time that would give a better idea of what and how school basketball fits in the girls’ lives. 

My own knowledge, beliefs and experiences had an influence on the data generated, as it does in any form of qualitative research, either consciously or subconsciously (Erikson, 1996; Miles & Huberman, 1994). I have tried to be transparent in my interpretations and was very conscious of the need to be open to new insights, to ensure the validity and representativeness of the data. I have tried to be reflexive by accounting for the ways in which I shaped or influenced the data generated (see for example, Bourdieu & Wacquant, 1992). I was always mindful of such issues during data collection and analysis. The conclusions have focused on the subjects within this study and the conditions of the inquiry. Referred to as ‘external reliability’ that considers the study has been undertaken in a consistent way (LeCompte & Preissle, 1993). To reduce possibilities for misinterpretation, methodological triangulation, such as field notes, interviews, casual conversations and observations, were undertaken to clarify meanings and confirm emerging findings.

4.3 Grounded Theory 

Grounded theory (GT) develops a theory that is grounded in the data (Dawson, 2005) with the aim being to develop richer concepts and models of how the phenomena being studied really work (Charmaz, 2003; Ryan & Bernard, 2000).  First developed by Glaser and Strauss (1967) GT was a reaction to the positivism that had spread through most social research. Glaser and Straus challenged the concept of ‘grand theory’, which focused on uncovering pre-existing and universal explanations of social behaviour. They believed that research involved observation and making sense of what was being observed. Glaser and Strauss (1968) proposed grounded theory as a practical method for conducting research that focuses on the interpretive process by analysing meanings and concepts in real settings. This method is built on two main concepts: constant comparison, where data are collected and analysed simultaneously, and theoretical sampling, where the researcher decides what data should be collected next, based on the emerging theory.  
In the classic grounded theory of Glaser and Strauss, the theory is not pre-specified, because it evolves from the research process; research is developed from, and grounded in the data (Charmaz, 2006). Therefore, as the research proceeds, the grounded theory process leads to the development of substantive theories developed from the data, which are tested in subsequent data generation. Rather than developing objective descriptions, data generation focuses on the experiences of each participant.  
Several grounded theory variants have developed that I describe in order to give an overview of the varied interpretations and the similarities (Charmaz, 2006; Glaser, 1978; 1992; Glaser & Strauss, 1968; Strauss & Corbin, 1990; 1994; 1998). After their collaboration, Glaser and Strauss took different pathways methodologically. Glaser (1978) remained with the original concept of grounded theory as a method of discovery analysed by a basic social process. Strauss (1987) moved towards verification and with Corbin and Strauss (1990) added procedural steps. Glaser opposed this because it favoured new technical procedures rather than emphasising the comparative methods of earlier grounded theory strategies. Newer interpretations (Charmaz, 2006; Ulle, 2005) follow the epistemological underpinnings of earlier forms of grounded theory in that they consist of a systematic approach to data collection and analysis to create abstract, interpretive understanding of the data. However, newer interpretations have an emphasis on considering the assumptions made of the external world and recognising the subjectivity of the researcher’s role. 
4.3.1 Constructivist grounded theory.

As the GT process progressed, I drew on Vygotsky’s social constructivism to make the shift from substantive theory to conceptual theory. This also aligned well with my ethnographic approach of seeing culture as being constructed and its emphasis on reflexivity and the constructivist grounded theory (CGT) of Charmaz that I adopted. Charmaz (2014) described grounded theory methods as consisting “...of systematic, yet flexible guidelines for collecting and analysing qualitative data to construct theories from the data themselves” (p.1). In such a way, theories are grounded in their data and develop through an iterative process, beginning with inductive data. 
Though differences exist between grounded theorists of differing types, Charmaz (2014) identified nine actions that distinguish grounded theory approaches in general from other inductive qualitative approaches:
1) Data collection and analysis occur simultaneously
2) Actions and processes are analysed rather than themes and structures
3) Comparative methods are used
4) Conceptual categories are drawn from data
5) Inductive analytic strategies are developed through systematic data analysis
6) Theories are developed rather than existing theories being applied
7) Theoretical sampling occurs
8) Variation is sought in the studied categories or processes
9) Categories are developed rather than empirical topics being addressed
Constructivist grounded theory grew from classic grounded theory in the early 1990s. An increasing number of researchers began to move away from the positivist underpinnings of the combined ideas of Glaser, Strauss and Corbin in identifying that they were constructing rather than discovering in their research (Charmaz, 2014). CGT appears to provide a more flexible, less structured, approach, particularly in terms of data analysis. It also recognises that the researcher in qualitative research can never be the objective and passive researcher demanded in positivist inquiry. Instead, constructive grounded theory recognizes the role that the researcher plays, along with participants, in shaping the questions asked, guiding the interview process, analysing the data and developing the evolving theory. This is summed up by Charmaz (2014):
Unlike their position (meaning Glaser and Strauss) I assume that neither data nor theories are discovered either as given in the data or the analysis. Rather, we are part of the world we study, the data we collect, and the analyses we produce. We construct our grounded theories through our past and present involvements and interactions with people, perspectives and research practices. (p.17). 
This means that researchers must examine, rather than erase, how their preconceptions and values may influence the process of research from start to finish, a process now commonly known as reflexivity (Charmaz, 2014). There appears to be a distinct lack of published research in the wider sport and exercise field utilising a CGT approach (the work of Hassanin and Light (2015) is an exception). Though other studies have utilized grounded theory methodologies or methods, particularly over the last decade (Light, Evans, Harvey, & Hassanin, 2015; Hassanin & Light, 2013), the study by Hassanin and Light was the only one to provide a comprehensive outline of the CGT approach they used. One study (Morgan & Giacobbi, 2006) appears to use such an approach, citing Charmaz’s work numerous times within its methods section, but it does not explicitly state “CGT” at any point and in its title “Toward two grounded theories of the talent development and social support process of highly successful collegiate athletes” refers only to the use of grounded theory.
This lack of using CGT methodology in research on sport and exercise lies in the issue highlighted by Nelson, Potrac and Groom (2014) in a previous study. There, they refered to their interpretivist backgrounds, how they collaborated on a grounded theory study, investigated the use of video-based analysis in hockey and drew heavily on, and regularly cited, the methods of Strauss and Corbin (1998).     
They suggested further that their experiences of data analysis have been similar to that of Srivastava and Hopwood (2009) in that they were “driven by what the inquirer wants to know and how the inquirer interprets what the data are telling him or her according to subscribed theoretical frameworks, subjective perspectives, ontological and epistemological positions, and intuitive field understandings” (p. 77). As such, qualitative researchers can be seen as the instruments of analysis who shape the end product of their analysis (Nelson, Potrac, & Groom, 2014), suggesting a more constructivist role in the process of research and one that drives this study. Were this belief now to be commonplace amongst the dominant authors of qualitative research in sport and exercise, given the role that researchers have taken in the construction of their findings and theories, along with their participants, it can be reasoned that much of the present research involving human participants should be considered to be constructivist.

4.4 Use of grounded theory in ethnography.
Glaser and Strauss (1968) suggested that grounded theory and ethnography are compatible, as ethnographic studies can provide the thick description that provides very useful data for grounded theory analysis. Some of the compatibility comes from the similar characteristics between the two methods. As a naturalistic form of inquiry, ethnography involves observing and analysing behaviour when it occurs naturally (Belk et al., 1988). Likewise, grounded theory performs best with data generated in natural settings (Robrecht, 1995). Both have been derived from the symbolic interactionist perspective (Annells, 1996; Robrecht, 1995), and both often rely on participant observations (Wells, 1995). Sample selection is emergent in both ethnography and grounded theory (Belk et al., 1988; Wells, 1995), and both attempt to obtain emic descriptions of behaviour, which is a description of behaviour or a belief in terms meaningful (consciously or unconsciously) to the participant (Barnes, 1996).
While ethnography is typically associated with the generation of relevant information, product ethnographies performed for their own sake can shed light on the meanings in peoples’ lives (Arnould & Wallendorf, 1994). Ethnography thus can be a mechanism to increase awareness of behaviours and motivations in a culture. Likewise, grounded theory with its focus on providing information to social actors, has the capacity to generate findings of interest to the people in that same culture. These similarities indicate that ethnography offers a method of data collection that is helpful to inductive theory building (Glaser & Strauss, 1967). A useful way of understanding the relationship between ethnography and grounded theory is that grounded theory can formalise and extend the limited theoretical component of ethnography.
Ethnographic and grounded theory methodologies as used in this research are extremely compatible (Pettigrew, 2000). They can both be situated within the interpretive paradigm, incorporate data collected in natural settings, and commonly include participant observations (Barnett-Page & Thomas, 2009). Other research exploring human interactions has successfully incorporated features of both ethnography and grounded theory (e.g. French & Williamson, 2016; Olthuis et al., 2014). Researchers have claimed that combining these two methods generates detailed descriptions as well as contributions to theory (French & Williamson, 2016; Pettigrew, 2000). Ethnography provided a framework within which I explored how the meanings are socially negotiated through interactions with others. This occurred through the historical and cultural norms that operate within the culture of a school team, with the grounded theory giving structure to the data collection and analysis process to generate new ideas and conceptual understandings.
The compatibility of grounded theory and ethnography, however, is not complete. While ethnography often emphasises the relevance of culture to a specific behaviour or outcome, grounded theory, theoretically, holds no such preconceptions (Barnes, 1996). In the past years, users of grounded theory have argued that it remains a helpful and relevant method for analysing data that has been collected with the importance of specific variables in mind. Strauss and Corbin (1990) referred specifically to the suitability of a grounded theory method for studies where the primary variables have already been identified. Similarly, De Vault (1995) has pointed to the importance of looking for the effects of such factors as ethnicity and gender, due to the habit of the socialisation process teaching people to play down the effects of these variables. While such applications of the grounded theory method might not be considered appropriate by Glaser (1992), Strauss and Corbin (1990) and other grounded theorists would agree with such an application (e.g., Charmaz, 2006).

4.4.1 Generalisability.

One of the major conundrums surrounding both grounded theory and ethnography is generalisability (Goulding, 1998). The ability to draw conclusions from data generated via ethnographic and grounded theory methods has long been the subject of argument. In terms of the generalizability of grounded theory, Glaser and Strauss once again part ways. Glaser (1992) appeared to favour the more restrained treatment of results, while Strauss and Corbin (1990) agreed with the transfer of interpretations from one context to another. Others are undecided, as is evident from some grounded theorists noting that localised interpretations are inappropriate for employment in other settings unless more research validates the extension, while simultaneously assuming that their findings are relevant in other contexts (e.g. Annells, 1996). De Vault (1995) says that a way of circumventing this problem is to focus on the generalisation of the social relationships underlying the behaviours observed, rather than attempting to transfer the particular social experiences involved. Similarly, the use of ethnographic methods has been characterised by the co-existence of declarations of the location-specific nature of the interpretation and the inclination to assume that results are generalizable across contexts. According to Arnould and Wallendorf (1994):
Ethnography not only establishes the context and subject significance (emic) of experience for particular groups of persons, but also seeks to convey the comparative and interpreted (etic) cultural significance of this experience. (p. 485)
This refers to the ability of ethnographic techniques to generate data that explain the specific phenomenon of interest while providing possible insights into broader theoretical frameworks. Others point to the specificity of the data generated via ethnographic techniques, and they warn against the assumption that the data may be representative of broader behaviours (Johnson, 1990). The compromise reached by some ethnographers is similar to that of some grounded theorists. Instead of generalising the specifics of the behaviours, they point to the basic human qualities shown in the setting and apply these to other groups that have not been directly represented in the research (e.g., Brady, 1992). Arnould and Wallendorf (1994) emphasised the benefits of ethnography for uncovering peoples’ general motivations, discussing how ethnography gives access to the meanings inside the culture. While such an interpretation would result from the investigation of certain groups of informants, it becomes useful in understanding broader behaviours.

4.5 Research Design and Methods

This study was structured around answering the following main research question: 
· What makes adolescent girls’ participation in a New Zealand school sport basketball team enjoyable? 

The research question offers an opportunity to understand the nature and meanings of the girls’ experiences while they play basketball over the season and how this keeps them participating. This study design inquires into the nature of experience and how it is shaped by the culture of the team and the school club, and also their affective responses to it.  
4.5.1 Reflexivity.

When adopting a qualitative methodology, the researcher must take into account the ways in which they influence the data generated. This is particularly important with ethnography since, when analysing the data using grounded theory, one must consciously avoid letting one’s personal views and past experiences influence the data outcomes. As Geertz (1973) stated: “What we call our data are really our own constructs of other people’s constructions of what they and their compatriots are up to” (p. 19).
By being reflexive, I acknowledge that I was influenced by the social context and that I influenced the data generated. To support the validity of the study, it was important for me to ensure everything was documented over a prolonged observation and to make reflective notes on how I felt I might have influenced the data.
The research question ensures an opportunity to understand the nature and meanings of the girls in the school team setting. This study design addressed the importance of the girls’ ‘whole-person’ interpretation of what basketball means to them and their affective responses to being in a school team.

4.5.2 Site Selection. 

The site for this research was a high-performance basketball school team in Christchurch. I chose this site because the school has a high participation rate in school sport and I thought it could provide good insight into the girls’ meanings in a school team and how it shapes their experiences while playing basketball. I was able to gain access to the site because I worked as a basketball coach in the previous year. The high participation rate in basketball for both boys and girls was what drew me to conduct my research in that school.
I talked with the Head of Co-Curricular Sport and asked if I could conduct my research using the girls’ senior basketball team. He firstly directed me to the coach of the team, and I had a meeting explaining my research, and she promptly agreed to let me conduct my research. After talking to the coach, I had a meeting with the schools’ rector where I presented my research and handed a consent form. The first training was in the first week of April, and there I presented my research to the whole team and explained that the participation in my study was voluntary and if they were interested I would give them a consent form for them and their parents.

St. Louis College (pseudonym) is a fully independent, co-educational school that enrols students from pre-school to secondary Year 13. It is situated in suburban Paramount (pseudonym) within Christchurch city. It has about 1,350 male and female students and is a private school in the group of Independent schools in New Zealand. Its domestic tuition fees from Year 1 to Year 13 ranges from NZD$13,800 to NZD$20,100.

4.5.3 Participant Selection

Gatekeepers are sponsors or individuals who smooth access to the group. They are the key people who let the ethographers in, give us permission, or grant access. Gatekeepers may be official or unofficial leaders, managers, organisers, or simply busybodies. They may be in a position to grant permission themselves or able to persuade others (Smith, 2007). 

While focused on a small group of girls in a team and the generation of data from observation and interviews I gained multiple perspectives through interviews with significant others in the community such as coaches, parents and the head of co-curricular activity. I was quite fortunate that the coach kept reminding them to bring the ethical consent forms and that was how I got my focus group of six girls out of the 12 in the team. After I gained access to the focus group of my study, I chose some key informants. A key informant is an individual in whom one invests a disproportionate amount of time because that individual appears to be particularly well informed, articulate, approachable, or available (Schensul et al., 1999).

Data collection was conducted over a six-month period, beginning in April 2016. The six girls and their coach have been given pseudonyms Anna, Mary, Jessica, Sarah, Grace, Sophie and their coach Sylvia. 

Anna was born in New Zealand, was 17 at the time of the study and had participated in several sports, from gymnastics and basketball to currently competing in triathlons. She was the captain of the team and one of the most outspoken people on the team. She was selected to participate in the triathlons Worlds Championships. At St. Louis, she played basketball because of her mother, who is the coach of the team. Her goal was to pursue a career in athletics, and if that does not work out, get a degree in sport sciences.

Mary, Anna’s sister, was also born in New Zealand and was 15 years old at the time of the study. She has been following her sister footsteps since very young. She has a similar pathway to her sister, starting in gymnastics and basketball and now focusing on triathlons. She wants to go to University to study Health Sciences. 

Jessica was a korfball player. She has known Sylvia since she was 12, where she coached Jessica for the first time. She was one of the most hardworking students at the school, being involved in almost all the achievement programs and also the leadership programs. Her goal is to develop her korfball skills and go to the World Cup to represent New Zealand. She was selected to be a Prefect in the school. Notably, a Prefect in a Christian school is well-regarded and sits at a higher tier of leadership standing for students when compared to the team’s captaincy. One would always see Jessica at school with her best friend Sarah.

Sarah played many sports from an early age. She represented St. Louis in tournaments for several sports, like basketball, tennis and football. Although her main sport was tennis, she has always played football and basketball since she was little. She was also selected to be a Prefect in the school. 

Grace has been coached by her father in basketball since she was little. She was formerly from a country town south of Christchurch and moved to Christchurch for her education. She started playing sport at five years old. At St. Louis, after summer sports were over, she was approached by her PE teacher to try out for the school’s volleyball team because of her athletic physique and abilities in basketball. She quickly picked up volleyball and became one of the regular players for the first team.

Sophie was the new student at the school at the moment of the study. She came from a rural area north of Christchurch and has played basketball and netball since she was a young girl. She came to St. Louis on a rowing scholarship but still got involved with basketball and netball. She had trouble adapting to the new school and in the following year decided to move to a new school.

Sylvia is the mother of Anna and Mary, and because of that, she has taken a very active role in her daughters’ sporting lives. She coached them in gymnastics and athletics when they were young and is currently coaching them in basketball. She has been coaching in general for 10 years, and four of them with St. Louis. She has a background in accountancy, and she learned to coach by her own experiences of seeing her uncle coach. 

4.5.4 Data Generation.

A range of data generation techniques were used in this study’s multi-method approach. One advantage of using a multi-method approach to data collection is the opportunity it offers for triangulation. Another is the amount of rich data (Merriam, 2009; Yin, 2008) that is generated. Triangulation is of assistance in validating both the data and results by combining and cross-referring a range of data sources, adding to the strength of the study. The goal of the data collection is to understand the perspectives of the participants, revealing how they saw events through their own eyes. Therefore, rather than merely searching for information, I tried to understand and clarify the meanings and interpretations for each participant.

4.5.4.1 Observations and Field notes.

One main source of data, and probably the biggest part of ethnography, was observations and field notes. These were done after the team practices and games. Observation is the most basic element and a fundamental aspect of qualitative research (Gerring, 2007). The use of observation as a data collection tool has several benefits. First, observations take place in the natural setting where the phenomenon under study actually takes place. Second, observations can be conducted to triangulate emerging findings when used in conjunction with data gathered through interviews and other methods (Merriam, 2009). 
As stated previously during this study I assumed the role of “participant-observer”, where I was identified to the group as someone to help them develop their game but also as a researcher who was there to observe their interactions and study what meanings they made from playing basketball, as well as to study the culture of the school and the team. Observations began following an initial meeting, which allowed me to gain some understanding of the setting. Over the period of seven to eight months attending the site, I made field notes on the girls’ training sessions and games, conversations between themselves, myself and the coach, on the coach’s session and how she interacted with the girls from the beginning to the end of the training session or game. This occurred immediately following each training or game.
4.5.4.2 Interviews. 

In qualitative research, the interviewer attempts to understand the world from the participant’s point of view and to unfold the meaning of their experiences (Kvale & Brinkmann, 2009). Hence, conversations allow for an understanding of people’s experiences and give the researcher an opportunity to listen to the perspectives of the people actually experiencing it (Kvale, 1996). 
Interviews using grounded theory tend to be more open-ended and less structured, allowing the researcher to respond to the situation at hand (Merriam, 2009). This flexibility is important in allowing other information to arise. Therefore, in this study, semi-structured interviews were conducted with each of the selected participants. 
When working in this community over a long period of time, it is important to form a good rapport and trust with participants, to ensure they feel comfortable and are not hesitant about providing true experiences. My role as assistant coach allowed me to interact with the participants on a daily basis and create that relationship. A distinguishing feature of longitudinal research is that data is collected via repeated contact with individuals over time (Diggle et al., 2002).
It was important to ensure that I did not probe in a way that influenced the participant but rather as a tool for seeking clarification, elaboration, exploration or understanding (Dawson, 2005). It was important to avoid using ready-made categories and to remain open to new and unexpected phenomena.
I conducted three rounds of interviews, lasting around 30 to 45 minutes, and I looked at emerging themes. All interviews were audio-recorded and transcribed for analysis. The question topics were initially created from the field notes and the journal. The first and third interview were one-on-one, and the second interview was completed in pairs to allow the participants to discuss the initial codes I found through my analysis.
The interviews were transcribed before being analysed, which in turn allowed the arising themes to be identified, considered and tested or further explored in subsequent interviews with the participants. Each question related back to the research question to ensure the focus was on answering the set research question.

4.5.5 Data Analysis.

This study adopted a grounded theory approach to analyse the data, within which the generation of data is interrelated with theory in an ongoing process. This approach required a constant comparison between data and theory throughout both the data collection and the analysis. The theory constantly progresses while the data concurrently focuses on the suitability of the theory as a frame.
The process of analysing the data began at the earliest stages of the research. The field notes were the first method to be used, and this helped to prepare the interviews. The methods undertaken included generating data and coding it to form themes in order to inform further data collection and analysis. Field notes were coded using ‘incident to incident’ as they already consisted of my own words (Charmaz & Mitchell, 2001).
Data collection was structured around three main phases. Upon completion of each phase, the data analysis procedure was undertaken. This process included transcription and analysis of interview transcripts, which were then cross-referenced with field notes and any conversations that had taken place with the players and/or coach, either with the main coach or me. Throughout, memos were used to record any thoughts, insights or ideas that occurred to me during data analysis.
Interviews were transcribed for analysis. These transcripts were then analysed for initial coding, with an attempt to attach meaning to sections of the text while remaining open to all possible theoretical directions. This allowed the identification of conceptual possibilities emerging from the data. Line-by-line coding was administered to all interviews, which also allowed theoretical categories to emerge.
I ensured that I used field notes and other comments, observations and queries. I went through these to try to group the comments and notes. Each interview was approached in the same manner, keeping in mind what had been done from the previous transcript. In the comparative analysis process, data from each participant were compared and contrasted until no new issues were arising. This involved going back and forth between transcripts, memos and notes. Constant comparative methods (Glaser & Strauss, 1968) continued to establish analytical distinctions and make comparisons at each level (Charmaz, 2006). Following this, focused coding was undertaken to summarise and explain larger sections of data. Theoretical coding then allowed for the development of conceptual categories into a theoretical structure.
Until all options were exhausted, I continued to create categories, reflecting what I saw from the data. As codes started to progress into concepts, I questioned the ‘how?’ and ‘why?’. Initial readings of the interviews showed patterns across all participants, as well as some contradictions, which had to be clarified. The forcing of data is an issue that every researcher needs to be aware of. It arises if the researcher allows their personal biases and preconceived ideas or experiences to influence the choice of data (Glaser, 1992) and prevents the researcher from seeing what is actually happening in the data. I acknowledged previously my possible bias and experiences, and to prevent the forcing of data, data was analysed sentence by sentence, and all comments were noted and coded. 
The second interview was conducted in pairs. It focused on a number of common themes that had emerged from both my notes and the initial interview. As the analysis ensued following this round of interviews, the emerging concepts were developed into a more formal theoretical scheme. From this comparison, core categories began to emerge, and their properties were identified. The analysis and comparison of data at each level influenced the design of the research. Unlike other research that is explicitly emergent, it did not try to test a hypothesis but pursued the theory that accounted for the research situation as it presented itself. Therefore, it related directly to the girls and explained aspects associated with the study (Glaser & Strauss, 1968, p. 239).
Data analysis continued by comparing the data gathered from each phase as they were collected. This comparison of data is fundamental to grounded theory. The comparison begins with the first sample and continues throughout the course of the research. Data were continually coded, compared, sorted into categories and compared again. This is a relational process, where all new data is compared with the other samples (Glaser & Strauss, 1968). Throughout this process, memos were written, to focus and to keep me aware of significant points. This analysis was ongoing, taking place throughout the data collection process. I continued to think about and reflect on the themes emerging for the analysis, adapting the questioning and the focus of my observations. I had to ensure I was really thinking about what was coming from the data, making judgements and interpretations to ensure that my understanding of the culture of this team was similar to that of the participants. 
This type of research relies on constant theoretical interpretation, as the data is continually evolving. Given this emphasis on the conceptualising of ideas, memoing was a very important method. It allowed for the spontaneous recording of ideas using analytical codes that had been pre-structured (Hutchinson, 2001). The use of grounded theory allowed for an exploration of independent data and the influences these had on girls’ experiences of meaning in the team and in the school.

4.6 Ethical Considerations 

I received the approval from the Human Ethics Committee of the University of Canterbury, New Zealand, for this research. The proposed procedure for this study was to conduct participant observation and semi-structured interviews in the basketball season of February – September 2016. The sections below describe how ethical issues were addressed.

4.6.1 Informed Assent and Informed Consent.

All of the participants (the players and the coach) in this study were informed of the nature and extent of the research. I provided a detailed information sheet and required the participants to sign an agreement form to participate. Participants were also informed that they could withdraw from the research at any point in time. Since this research focused on minors, the parents of the participants also received a letter explaining the research and a consent form to sign, allowing their daughters to participate in the study. The Rector of the school also signed a consent form to allow my research to be conducted in the school.

4.6.2 Confidentiality and Anonymity.

During the research, all participants were given a pseudonym that bore no resemblance to their own name, as with the name of the school. Access to the recorded interviews and audio files are confined to the researcher. Audio files, transcripts and all other records are stored securely in the researcher’s office for a period of five years.

Chapter Five: Findings

5.1 Introduction 

This study identified three main factors, presented as themes, influencing the enjoyment of the six girls that are presented here in order of importance. Each one of these themes is presented as a chapter. Chapter Six presents the first, which is Relationships and which includes the relationship with peers and coach and how that impacted their enjoyment. The second theme (Chapter Seven), The Team as a “Safe Haven”, looks at how the socio-cultural environment provided an escape from the pressures of school and their day-to-day life. The last theme (Chapter Eight) is Competition: “It just became more serious to us”, and looks at how competition, despite the coach’s focus being on fun, became a part of their reason why basketball was fun and enjoyable. At the end of each theme there is a brief discussion of it. 

Chapter Six: Relationships

6.1 Introduction

Positive relationships made the strongest contribution toward the six participants’ enjoyment of being involved in basketball, which supports a significant amount of research on young people and their participation in sport. Positive relationships in sport between peers (e.g. Riley & Smith, 2011), between coaches and athletes (e.g. Barnett et al., 1992; Evans, 2014), and between coaches and parents (e.g. Smoll et al., 2011) has been shown to make important contributions toward enjoyment, and motivation and to be more important to girls (McDonough & Crocker, 2005). The dynamics of interaction are a prime consideration in ethnographies. They are one of the main aspects of the culture under study and reveal important patterns of behaviour either intrinsic or extrinsic, with this being evident in this study. 

When I first met with the team, they were very polite and friendly to me as a newcomer. Obviously, I was not expecting hostility, but I expected that it would be more difficult to create a rapport with the girls: 
I’m quite surprised that they accepted me so well off the bat as the assistant coach, asking me the normal questions… “Where I am from?”, “Why am I on the team?”, etc. but I felt integrated somehow. Maybe it’s just the first impressions, or I’m excited to start my data collection but just by looking at them before the practice starts they seem to care about each other; maybe look into that a bit more. (Personal diary (PD), 04/04/2016)
The coach only introduced me as an assistant coach, and she left it up to me to explain my position on the team and my role as a researcher. I briefly explained my purpose as a researcher, which was looking into what made girls in high school play and keep playing basketball and for that, I had to be around the team; I then shared my past experiences as a basketball coach: 
I’ve introduced myself today for the first time formally to the team. I told them I was a student at the University and what the focus of my study was. I also told them a bit about where I was from and my experience as a coach, which they seemed very interested [sic]. It appears that my experience might be a plus that will allow me to build some rapport with the team. (PD, 04/04/2016)
The core team of seven had been playing together for three years and had clearly developed some camaraderie between them. I noticed before the practice even started that the girls would gather in either small groups of 2 or 3 or even the whole team and just talk about how their day was going, how school was, basically they chatted about everyday life outside basketball as has been the case in some other research on social interaction in youth sport (see, Light, 2010). This was more evident during warm-up at my first practice with the team. The coach told them to pass the ball to each other and talk about their day with their peer. This interested me and encouraged me to try and find out more about how these girls perceive their relationships with their peers and with the coach and how these perceptions might affect their experiences of being in the team.
My analysis led me to create two sub-themes in this section that account for the two main factors that contributed to make participation enjoyable and meaningful: (a) relationships with peers; and (b) relationships with the coach.
6.2. Relationships with peers.

Wide-ranging empirical research conducted in the 1970s and 1980s assessed the significance of a variety of possible reasons for sport participation, highlighting fun/enjoyment, skill/competence development, social acceptance and affiliation, and fitness and appearance as the main participation motives (see Weiss & Ambrose, 2008). These motives are linked with one another, both empirically and theoretically, and suggest that peer relationships are crucial elements of youth sport experience.
As competencies such as leadership and taking and understanding performance outcomes develop, youth shift from depending mainly on adults for physical competence information to peer comparison and evaluation (Lindsay et al, 2015). Given the link of peer comparison to motivational readiness for sport participation, it is important to understand peer relationships better.
The study of peer relationships requires attention to multiple levels of analysis and methods, as well as the specific relationship context. Other possible considerations of relevance to physical activity researchers include gender differences in physical activity experiences and biological maturity. Carlin, Murphy and Gallagher (2015) found that gender influenced the role of peers in sport involvement. With this team, the girls were more open to discussing the social support the rest of the team offered as being important to their involvement and continued participation in playing basketball. 
For these girls, their teammates were not only important to the acquisition of competence information, but they were also important for their psychological adjustment as well as social and moral development (Smith, 2003). Sullivan (1953) theorised that peer acceptance shapes perceptions of authority and views toward competition and cooperation, while specific friendships allow youth to understand the self-relative to others and provide an opportunity for intimacy and validation. The team environment offered opportunities for these girls to interact with their peers and consequently served as a big factor in their development. For example, it offered the opportunity for peer comparison and exposing themselves to different points of view (Vierimaa, Erickson, Côté, & Gilbert, 2012). The next section demonstrates how the girls in this team valued the relationships they developed through the years they played together but also how they welcomed new players like Sophie and tried to develop good relationships with her. 
Social interactions between the girls was one of the first categories that I started pursuing due to how they interacted with each other before, during and after practice. The first question I asked of all five girls was “What do you like about the team?” and all of them had a similar answer to Jessica: 
I like the girls. They are super fun to hang with, and we have a really good time. We’ve known each other for three or four years now, and in the beginning, it wasn’t like this, but I believe we became really close. We just laugh with each other. I can say that I genuinely care about every girl here. (Jessica, int. 1)
What Jessica told me was also visible for me. She would go around and ask how people they were doing and take an honest interest in what they were saying, even with me after she got to know me a bit more. Sophie was new to the team, and when talking to her, she told me that she was going through the same process of getting to know everybody as I was:
It’s hard changing schools and get to know people all over again, but it’s different with these girls… like they made me feel welcome straight away. I thought it would take me some time to get to know them but they are super friendly, and it makes it easier to be a part of this team. (Sophie, int. 1)
Conflict occurs when two or more people experience disagreements or disputes (Rubin, Bukowski, & Parker, 2006), and although conflict is generally seen as a negative experience, it has been identified as an important component of sport friendships (Leo, González-Ponce, Sánchez-Miguel, Ivarsson, & García-Calvo, 2015; Weiss & Smith, 1999). Interestingly, there was never a major conflict within the team that I observed. Anna, as the oldest player and team captain who appeared to be the glue between the girls and always encouraging her teammates, even when they were “little bit hard” to deal with:
…there are some people that are a little bit hard but still get along with them. There is a couple of girls that I’ve gone through school with, and I’ve kinda known them for a while. I try to be supportive of everybody if I have to call somebody out I don’t have a problem with that. (Anna, int. 1)
Relationships can be complicated, and they can appear in forms that are both positive (e.g., peer acceptance, friendships) and negative (e.g., peer rejection, victimisation). Keegan Harwood, Spray, and Lavallee (2009), when looking into peer relationships and social interactions, found that “building confidence in each other”, “emotional and moral support”, “collaborative play and learning”, “emphasising effort” and “encouraging practice” were common among their participants. This fits really nicely with how these girls view their relationships. They seem to help and care for each other, even when it was hard, either in games or training sessions, they were always very encouraging.
Throughout the season I could see their relationship develop and I started to notice some smaller groups were forming, like Jessica and Sarah, who were from the same year at school, and had played basketball with each other since they were children:
S: It’s good to have that kind of support. Having someone on the field that understands you and that you can talk to besides the coach is a pretty nice. I can talk with Jessica if I think I’m sucking and she helps me get my spirits back up. (Sarah, int. 2)
J: I feel the same way… I even ask Sylvia to put me in with Sarah so we can play together more often, especially now that these are the last two years of high school. We even have been trying to do a play between the two of us. (Jessica, int. 2)
Friendships are found in virtually all life domains and play a crucial role in social development (Holt, 2016), psychological adjustment (Berndt, 1992), and personal well-being (Cronin & Allen, 2015). Research on participation motives in sport, exercise, and physical activity has often identified the need to be with or to make new friends as a key motive (Kondric, Sindik, Furjan-Mandic, & Schiefler, 2013; Smith, 2003). Peers and friends are among the influential social agents of sport participation, along with coaches and parents. Physical activity may provide an important vehicle for promoting positive peer relations (Weiss & Stuntz, 2004), and in this group, the girls helped create this supportive and friendly environment. 
Mary and Anna were sisters, so that bond helped them throughout the season, and being the coach’s daughters they could openly tell Sylvia what was on their mind. I was taken by surprise at the level of honesty, but the rest of the team did not seem too fazed: “Today I heard Anna saying ‘Hey Sylvia this isn’t working we need to change something to be more aggressive on defence’” (PD, 03/05/2016). This camaraderie and openness shows how much these relationships mean to these girls. They value every player and what they bring to the team:
…we don’t have people that are a lot better than others. You know they’re always going to be those like younger developing players in the senior team but that’s only how they are going to get better is playing with people that know what they’re doing. So we kinda rely on each other to get better, and we do it together (Sophie, int. 1)
The relationships that these girls talk about go deeper than just getting to know each other well. It is being able to rely on someone on and off the court, to be able to trust each other. The bonds they create are even more developed on trips to the games:
I love the van rides... we just have fun all the way to the game. We talk, make fun of each other, I feel sorry for our manager because we are really loud and she has to drive us to the games. I think it’s a good bonding moment for all of us. The girls are super fun, and it’s a shame we don’t travel more often to games since most of our games are at home. (Grace, int. 3)
…everyone can like take a joke. If anyone shoots an airball we all kind of laugh. It’s quite nice there’s no pressure on you all the time whereas in other sports there’s a lot of pressure. (Grace, int. 2)
The importance children and teenagers place on peer relationships in sport has commonly been cited in related research in paediatric sport psychology (Padilla‐Walker, Fraser, Black, & Bean, 2015). For example, the literature on sport participation motivation has consistently cited relationship opportunities as being just as important as learning and improving skills, experiencing the excitement of competition, and enjoying being physically active (Jõesaar, Hein, & Hagger, 2012). Weiss et al. (1996) defined a pleasant play/association dimension in terms of a positive connotation attached to being together or spending time together, as well as enjoying social interactions with teammates or best friends, which complements the way these girls interacted with each other, by being playful, supportive and caring. 
These relationships seemed to allow them to be completely open with their coach and teammates without being afraid to hurt anybody’s feelings. Some of the girls, like Sarah, attribute the credit to the coach by saying that Sylvia makes them “feel like family”. Sylvia admits encouraging this type of environment:
I try and make everybody talk to each other. At least to a level where they know something about their teammates’ lives outside of basketball. I want them to be able to trust each other outside of the court, so it transfers that trust into the game when they play together. I believe that trust and knowing each other is more important than any type of play or skill I could teach them. (Sylvia, int. 1)
This building of trust and caring was very noticeable around the team for me. I would see the girls talking to each other throughout the practice about all different subjects besides basketball, trying to develop that connection and trust that Sylvia was talking about. I asked the coach if she saw that behaviour as helping the girls playing and training hard and she simply said: “…with girls I believe if you show you care for them they will learn and play hard for you, regardless. The important thing is making them feel important”. This helped me understand how integral Sylvia’s role as a coach was, so I decided to have a closer look at what kind of relationship the girls on this team had with Sylvia.

6.3. Relationships with the coach 

Quality relationship building is vital to effective and successful leadership (Schruijer & Vansina, 2002). The quality of relationships between coaches and athletes becomes a significant element, especially when considering how leadership is a role that can be shared and neither the coach nor the athlete can do it alone (Jowett, 2017). Sylvia and the team had a symbiotic relationship, where without her support, the girls were unlikely to play at a high-performance level. Likewise, without the girls’ talent, commitment, and enthusiasm Sylvia would be unlikely to be successful. Jowett (2008, 2017) theorised that just like coach leadership, coach-athlete relationships provide a social context for developing collective beliefs. With this group, their collective belief delivered an enhanced environment within which the girls felt confident in their collective capabilities to perform tasks in a coordinated, well-organised, and successful fashion (Bandura, 1997).
Relationships have a great influence on the athlete’s training and performance and more often than not they include aspects relating to the private life of the athlete (Coakley, 1990). In fact, contemporary developments in coaching such as athlete centred approaches encourage the coach to care for the athlete and consider his or her life outside sport as a more holistic approach (see, Jones, 2015; Kidnam, 2005; Light, Evans, Harvey, & Hassanin, 2015). 
Research using a variety of methodologies and theoretical frameworks has shown that the quality of the relationships coaches and athletes develop impacts the athletes’ development and growth (Jowett, 2017; Jowett & Cockerill, 2003; Smith & Smoll, 1996). Sylvia’s relationship with the team was capable of promoting not only the girl’s skills in terms of improving performance (e.g. do technical skill, win tough games), but also the girl’s skills as social beings (e.g. feel satisfied, worthy, and self-reliant) (Figgins, Smith, Sellars, Greenlees, & Knight, 2016). All this research suggests that the quality of relationships in youth sport, and particularly for girls, is crucial to their participation and enjoyment.
The first time I met Sylvia, she presented herself with a stern face and very serious look: “… she seems very serious maybe because it’s the first time she is meeting me” (PD). But after we started coaching together and talking a lot more, I realised that is how she presents herself at first. The first moment I witnessed Sylvia interacting with the team was in a pre-season meeting where she hugged every one of the girls, calling them darling and being very motherly. It was a different scenario to what I was used to, because back in Portugal I never saw a coach, male or female, hugging their players. It was all about getting the practice session underway:
It was really strange to see the coach hugging everyone, I was beside her and just said hello, and she was all happy to see them. I overheard Sylvia asking one of the girls how her parents were and how was her mother feeling (apparently she was ill not too long ago). Maybe she is like this because she knows them for at least 3 years now… (Personal diary, 28/03/2016)
This level of closeness was well-defined as an affective or emotional behaviour such as liking, trusting and respecting one another. In sport psychology literature, researchers (e.g. Bloom, Durand-Bush, Schinke, & Salmela, 1998; Kassim, & Boardley, 2018) have identified the importance of an emotional link between coaches and athletes. In fact, in our first practice, there were four new players on the team, including Sophie, and Sylvia was hugging them like she knew them for a long time. I asked Sophie about it, if it was different from the previous school she came from:
I never met Sylvia before, but she’s great… the coach in my previous school was friendly, but I like Sylvia’s vibe… I don’t know she seems the type of person I can open up to and she will listen and try to help me. (Sophie, int. 2)
Watching Sylvia throughout the season and through our numerous conversation in her car going to and from games I could see that she genuinely liked every single girl on the team. One of the most common quotes from her that she would definitely say almost every car ride was “I’m more like a mum to them…” and that stuck with me every time I was observing her, either on training session or games. Even her daughter Anna believes it is because “we’re (she and her sister) in the team as well, she is more of a mother figure because we are there, and treats everyone equally”. When asking Sylvia about why she sees herself as a mother more than a coach, she went into more detail:
When I say mum is also like an educator, we are here to educate them as well… our job is to teach them how to play basketball but you know with girls it’s not just that… the emotional side is always present, and you have to be aware of it and really care for them… make them feel important. (Sylvia, int. 1)
Coaches are expected to provide quality practice sessions and prepare members for evaluation and competition (Short & Short, 2005). Thus, during training sessions and games, coaches and athletes can develop relationships through which they express needs (e.g., autonomy, competence) and satisfy goals (e.g., skill development, performance success). Moreover, Jowett and Nezlek (2011) highlighted that coaches are an important source of support for athletes when they experience stressful situations. In some way this rings true with my study, since being on a team where only one player had basketball as her main sport, Sylvia was always aware of what was going on outside of our practice. Several times during the season I notice her pulling some of the girls aside to talk one on one:
It might be pretentious of me but I can almost see when somebody is feeling down, I pulled Jessica out of training last night because she didn’t look like herself, and I was right she was felling a lot of pressure to have good grades from her parents, and she just wanted someone to listen to her. (Sylvia, int. 1)
When I talked with Jessica about it she was really open about how good it was to have someone that can instantly pick up when she was not feeling good:
I believe there’s not a lot of coaches like Sylvia… the way she cares it’s something that I never had from my other coaches… it’s almost like she can sense when we are not ok or having a bad day, it’s crazy sometimes, and I think every single one of us can open up to her, and I feel appreciated and heard. (Jessica, int. 2)
Towards the end of the season, Sophie was going through some bad moments in school, and Sylvia was the one she would go and talk to before or after every training. Sophie was a boarder so she would only see her family on the weekends:
It’s been hard with the rowing and boarding, and I don’t have as many friends like I wanted to, but Sylvia has been pretty awesome with me and has been helping through this. I like that I have someone that I can open up with and she always asks me how I’m doing and knows if I’m lying so I know I can open up to her and tell her what is going on. (Sophie, int. 3)
Jowett and Nezlek (2011) identified how, in sport, a coach and an athlete are in a relationship where the coach is expected to be the leader, teacher, and provide support, and the athlete is expected to perform, learn, and receive support. This is a relationship that reflects the separation from and elevation of the coach above the athlete. It is a relationship in which communication occurs through a monologue through which the coach passes objective knowledge to the athletes, but this does not describe the relationships between the coach and athletes in this study. Instead, this study had more equal relationships of power, featured productive dialogue and was far more complex than a process of just passing on knowledge. 
As researchers such as Rusbult et al. (2004) suggested, there is interdependence between coaches and athletes. Athletes, on one hand, form relationships with coaches to learn skills, techniques, and tactics, to feel successful, and to gain satisfaction from their sport with coaches forming relationships with athletes to share their experience and knowledge, to support the athlete in reaching his or her potential, and to achieve personal success and satisfaction.
Sylvia’s coaching style reflected some features of the athlete-centred approach (see, Kidman, 2005; Pill, 2018). She considered the athlete as a thinking, feeling person with a life outside the sport, which reflects the humanistic and holistic nature of athlete-centred coaching approaches (see, Kidman, 2005; Light, Evans, Harvey, & Hassanin, 2015). She considered the influence of the girls’ lives outside basketball and took time at the beginning or end of the practice session to talk to any of the girls. Most of the time she used small talk to make them feel like they belonged to the team and that she cared about them.  
Sylvia’s coaching was not only about openly caring for her players because she was really demanding of them. Sometimes I thought that the girls would not respond well to the way she was talking to them, but surprisingly they were not that bothered by it:
With Sylvia, although she can be a bit scary sometimes, I feel like I’ve gotten a lot more confident, sometimes I would be nervous to take the shot, but I feel like she releases the pressure ‘if you miss don’t worry about it they can get back’. I know that she does like me and she thinks I’m a good player and stuff, so I don’t let anything that she says about my game I don’t take it to heart, because it’s just to help me (Grace, int. 2)
When talking to Sylvia about the team and what she expected of them, she would always talk about winning games and making the girls better basketball players. In games especially she would focus solely on how to win the game. All she asked from the girls was to play the best they could:
Yeah, my mum can be intense sometimes in games… she’s always on my and Mary’s case… but we are already used to it, she coached us in almost every sport we’ve both been on… she even coached us when we started gymnastics when we were young. (Anna, int. 3)
Anna and Mary had a different relationship with Sylvia on the basketball court. The moment the training or the warm-up for games started both would call their mum by her name. There were a few moments when Mary would call her mum, and she would say “I’m not mum here I’m Sylvia”. When I questioned Sylvia about it she did not want the rest of the team to think she was treating her daughters differently:
It’s a funny thing coaching your daughters, I think I try to be fair to everybody, but I know that I’m harsher on them than the rest of the team. I want the team to feel that everybody is in equal footing, that if my daughters screw up, they will get the same treatment as the rest of them. (Sylvia, int. 1)
This relationship didn’t seem to impact the team’s environment; from my observations, there was never a problem with Sylvia favouring her daughters. I think it was quite the opposite; she would be stricter with her daughters than with anybody else, but the rest of the team were used to it:
It’s been like that for the last few seasons I’ve been with the team. At first, I felt sorry for Mary and Anna, but then I started to get used to it… I think it’s how their family go about it in sports… they seem to handle that pressure really well. (Grace, int. 3)
Mary believed that Sylvia was always looking out for the best interest of the team. She also thought that having her as a coach was easier than having somebody else coaching them because Sylvia knew her strengths and weaknesses: 
When you give away the ball or you get the ball taken off you, she’ll… Doesn’t really matter, she yells at you don’t feel like you’re letting her down as much as someone else because she related to me. Because she knows my strength and weaknesses, she knows I’m not comfortable dribbling, and if I get the ball taken of me, she’ll know that I tried my best. (Mary, int. 2)
Anna thinks it is a plus having her mum coaching the team because she can talk to her about the game and how to improve her game:
I think it’s also good that she is our mum because when we go home, she can also talk to us about the game, what things we did pretty well and give us some feedback and tell us ‘next week you could try doing this’. It’s good to have like a second opinion from the coach’s point of view. (Anna, int. 2)
Sylvia’s way of coaching is not demanding to a point where she alienates the players because she wants them to perform. It is a style that actually acknowledges the girls and recognises them as humans who have emotions, but also helps them to improve their game in the process. During the interviews Grace and Sophie told me how they felt about Sylvia’s coaching style: 
I feel like your coach is there to push you but it also not to push you until you feel like … in my old school I kind of felt like a bit too much pressure, I felt really stressed all the time, and there was school work. But this year has been really good, I mean there is kind of a pressure but doesn’t matter goes really well with the vibe of the team. (Grace, int. 2)
…our school is not known to be quite high up in basketball, so that helps, but I reckon the coach plays a big part in the team culture. Compared to the other coaches I’ve had through other sports she’s definitely been one of the understanding ones, in terms of your personality wise. (Sophie, int. 2)
In a study conducted by Jowett and Cockerill (2003) on Olympic-level athletes, they examined how relational qualities were associated with affective outcomes (e.g., pleasure and displeasure). Their findings are similar to what I found with this team in this theme. There is a degree to which Sylvia and these girls depend on each other in order to obtain valued outcomes, which is connected to the degree to which they see their relationship as favourable and believe that the other relationship member satisfies important needs. Relationships in a higher performing competition provide important support during intense, stressful, and extreme events (e.g., injury, performance slumps) (Curran, Hill, Hall, & Jowett, 2015) as is also evident in Light and Yasaki’s (2017) study on an Australian girls’ basketball. Furthermore, close relationships not only have the ability to help individuals deal with stressful events in their personal and sporting life but “also enable individuals to prevent stressful events” (Pierce et al., 1996, p. 441). 
This emotional support was more visible during some of the close games we had through the year. When the team needed a couple of points to win and fell short, the coach and the girls would huddle at the end of the game. They would interlock their arms and say what was positive about the game and what was needed to improve for the next game, but Sylvia would always finish with “I’m proud of you”. It seemed to make the girls happy that the coach recognized their effort. 
6.4. Discussion.

This chapter identifies the importance of relationships for making basketball meaningful and enjoyable for the girls in the study. In regard to peer relationships, it shows how important the girls are to each other and how supportive they are when they train and play together. It suggests how much they value having meaningful relationships with each other, and with their coach, which in turn helped them enjoy and have fun while playing basketball. It provides details of interactions and dialogue between the girls and between them and the coach, who values her relationship with them. It strongly suggests that their motivations for playing basketball are less connected with winning games and developing skill than they are with basketball as a social practice within which meaningful relationships are central to enjoying it. That is not to say that winning and performing does not matter to them. Indeed, improved performance was facilitated by and facilitated the strengthening of relationships. However, so much research reveals, the social dimensions of being in the team are the most important (see also, Dukic, McDonald, & Spaaij, 2017; Light & Yasaki, 2016; Wann, Hackathorn, & Sherman, 2017).
All the girls believed that basketball was a way to meet people they “wouldn’t normally talk to in school” (Grace, int. 2) and they acknowledged that all the girls in the team provided a non-judgmental, safe and comfortable environment by helping each other be better at basketball by caring and helping them through drills, skills or in-game. The coach, Sylvia played an integral role in creating and sustaining this supportive and caring environment. As hard and demanding as she could appear the girls knew she cared about them and trusted her which is an important requirement for athlete-coach relationships that can lift performance and enhance athlete enjoyment (see, Light 2013; Swanson, 2016). She allowed them to develop these relationships by encouraging them to talk during warm-ups and cooldowns and listening to them, pairing them up in drills with people they would not normally pair with. She also took an extra step to know more about her players, about their personal life outside of the basketball team, always asking about how their life at home was and how school was going. 
These girls supported each other not only because it was in their personality to do so, but because the environment the coach and the players themselves created allowed for it to happen naturally. My observations and understanding of the site and all the participants suggest to me that this support system was the key factor helping them enjoy basketball. This included some of the closer relationships, like that between Jessica and Sarah, and Sylvia’s with each of the girls, and their attention to how life was outside of basketball. The camaraderie during games, body language on the bench and on the court, a meaningful glance or roll of the eyes, the trips to the games and the relaxed atmosphere as they are coming into practice, reflected the meaning and pleasure of being in this team.
Chapter Seven: The Team as a “Safe Haven”

7.1. Introduction 

This chapter begins by focusing on the stress that the student participants experienced at school and how it affected them. It then provides insight into what basketball meant for these girls and how it helped them cope with and relieve the pressure they felt at school. 

7.2. Pressure and stress.

While looking into how the relationships within the team were formed and the contribution they made to the girl’s enjoyment of basketball, I started to notice that most of the time their conversation would be around the school and school work. Even when Sylvia pulled the girls aside to talk it was almost always about problems with school work or other students. Schools like St. Louis can be a powerful psychosocial environment for most children and adolescents (Li, Shang, Wang, & Siegrist, 2010). Notwithstanding the different types of schools, locations, and classes during students’ educational journeys, students have a rather consistent basic structure of relationships between the requirements of the study and their competences, resources, needs, and coping strategies (Li et al., 2010). These relationships are rooted in group dynamics in classes and specific peer groups with several studies documenting adverse effects on performance and wellbeing among students who were exposed to adverse school settings (Gådin & Hammarström, 2000; Torsheim, Wold, 2001; Torsheim, Aaroe, & Wold, 2001).

Most of the girls in the team were attending this school with a scholarship, either a cultural one such as a music scholarship, or a sports scholarship. For private schools to attract students, they have to deliver a diverse co-curricular programme, with both cultural and sporting opportunities and the important academic programme aspects of the curriculum. The extensive co-curricular programme private schools provide is of central importance in the delivery of a whole person education and as a way of distinguishing them from the state system (Light & Kirk, 2000). 

7.2.1 The pressure to perform. 

There is a need for private (independent) schools to explicitly perform academically, in sport and in other areas aimed at providing distinction from state-funded schools that involves developing class-specific values (see, Connell, Ashenden, Kessler & Dowset, 1982). This places pressure on teachers, coaches and students (Curry & Light, 2013). This pressure was visible during my time in the school, and I was able to feel it and see the effects it had on the student participants who felt the pressure to perform:
I’m here on a music scholarship, but my focus is on my athletics. It’s a lot of stuff you have to do… I’m trying to get to Worlds in Triathlon, and that means early morning and late afternoon training sessions, most of the times in the same day, but I have to come to recitals and practice with the band… my parents helped me get here so it’s the least I can do. I like playing basketball because it takes my mind a bit off school, but there are days that I feel really tired at the end of the day. (Anna, int. 2) 
At St. Louis the participants and staff took pride in their sports teams. For Anna, “representing St. Louis is a great way to honour my parents and the people at school who believe in me” (int. 2). As has been noted in other studies sport delivers a clear means of comparing different schools within the elite independent groups of schools, with great financial resources invested into achieving the best possible results (Curry & Light, 2014) and this was the case at St Louis. Sophie chose to study at St. Louis because their rowing program was “one of the best” and she wanted to have the best shot at being one of the top rowers in the country. 
St. Louis provides scholarships to students who are outstanding academically, musically, or in their own sport. Therefore, the school’s performances in the core sports are connected to the school status and social standing (Hickey, 2008; Light & Kirk, 2000). St. Louis is a proud institution with teams in important sports challenging its competitors at the top Secondary School level in regional and national competitions and events. At St. Louis the better-established sport programmes are netball, for girls, rugby, for boys, and rowing, for both genders. However, in 2017 St. Louis gave its first two basketball scholarships, one for boys and one for girls. 

7.2.2 Academic performance.

Students who come to St. Louis are looking for the best education possible as well as the best sporting experiences. In this process of trying to achieve good grades and good sporting performances, the girls in this study took on several commitments throughout their years in this institution. From many conversations I had with the girls on the team, teachers and coaches, I came to understand the immense commitments the girls made to sport and academic study and the pressure they were under to succeed in their commitments. This involved taking time from their days to be training in the early mornings or even staying after school to be involved in those programmes: 
I don’t mind it, but sometimes I feel that it’s hard being at St. Louis because we try to be involved with everything that will help you get into Uni or get a job, but there are days where you are just tired, but you have to attend the practices and the tutorial classes because we already committed to them. (Sarah, int. 3)
Besides their basketball commitment, the girls on the team take on several other activities inside and outside of school. Jessica, for example, plays korfball for a club outside of school, is also a prefect, senior theatre manager, stage manager of the school show, and did three scholarship subjects (part of the National Certificate of Educational Achievement (NCEA) level system). This involves taking an extra exam at the of the year and going to extra tutorial classes that will help her get into University or a job after she finishes school. She also worked part-time. Anna is a tri-athlete, trying to get to the World Triathlon Series, and is at the school with a music scholarship. She has several early morning training sessions for her athletics, swimming and biking, but also all sort of commitments due to her music scholarships, like recitals and music classes after school. This was very common with the girls in the team and the students in the school in general. 

7.2.3 Bullying.

The girls’ commitments placed pressure on them, but school life involves complex relationships that, when there are problems, can be another source of stress, especially with teenage girls (Thornberg & Knutsen, 2011). Over the past few years bullying at school and online has featured in both the news and research and created some stress for some of the girls in this study. For example, Sophie was new to the team, to the school and was boarding at St. Louis, which made her feel “somewhat like an outsider” (Sophie, int. 2). Throughout the season she appeared to have a lot of problems in school, especially with other boarders and students:
At the moment I’m not liking rowing that much cause my partner is always saying I’m fat and I’m slowing her down, even my coach/trainer says I should lose some weight. And also some of my classmates are being really stupid with me, always making fun of me and saying dumb things about me. I was thinking of changing my scholarship to basketball, but the school says I can’t unfortunately. (Sophie, int. 3)
When talking to Sophie about what she was going through she started to share what people were saying about her, like “I need to lose weight to be able to row with a partner” (Informal Conversation, IC), or even posting mean comments on her Facebook page. She felt bullied by some of the students at the school and also she felt she was not getting any support from the rowing coaches. 
There have been some studies conducted on athletes’ experiences with bullying. Most of the existing research falls short of exploring bullying that happens within the sport. Steinfeldt et al. (2012) for example, revealed how having an athlete status may put youth in the power position to commit bullying acts during school time. In contrast, may put athletes status at risk for being victimized (O’Neill, Calder, & Allen, 2014), like Sophie who wasn’t performing to the rowing coaches’ expectations. Similarly, Volk and Lagzdins (2009), in a study involving 69 female adolescent athletes, revealed that athletes did report bullying within the sport, but their bullying experiences were more predominant during school time. Sophie was always a bit on the outside. Initially, I thought it was because she was new to the team, but after a few months, she appeared to still be on the outside, despite the constant attempts from the whole team to include her. Evans et al. (2016) identified that athletes who saw themselves as bully-victims in at least one instance, reported weaker social connections with teammates, and this was true in Sophie’s case. Sylvia was always more reassuring and positive towards Sophie because of her problems, and the team would follow suit even though most of them did not know what was going on. More detail regarding this is provided later.

7.2.4 Parents and peers.

There were several times where some of the girls seemed to behave differently. In the beginning of the study, I thought there was great harmony in the team, but I started noticing Sylvia pulling girls to the side to talk, or some of the girls not talking or joking around as much as they used to in the beginning. So I started to pay closer attention to how the girls felt, asking simple questions like: “How’s school?” and getting a “It’s fine”, with a ‘let’s-talk-about-something-else’ vibe more times than a more happy answer.
In Portugal, even private schools do not have as many extra-curricular programmes as they do in New Zealand, which is why I did not initially understand the number of commitments the students in these schools could actually take on. After talking to Jessica, for example, I started to understand how much she was involved with her school programmes and academics. We started to talk more about what was going on with her, and she opened up to me about how she was constantly worrying about her grades and the basketball team due to her different commitments:
I do feel sometimes I’m letting the team down, and I feel that I’m not good enough for this team. And because I try to be involved with everything my parents are always telling me to watch my grades and I don’t want to disappoint them… But I’m happy that the girls don’t mind me screwing up… it’s nice to know they have my back. (Jessica, int. 3)
Most of the girls had problems in school at one time or another, like Jessica with her grades, Sophie with the other people at school or even Mary on a different level because she wanted to get away from her sister’s shadow: “I don’t want to be known as Anna’s sister” (IC). Mary has always been following Anna since they were kids. They did gymnastics together, and then played basketball together and when Anna decided to do Triathlon, Mary followed shortly after:
I pretty much follow my sister, but I want to be recognised as Anna. I get frustrated when I can’t do well in the game. It’s easier when you are in a solo sport, you only depend on yourself to achieve a good mark. With team sports, it’s hard because I don’t wanna let my team down, although I know they have my back. Maybe I’m a bit too critical of myself. (Mary, int. 3)
For Sarah some of the pressures were having enough time to be able to play soccer and basketball, in the Duke of Edinburgh’s program, which is a program where she would have to do six months of sport, service and a skill for one hour every week plus an adventurous journey (like tramping), and have time to socialize with friends from outside of these commitments:
I try to be everywhere, so to speak, I do a lot of things at school, and I have close friends in almost every group I’m a part of, but it’s hard to find the time to do things non-school related, that’s my social life sort of. Sometimes I think I took too much and now I don’t have time to relax and spend some time with my friends. It’s really hard to go to parties when you have training the next morning at 7am (laughs). (Sarah, int. 2)
The demands placed on the girls’ time and energy created stress for them that one could assume having to perform in basketball would add to, but this was not the case. Instead, it provided a space where they could relax and enjoy spending time with their friends and escape the pressures of their lives which it will be described next.

7.3 The Team as a haven

7.3.1 A “family” environment.

Basketball for these girls provided a place where they could take time off from their busy and sometimes stressful lives and just have fun without thinking of the outside world. It provided them with a haven from the pressures of school, other sport and the growing complexity of their adolescent lives:
It’s a different vibe when you come in to play basketball. I really don’t like our Monday training sessions (7am), but once I get there… I don’t know something just changes… I see the girls, and I instantly feel different somehow. It’s super fun, and even if I had a bad day the group is there to lift my spirits, and I sort of forget what is going on at school. (Grace, int. 2)
All of the struggles outlined in the previous section placed a lot of pressure on these girls, and this pressure was also something that Sylvia noticed, especially because she was the mother of two of the girls:
I understand the type of pressure they go through at school… I mean I have two daughters here at school, so in a certain way, I relate a lot. I feel like everybody on the team is different, but they go through the same things. I believe I’m a bit tough on them but I at the end of the day I have to understand what they are going through. Anna, for example, is like me, nothing fazes her that much, and she works hard. Mary works hard too but she is a little bit more sensitive, and you noticed during games I have to ask you to talk to her. (Sylvia, int. 1)
This was particularly interesting because Mary would be a lot more vocal and take more to heart what Sylvia was saying to her. As Sylvia said, she was tough with the girls, and that caught my attention. She was always making them be accountable for and take ownership of what they did in and out of the game. With Mary, I happened to take a different role. Most of the times when she was subbed or crying, because in her head she was performing badly in the game, Sylvia would ask me to talk to her. That brought me closer to Mary and helped me understand what basketball meant to her:
I just cry because I don’t want to let my team and my mum down. After the game I’m fine, I talk to my mum and my sister, and I’m good, but it’s hard to work as a group. I like that these girls don’t mind me screwing up and that’s they are always supportive. That’s the one thing I like about team sport, you can depend on each other, but I always want to do things really well and make my mum proud. (Mary, int. 3)
During games I felt that the team did not want to let Sylvia down, because they had been together for so long, which allowed them to develop a deep level of closeness and intimacy (Aune, Buller, & Aune, 1996). Yet it was during the training sessions where they were the most relaxed. Almost every training Sylvia would say: “Let’s have some fun while learning new things.” And in some way it brought some sense of security to these girls, that it was okay to make mistakes and that the team was a safe space for everybody to be themselves and have fun:
I feel like the team doesn’t want to let Sylvia down, and sometimes she is scary, but I like her and the way she coaches us. It’s fun all the time, we never get mad at each other, and she helped me out when I was having some problems with my grades, she would tell that it was okay to skip practice to study, but I would come anyway because I like that it helps to take my mind off what is going on at school. (Sarah, int. 3)
Being together for such a long time “the stakes are higher, and investments are greater” (Jowett & Clark-Carter, 2006, p. 632). Kelley and colleagues (2003) recognised that there was an interrelation between investments and relationship length by acknowledging that investments were building blocks for the future and therefore the people involved, either the coach or the girls, contributed at each time period to eventually attain greater rewards and greater levels of positive emotions, including satisfaction.
Sylvia was always talking to the girls about how their lives were going. She had an ability to know, almost like a sixth sense, when these girls have had a bad day or had a problem, most likely because of all the years she had spent coaching them. She would tell me to run the practice, and she would pull them aside and to talk and even at times sending them home if she thought they had too much going on and needed some rest. In Sophie’s case she was happy to come to basketball training as it helped her forget about all the stress she was having with rowing and with the other students:
I love basketball, and honestly kind of regretting that I stopped playing a couple of years ago. I love how the girls are, we might just see each other two or three times a week, but I feel like I know them for a long time. We are always joking around and, to be honest, helps me forget a bit of the other people at school. It’s kind of my second family here because my family lives a couple of hours out of town and I only see them on the weekends. (Sophie int. 3)
Sylvia’s way of making the girls in the team feel part of a “family” helped them open up to her and suggested to me that Sylvia was getting through to her athletes at a deep level by being an active and important part of their life. During this observation she took the extra time to help them in any way she could. Although it is largely agreed that, regardless of context, the coach is a crucial component in ensuring optimal development of athletes (e.g. Abraham & Collins, 2011), the way in which the team environment offered a haven for the girls and the reasons for it are suggested by Strean’s (2009) belief that children describe their activities as most enjoyable when little input was required from coaches. 

7.3.2 Friendship.

Clearly Sylvia was an important factor for the girls to feel like basketball was a “safe haven” from the stress at school and at home, but the girls on the team were also a major reason why they felt happiness playing basketball. There were smaller friendship groups, such as Jessica and Sarah, who always arrived and left practice together and would always walk around school together. These smaller groups or pairings had a big impact on creating a safe and supportive environment:
She is my best friend (Sarah). I think if it wasn’t for her and Sylvia I would probably not play basketball. I have too many things going on, and it’s hard for me to juggle everything. It helps that Sylvia is so understanding and that I can tell her that I’m not coming to practice because I need to catch up on my school work. (Jessica, int. 2)
The mother-daughter relationship dynamic also contributed to creating a friendly environment. There were a few games where Sylvia would tell me: “I think Mary is mad at me because I pulled her out of the game”. When I talked about it with Mary she said:
It’s nice to have your sister and mum on the team because we go all the way home talking about the game, and what I/we could have done better. Sometimes I’m angry at Sylvia because she took me out of the game but we talk it over, and I understand her point eventually. (Mary, int. 3)
All of the participants talked about how much the group helped them with all of the stress of their lives outside of basketball. For Sarah, it was a place where it had a “different vibe from the other sports [she was] involved [in]”. So it appeared to me, since my initial observations, that this group was very accustomed to using basketball to temporarily forget about their problems:
After a couple of months they started to open up to me a bit more about what was going on in their personal and school life, especially Sophie (maybe because she is new to the team too), but Jessica and I have been talking a bit more of what she wants to do when she finishes school and asked her if she was having problems because she seemed stressed and she actually opened up to me. (PD, 10/06/2016)

7.3.3 Escaping from the stress of life.

I started to feel that I was getting some understanding of what basketball meant for these girls when asked more directly about my own experiences of basketball. I explained to them that, to me, I basketball was an escape every time I was stressed or angry. I said it gives me some stability, something I can control, something that I can focus on, like shooting for example, and all of them understood what I meant. Anna said:
I come from an individual sport so to me whenever I’m stressed I just go for a run or a swim, but strangely enough, basketball has the same effect on me. I just like coming to training and just focus on whatever Sylvia wants us to train or improve on. I mean I’m going to give my all but it’s good to know that we can just relax and enjoy what we are doing and have a laugh, and I think it’s the same for the other girls (Anna, int. 3)
This idea also was apparent in the games, especially the first two or three games of the season. As mentioned in previous sections, the core of the team has been together for some time, so this was normal to them:
The spirit in the first few games was very interesting… Sylvia seems to let the girls talk freely and even joins in on the conversation from time to time (maybe because we were winning by 20-30 points). She just gives a few directions to the girls, but when she does it, all the girls pay attention to her. (PD, 04/05/2016)
This sort of team culture created by the coach and the players had a strong influence on the dispositions of the girls in the team. As Geertz (1973) suggested, culture is “a way of thinking, feeling, and believing” (p. 4) that is not explicit or rationalised. Adapting this to the culture of the girls’ team helped me appreciate the tight socio-cultural environment the girls experienced. Sylvia saw her duties as a coach as extending well beyond just developing good technique and tactics. She saw the role basketball played in the personal and social development of the girls as being at least as important. The ideals that she tried to instil in the girls were cooperation, accountability on and off the court, and support, and all of the team understood that regardeless of the situation, winning or losing, missing a lay-up or making a turnover, they were always supportive of each other:
You can always hear Sylvia saying to trust your teammates and to play as a team when you’re on the court and in timeouts. I might be the youngest, but I feel like they respect me and value my contribution to the team, the girls even came up with a nickname for me which is great. They make me feel good even when I miss a shot. They say I’m a shooter, but I don’t think I shoot that well, nonetheless is good to hear that they like my shooting. (Grace, int. 3)
The happiness and security the girls felt in the team can be partially explained by Deci and Ryan’s (2000) self-determination theory. In it, they describe three basic interrelated psychological needs (autonomy; competence; and relatedness) that children and young people need to enjoy and find meaning in sport. Children experience autonomy when they are given some decision-making and problem-solving responsibilities and feel competent if they feel that the sport they play allows them to demonstrate their skills. Relatedness occurs when children feel wanted and have someone that cares for them. Deci and Ryan suggested that if young people like the girls in this study experience autonomy, feel competent and related, it creates a motivational climate that is task orientated and guarantees that the coaching environment is aligned with children’s motives for taking part, which is supported by other literature (Cumming, Smoll, Smith, & Grossband, 2007). In the girls’ team, skill development, making friends, and ‘giving your all’ was prioritised over competition and winning. This contributes toward them enjoying basketball as is suggested in the literature, occurs more broadly (Smoll & Smith, 2006). Conroy and Coatsworth (2007) suggested that children who played for coaches like Sylvia, who was more reinforcing, encouraging, and autonomy supportive, experienced more positive changes in attitudes than those whose coaches were critical of performance. 

This supportive culture created by Sylvia allowed the girls to open up to either her or their teammates and made playing basketball through this season a lot more meaningful ‘knowing that you can always count on somebody of the team to help you out” (Sophie, int. 3). There was always a sense that they genuinely cared for one another. Nobody on the team was worried about playing time, all they wanted to do was “hang out with everybody” (Grace, Informal Conversation)
7.4 Chapter discussion.

This study suggested significant stress for the six girls who all had a main sport besides basketball and were involved in some other co-curricular programme such as leadership programmes. In this team, because most of the girls understood the stress and how time-consuming these other commitments were, they developed a strong support system. I often saw them talking with each other about personal and academic subjects such as making plans to study together.
Several studies have identified a number of features that facilitate participation in sport, like a supportive family or coach/team (Bailey & Toms, 2010). But there is also evidence that suggests not all sporting contexts are equally valuable in supporting children’s engagement in sport (Bailey & Toms, 2010). In a study of swimmers, Pelletier, Fortier, Vallerand and Briere, (2001) found that children dropped out because their coaches were too controlling and oppressive, and the children saw them as less encouraging and supportive. This was certainly not the case with Sylvia’s approach and her relationships with the girls. Some other reasons identified as making children unhappy in sports are an over-emphasis placed on winning by parents, coaches and peers (Orlick, 1973), fear of failure, feeling assessed in a competitive environment by peers, coaches and parents (Sager, Lavellee, & Spray, 2007) and a lack of enjoyment (Weiss, 1993). On all these points the experiences of the girls in this study were the opposite.

Although Sylvia was always talking about winning it was never a stress factor for the girls. The environment she created was one of support with everybody there for each other and everyone ‘had each other’s back’. For some of the girls, such as Sophie, it was the highlight of the week, and that anxiety of messing up or letting the team down, although present, never had a negative impact on the girls’ enjoyment during the season. Bailey, Cope and Pearce (2013) contended that “[c]oaching practice is likely to be ineffective, or even harmful, if the coaching environment is not aligned to the needs of children” (p. 57) but Sylvia’s coaching seemed well aligned.

The meaning these girls made through the season of basketball had a strong and positive influence upon their dispositions (Jones, Edwards, & Viotto Filho, 2016). This supportive culture was developed through the years they played together, and the time they had been coached by Sylvia. If the basketball team or club is seen as a community of practice, this culture can be seen to have been created, acted, learned and replicated through participation in the team or club’s cultural practices (see Hassanin, Light & Macfarlane, 2018; Lave & Wenger 1991). The culture of the team created a highly supportive environment in which the girls felt safe, secure and happy, which is, or should be, the ideal for any youth sport team or club in or out of schools. Their enjoyment of being in the team was highlighted for them and for me by the ways in which it acted as what Sylvia described as a safe haven for them to escape the pressures and stresses that adolescent girl’s face.  The more time I spent with this team over the study the more I came to understand that basketball for these girls was not all about the good times but also, when they were having problems at school, basketball provided a space where they could relax, unwind and just forget for a moment the pressures of the outside world.

Chapter Eight:  Competition: “It just became more serious to us as a team.”
8.1 Introduction

Some of the literature on youth sport identifies a range of problems associated with excessive or inappropriate competition (see, Neil, Bowles, Fleming, & Hanton, 2016; Nicholls, Levy, Carson, Thompson, & Perry, 2016) but others argue for the importance of competition for making sport participation meaningful and fun when it is at an appropriate level and does not overpower the benefits that sport can offer (see, Light, 2016; Warner & Dixon, 2015). The previous chapter identified how membership in the basketball team offered the girls a safe haven and an escape from the pressure to perform academically and in sports where results in inter-school competition were more important for the school than in basketball, but this should not be misread. This was not a case of wanting to completely escape competition but to escape the pressure they felt when winning became too important. They still wanted to win basketball games, but the motivation was from within and not from external expectations of performance. In psychological terms, motivation was intrinsic and not extrinsic (Harwood, Keegan, Smith, & Raine, 2015). This chapter identifies the important role that competition played in motivating the participants to train and to play as well as they could, which was tied to the meaning that the team had for them all. In particular, it focuses on how this promoted deep engagement and gave them all a feeling of individual and collective achievement that contributed strongly to their enjoyment, self-esteem and connectedness with teammates and the coach.

8.2 Growing enthusiasm and excitement.

The year before the study the team had been promoted to the 1st Division, which presented a challenge for them to step up to a higher level. At the beginning of the season, they were relaxed and seemed to enjoy each other’s company but did not seem to have the competitive drive that I expected. However, as the season progressed their commitment, motivation and performance grew. When I first came to work with the team, I was surprised by the relaxed atmosphere. Even during our first few games of the season, the ‘vibe’ was very relaxed, and the team did not seem particularly concerned about the outcome of the competition games. Due to my own experience as a coach and a player, I was always the loudest one on the bench, either cheering because teammates scored or just celebrating because of a well-timed block, but during the first half of the season the girls in the team were very relaxed. They would cheer when their teammates scored, but they were not overly excited, and even appeared restrained:

I think we have always been like that. We like to see our teammates score and do well in the game, but I think it might be a general New Zealander thing, or even from our school. We are not used to being too loud when we play sports. Especially girls’ sports I don’t see too many people being super loud when we score. I never really thought about it… it’s just different (Grace, int. 1)

The calmness and what I considered to be a lack of excitement among the team was particularly noticeable for me because of how it contrasted with my own experience and culture of basketball. In the first few games, the team would typically be sitting on the bench and talking about things other than the game itself most of the time without paying attention to what was going on. There were a couple of times when I told them to focus on the game because I believed it was important that we played well so we could show that our team was good enough to play in the top league and I was a little frustrated with what I saw as a lack of motivation to succeed. When I asked why they seemed so relaxed and carefree, Jessica made an interesting point:

For me I don’t think it’s lack of engagement or commitment, we are all in this team because we like everybody and we have been playing together and known each other since forever, so I think it’s because of that… I know that my team has my back without hearing them cheer for me. (Jessica, int. 1)

Initially, my beliefs and pre-dispositions towards basketball were totally different from the environment I found myself in. It was over the first few games that I started to realise that in order to get the best out of my players, to make them engaged, I actually did not need to make them work one hundred per cent every training and every game, and the coach had the same opinion:

I know how much I can push them and how to get them to play hard for me. Sometimes I have to have a stern talk to them and call them out but I know the players I can count on to get the job done, and the ones I can rely on to push and help the other players. I also want to see what we can do in this division and how far we can go. In the first games of the season, I’m OK with them being distracted. (Sylvia, Informal Conversation)

In the first four or five games of the season, we had an easy schedule and won most of our games by a minimum of 15 to 20-plus points, which helped me get accustomed to the way this team worked together.

8.3 Engagement.

Seligman (2011) acknowledged the importance of finding activities in our lives that require our full engagement. He also claimed that engagement in the activities of our daily lives is important to learn, grow and nurture our personal happiness. Every person is different, and we all find enjoyment in different things, whether it is playing an instrument, playing a sport, dancing, working on an interesting project or even just a hobby. This type of immersive engagement is central to stretching our intelligence, skills, and emotional capabilities (Seligman, 2011). In this section, I focus on how their total engagement was influenced by the relaxed and supportive environment created by the team and Sylvia, and also how this made them look for ways to improve their game.

As the season progressed and we started to get some really good results I started to see changes in their attitude and demeanour at games and at training. It seemed to me that this was caused by the team’s success, growing sense of confidence as a team and their belief in each other. Although the atmosphere was still very relaxed, the girls started to reach out to Sylvia and me for ways to improve their game. Mary would always come to me during games or even in the training session after the game and ask me to help her with her dribbling, or how to get better ball handling skills because she “was doing too many turnovers”. Sophie, who played before and was coming back into the sport, was always asking both of us how to improve her game. We would show her and make her understand that there were several ways of finishing, it was all about reading what the defence was giving her. There was something quite refreshing about helping her, or any other player, when they would do exactly what we talked about in the training session in the game and they would come to the bench ecstatic and boasting about what she did:

I think it’s awesome that you guys (coaches) are here to help us out in any shape or form. I haven’t played in a couple of years, but I feel like my game is better than it was before thanks to both of you. It’s quite nice we can come up to you, and you guys straight up tell us what we need to improve. I think you (Ricardo) are different than Sylvia. She is more direct and tells me what to do, and you make me think a bit more of what is going on in the game and what possibilities are there for me to explore. (Sophie, int. 2)

Most of the girls in the team felt the same way as Sophie which was encouraged by Sylvia’s ‘open door’ approach that allowed them to reach out and ask for help. They would receive her feedback and try to work on it, either in the game or at training. Anna, on the other hand, was a bit different as she was the most autonomous of them all, and I believe it was because she was the team captain and she felt that she had to carry the team:

I think that out of all the girls I have to perform the best. I’m the captain, so I feel I’m leading the charge, sort of speak. I feel like if I have a bad start of the game the team will struggle, not saying that we would lose but I feel like we wouldn’t be as good as we could be. But I glad that the team has been holding on so far, I’m eager to play the stronger teams and see what we can do against them. (Anna, int. 3)

Halfway through the season the girls in this team started to become so absorbed in training that they sometimes completely lost their sense of time, saying “is it over? That was fast.” (Grace, IC) and became so involved in the play that it was not easy to get their attention. Attaining this state of total engagement is typically evident when people are involved in activities they love and are good at, such as dancing, playing sport, or pursuing hobbies (Álvarez, Balaguer, Castillo, & Duda, 2009). 

Although engagement in enjoyable activities comes relatively easy to most children (Kochanska, 2017), it was Sylvia’s planning that made this engagement so enjoyable that the girls reached this state of total engagement. At times it seemed to approach a state of flow in which the athlete becomes lost in the flow of the experience and experiences optimal learning (Csikszentmihalyi & Jackson, 1999). Most of these opportunities were provided in training through small-sided games that reflected some of the Game Based Approach (GBA) to coaching where they would develop their own ‘game plan’ to beat the other team, or talk with each other during the game, in between free-throws: 

I think it’s important for them to have fun, most of all, but I believe they need to talk and support each other in game… the more they talk and understand what they are doing on the court the better it will be later on the season. I need them to make decisions by themselves. Of course, when they ask me, I will give them the answer but I want them to think and understand the game (Sylvia, int.1)

This level of engagement provided by Sylvia’s coaching can be explained by looking at some of the features of Game Based Approaches (GBA) such as Game Sense (Light, 2013). Game Sense and other GBA pedagogy develops skills and understandings through verbal and nonverbal interactions between the coach and athletes and/or between peers, with language and reflection on the experiences being one of the key features of learning (Howarth, 2000; Light & Fawns, 2003). This helps highlight how such engagement was established through constant dialogue between the coach and her players and between the players themselves. It had a big impact by not only stretching these girls intellectually and emotionally but also empowering them to take responsibility for the team and individual performance. It provided for them the three conditions that Light (2017), drawing on the work of Antonvosky, suggests enhance positive experiences of sport. These are comprehensibility (understanding what is going on), manageability (feeling they can meet the challenges involved) and meaningfulness (that the activity is worthy of commitment). The level of deep engagement the girls experienced seemed to be healthy and productive for nurturing their happiness and enjoyment.

8.4 Responding to defeat.

Our first game against one of the stronger teams in the region was a close one. The girls initially were nervous because the other team had several very strong players. Sylvia reassured them that this “is like any other game we’ve played” (Team Huddle, 07/06/2016). The first quarter was intense and ended with us 10 points behind. But before the second quarter began and throughout the rest of the game Sylvia reminded the girls of what we had been working on, and telling them, “we have to communicate… talk with your teammates and figure it out” (Team Huddle, 07/06/2016). After that, a shift happened with the girls slowly starting to talk inside the court a lot more. Although we lost that game by one point the girls were not discouraged. Indeed it made them feel much more confident:

It’s bad that we lost, but I felt good out there, to be honest. I think we were bad in the first quarter, but we started talking to each other a lot more once we understood that the team we were playing against wasn’t that much stronger than us and we could beat them. I think we are going to do well this season (Sarah, IC) 

The rest of the games against the stronger teams were a lot better. The girls were communicating more with every game they played and that helped them to always have close games against the top teams in the region. After that first game against one of the top schools, the engagement of the girls started to become more apparent as the season went on. The several games we won and also lost, allowed us to show the girls, and confirm to Sylvia, that we could actually play in the top division in the region, against the top schools. Throughout the season the girls became more and more confident in their own play style, and we actually performed very well. In the following section, I go more in depth about what this team achieved and how these achievements were important to shape their enjoyment and fun while playing basketball.

8.5 Achievement.

To Seligman (2011) having goals and ambition in life can help achieve things that can give a sense of accomplishment. Creating realistic goals that can be met by just putting in the effort can give a sense of gratification when those goals are achieved, as well as a sense of pride and fulfilment (Park & Corn, 2017). Having accomplishments in life is important to push ourselves to prosper and flourish. Particularly in sports, people strive to better themselves, whether by seeking to master a skill or win a competition (Rees, Haslam, Coffee, & Lavallee, 2015). As such, achievement is another important thing that contributes to our ability to flourish. In this section, I explore how competition positively influenced their experiences of fun and that it came from the girl's will to get better and not the coach imposing herself on them.

At the beginning of the season, the team did not appear to be very interested in being competitive or setting themselves the goal of winning the championship. They seemed to just want to “enjoy playing basketball with friends” (Mary, int. 1). Mary’s comment was a sentiment that was very evident in the first four games against easier teams which allowed the team to relax, find its rhythm and get used to playing in the top division:

I think it’s been easy so far. To be honest, I just want to be part of the team and be able to enjoy playing basketball. I don’t pay too much attention to what are the scores of the other teams, and I know there are like three or four really strong teams if we lose I won’t mind too much because they are stronger you know? (Sarah, int. 1)

This way of thinking was shared across the team and included the players not participating in this study. Anna and Mary were the only ones that treated basketball in a more serious competitive way: 

You can only depend on yourself out there. I like basketball that we have teammates that we can rely on, but in the end, I feel if I screw up, I feel like it’s my fault that we lost. Maybe it isn’t true but I take my wins and losses very seriously, and I always feel I could’ve done a bit more. That’s why I talk to mum all the time about it (Mary, int. 3)

This does not mean that the team did not work hard. Although the team atmosphere was always calm, relaxed and carefree Sylvia would push them hard and make them accountable. During my time with the team, Sylvia and I spent a lot of time going to and from games in her car, talking about her personal life and about the team. When asked about the first few games and how the girls were acting she would always answer: “I want to play against one of the top teams and see what we are made of” (IC, 10/05/2016). When that opportunity arose she seemed optimistic, and her talk with the girls was very positive after losing the game:

I think we did very well today. We started sloppy, but we came back. Bummer that we lost, but I believe that we can beat any team. You girls showed me that you have what it takes to go far in this competition. I hope you ladies are happy with what you did and we are gonna work harder for the next time we play them. (Huddle, 07/06/2016)

That was the moment that I believe changed the girls’ mindset. There was a shift in their conversation with Sylvia and myself on how to improve their game and how to get better because they did not want to let us down. They had been challenged and had risen to that challenge, which gave them confidence and motivation. Sarah and Jessica started training together a lot more and coming to me to ask if they could do a certain play that they have been working on. This showed that they started to take the competition more seriously:

 I think our mentality changed quite a lot since the last time we spoke. I think we can actually go really far. We have the team to do it, I think we are strong, and we can’t let our guard down no matter what. I want to improve my game as best as possible to help the team and Sylvia. (Sarah, int. 2)

All of the girls said similar things. Jessica was a bit scared to fail against the stronger teams at first but Sylvia started to give small goals to Jessica, for example not letting their best player score because she was our best defensive player, or making three to five assists until the end of the first half. In this way she built Jessica’s confidence up to a point where she looked comfortable playing against the top teams and directing the team as a point guard should:
Yeah, you and Sylvia helped me a lot with my game, I think I’ve improved so much, and now I’m more comfortable playing. I’m still afraid of messing up, but I know that my skills have improved so I want to play against the strong teams more often so I can learn more. (Jessica, int. 2)

This shift in mentality from ‘I just want to play with friends’ to ‘I want to compete against the top teams’ was really interesting for me to observe. The girls started to get more involved the better they got, but the season was not all perfect. When we played against probably one of the weakest teams in the region we lost by two and Sylvia was very upset:

We deserved to lose that game… we weren’t focused at all, and we never were in the game. I don’t like losing games like this, but it shows us that we have to keep our game face on all the time. I hope the girls learned from that. (Sylvia, int. 1)

Sylvia was very direct with the girls, and you could see when she was happy or angry. After all these years, the girls could clearly tell how she was feeling. That loss did not sit well with the girls at all. Grace felt they could not have done a lot more and that the team let Sylvia down:

I just feel stupid that we lost that game. We weren’t there at all. I think we could have done a LOT better. I know that I’m going to focus from now on against any team. I don’t want another loss like that. (Grace, int. 3)

We finished the regular season in fourth place out of 12 teams, which was a tremendous achievement for all the girls. This meant we would play in the top eight with the top four teams moving on to the semi-finals. We only lost one game in that round but unfortunately, in the semi-finals, we played against the team that would become the champion of the Secondary School Competition, and we lost by four points. After losing this game, which ended their season, the girls were sad but happy that they went that far for the first time being in that competition. They felt a powerful sense of achievement:

It sucks that we lost. I wanted to go to the finals. It makes me sad that we came this far and we weren’t able to beat them. To be fair, their whole team plays basketball for main sport, so I guess we held our own pretty well. But looking back I think I grew so much this year. I love playing basketball. (Sophie, int. 3)

Anna highlighted the change in mentality in the team from half-way through the season. She believed that it was that first game against a stronger team that made them get closer as a team and work hard to get whatever they wanted to achieve:

In the end, at least we lost to the champions, I think we did awesome out there. I get mad with every loss, but I’m super proud of the girls and how far they came. They were awesome, and I was proud to be their captain. Shame it’s my last year though (Anna, int. 3) 

8.6 Chapter discussion.

Sylvia was happy with the season, being the first time in the top division and making it to the semi-finals the first time. For her, getting as far as we did was an amazing achievement and she felt that they could not have done any better. The development of the team over the season involved growing confidence and motivation that was tied into growing enjoyment of being in the team and of being with each other. The growing engagement over the season in training, competing and just being in the team was inseparable from the motivation provided by individual and collective achievement over the season. While the previous theme of the team providing a safe haven reflects their desire and need to escape from the pressure of competition, achievement in competition and the collective ability to rise to an appropriate level of challenge encouraged engagement and created positive emotions such as happiness and satisfaction. What seemed to distinguish this season and the enjoyment it promoted for the girls was the meaning that the team developed for them and how their motivation for winning and improving performance came from within (intrinsic) and was not driven by external rewards (MacIntyre, 1985). MacIntyre’s (1985) work stated that external rewards are usually associated with prestige; in the case of this study the girls never cared about the importance of looking good in front of the other students in the school. They had that prestige through their main sport. MacIntyre (1985) also defined intrinsic motivations as reasons for playing the sport and the development of skills and tactics, ethics of the game, rules, respect for opponents, etc. For this team, it was the intrinsic motivation to get better together, and they took joy in seeing each other improve over the season.

Light (2017) suggested that deep engagement arises from the coach providing and managing appropriate levels of challenge and this seems to be the case in this study. Within and outside sport achieving goals is important for human beings’ wellbeing (Seligman, 2011). Positive Psychology (see, Seligman, 2004) suggests that working toward long term goals and having a sense of moving toward to reach those goals is necessary for happiness. On the other hand, some research on sport suggests that the achievement of small, short term goals rather than the long-term pursuit of major goals tends to be more beneficial (e.g., Debois et al., 2012; Gillham & Weiler, 2013). Whether the achievements of these girls in this study are seen to be short-term or long-term achievements over the season was critical for their enjoyment of being in the team. As Weinberg and Gould (2007) suggested, it is crucial to provide young athletes with concrete means of setting and achieving goals as well as constant personal support and feedback about their performances. Achievement and engagement made a significant contribution toward the girls’ enjoyment of basketball with the contribution they make toward happiness and wellbeing more generally confirmed in the PERMA model (Seligman, 2011). I refer to this more fully in the Thesis Discussion.

Research on competition and gender usually states that typically men are seen as more competitive, seem to enjoy competition more and respond well (performance-wise) in both internally and externally competitive environments (Hamilton, Anders, Cox, & Watson, 2009; Warner & Dixon, 2015). Women, on the other hand, tend to perceive internal competition as highly salient, personal and ultimately detrimental to the team and to their sport experience, with women not overlooking the idea that daily team interaction helps to build a ‘winning’ team (Warner & Dixon, 2015). All of these perceptions on the characteristics of competition are consistent with notions of women being aware of the social aspects of sport, and they find the social experience essential to their desire to continue participation (Dixon, 2009; Warner & Dixon, 2015).  In the case of this team, the girls initially did not look at being the best in the division, but as time went on their focus shifted to a more intrinsic motivation to improve themselves, to get better individually and as a team. This suggests that appropriate levels of competition can have a positive impact on these girls’ experiences. The growing sense of improving as a team helped generate a deep engagement and a sense of collective and individual achievement, which in turn contributed to their enjoyment of basketball and overall wellbeing.

Chapter Nine: Thesis Discussion

9.1 Introduction

The purpose of this study was to make a detailed inquiry into what made being in a school basketball team enjoyable for the six girls.  It confirmed my understanding of how enjoyable being in the team was for them and identified three major themes that most shaped and influenced their positive experiences. They were: 

(1) Relationships developed through their day-to-day interaction with each other and other girls in the team and between them and the coach; 

(2) How the team operated as a ‘safe haven’ that offered a way of getting away from the pressures and stresses of their normal lives, in and out of school; and
(3) Their enjoyment of competition, that strengthened as the season progressed. 

Each theme revealed numerous interacting influences on the nature of the girls’ participation in basketball and the fun and enjoyment identified in the study. As I developed the three main themes of the study, it became increasingly evident to me how well they aligned with Seligman’s PERMA model for happiness and wellbeing. When I went back to read about the PERMA model in more detail, it seemed to me that it provided a remarkably good explanation of why the girls enjoyed basketball so much and why it meant so much to them. For these reasons, I have used the PERMA model to structure the thesis Discussion. However, in keeping with the ethnographic approach of the study and the constructivist theoretical framework I adopted, I use the PERMA Model to structure the discussion of each of the themes and to identify how they fit with the model. Although I recognise this model is a good fit for the findings of this study it is not without its limitations. Despite Seligman acknowledging that in order to achieve wellbeing and happiness the five elements have to be present, they seem to be individualistic and intrinsic. Of the research used to develop the PERMA Model, none of it adopted a quantitative methodology on sports (see Lee, Krause, & Davidson, 2017; Palmer, & Green, 2018). I used the PERMA model in a way that sits well with my theoretical framework where I looked at all the factors that can contribute to the five elements of PERMA and considered how they interacted in my study. For example, overcoming an obstacle or meeting a challenge like defeating a strong opposing team can be categorised in the Achievement element but it creates an emotion of joy, which falls in the Positive Emotions element. So, with the mindset of a more fluid and complex model where each element is connected and can influence each other, I use each element to structure this chapter, but I keep in mind that each element is connected to the other. The five elements used as subheadings in the discussion are: Positive Emotions, Engagement, Relationships, Meaning and Achievement.

9.2 Positive Emotions 

Seligman (2011) described positive emotion as that which is evident when having an enjoyable life and included happiness and a range of emotions like fun, hope, enjoyment or interest. Khaw and Kern (2014), described it as a hedonistic element that covers the subjective feelings of wellbeing as pleasure and comfort.

The team environment was very welcoming and friendly. During the first few training sessions I got to see the team in action and felt the inclusive and friendly ‘vibe’, which was always relaxed with the girls always smiling and laughing. My first interviews helped me get to know the girls and to get a glimpse of what basketball meant for them. They were all very positive about basketball and its importance in their lives:

To me, basketball is super fun. I get to play a different sport, get to be with people I like while learning new things. I have fun running, but basketball is just different. (Anna, Int.1)

This idea of fun was always present in the interviews and or training sessions. It was often used by the girls to describe their experiences and was one of the main concepts I sought to investigate: “Why is basketball fun for these girls?” (PD, 06/07/2016). The concept of fun is difficult to pin down, but I decided to use it as a reference to experiences that are pleasant, personal, and to a certain extent unpredictable (Blythe & Hassenzahl, 2018). 

All of the girls considered basketball to be fun, which was mainly linked to interaction and relationships within the team. They valued the relationships they created and developed through basketball, and these were enhanced by the supportive environment created by the coach and their teammates. This is supported by a great deal of literature on how important relationships are for girls who are involved in sports and identifying the main reason for participation the social aspects of sport such as being playing with friends and/or making new friends in the process (Vandenborn, Wood, & Milne, 2018; Partridge, & Knapp, 2016; Eime et al., 2015). 

The physical education and sport coaching literature consistently identifies the central importance of the social environment for young people and children’s enjoyment of sport within which relationships are particularly important for girls (Light, 2016). For all the girls in this study, social relations within the team were of pivotal importance for fostering enjoyment and identity. The importance of social connections and interaction for enjoyment is emphasised in research on young people and children at participation level sport (Ullrich-French, McDonough, & Smith, 2012). Research on the use of athlete-centred coaching approaches has also drawn attention to the importance of social relations and interaction for team performance at the most elite levels of sport (Evans, 2014). For young people, team sports (like basketball) in particular can provide opportunities for social interaction, develop a sense of relatedness and belonging and promote the development of friendships that can extend beyond it (Leary & Baumeister, 2017; Wann, Hackathorn, & Sherman, 2017).
The strong influence of positive relationships with the coach also made a strong contribution towards the girls’ enjoyment and motivation to continue their commitment to playing basketball. This is supported by much of the literature on what keeps children and young people involved in sport (Light, Harvey & Mermmert, 2013; Stirling & Kerr, 2013). The coach was firm with the girls and set clearly articulated expectations for performance and effort, which they respected and found motivating. They trusted her as a coach who could improve their basketball as both individuals and as a team and liked the way she helped them develop and feel like they are part of the team. This firmness as a coach was balanced by her care for them as individuals in and out of basketball. Care is seen to be an aspect of good coaching in the literature (Jones, 2009) for performance and for the wellbeing of athletes.
Although Sylvia had not read anything about game-based approaches to coaching such as TGfU and Game Sense, she displayed aspects of coaching promoted in the game-based coaching literature that are considered to contribute toward positive and meaningful training sessions (see, Light, 2013). During practice sessions, she worked on improving the tactics or techniques that did not work in the previous game to enable the girls to deal with them and not make the same mistakes again. She would do this by encouraging them and guiding them through the process required to create a practice game they could play that would address the problems she had identified. Instead of telling them what game they should play she asked questions and made suggestions in ways that empowered her players. They understood the connection between the practice and how to apply it in the game, which gave it relevance and meaning for them. The girls enjoyed the “variation, so you don’t always[…] do similar stuff, … it’s not always the same” (Grace, IC). Although this can be seen as being more of a pedagogical factor, it is an approach that requires a more equal relationship between players and coach. This facilitates dialogue and sharing, as is suggested in a range of game-based approaches such as TGfU (Bunker & Thorpe, 1982) and Game Sense (Light, 2013). The girls felt that it strengthened their confidence in themselves and built trust between the members of the team. 
While Sylvia had no specific knowledge of game-based approaches to coaching the ways in which it reflected their features contributed toward the experiences of positive emotions for the girls in this study. Their gender may have influenced this. Light and Kentell (2010) suggested that game-based approaches such as Game Sense are more suitable to girls than boys and that they align with feminist pedagogy. Humbert (1995, 2006) argued that girls are more likely than boys to report negative experiences when traditional approaches to teaching and coaching are used and often respond in a positive manner to humanistic approaches. This statement is also supported by previous research that suggested that girls’ level of intrinsic motivation is improved when involved in autonomy-supportive environments (Ntoumanis, 2005; Prusak, Treasure, Darst, & Pangrazi, 2004)

One surprising aspect that contributed to fun and enjoyment for the six girls was their positive progress in the new competition that was a grade above the level they had played in the previous year. This triggered a small shift in attitude whereby the girls started to seek out advice from Sylvia and me in order to develop their skills and overall game. The realisation that they could win the competition had a positive effect on them, making them more engaged as the season went on. This clearly fits in the Achievement category but promoted the positive emotion of fun that I focus on in this Positive Emotions element. Fun can be linked to the concept of competitiveness and a sense of mastery (see Sahlin, & Lexell, 2015), but it can also be linked with the capability to achieve well enough to feel success without automatically reaching objectively clear levels of success, which is evident in the use of PBs (personal best times) to motivate swimmers (see, Light, 2010)

9.3 Engagement

Seligman (2011) and Csikszentmihalyi (1990) suggested that when people are truly engaged in a task or situation, they experience a state of flow, which is a state in which time seems to stop. They lose their sense of self to become totally immersed in what they are doing and they concentrate intensely on the present. Seligman (2011) defined engagement as “a state of flow: being one with the music, time stopping, and the loss of self-consciousness during an absorbing activity” (p. 11).  Engagement is identified with acts of creation, but deep engagement can be experienced when taking part in sports, spending time with friends or family, or working on interesting projects.

For Csikszentmihalyi (1990) engagement comes from the activities in which people spend a large amount of time that might rely on character strengths and create a state of flow. Sylvia would prepare the training sessions trying to achieve a balance between tactics, skill and enjoyment, by encouraging the girls to improve in a way that made it enjoyable and fun. She felt that if the girls enjoyed training, they were more likely to stay with basketball. This is supported by studies, from different disciplines, such as psychology and sociology, for example, that confirm how people who enjoy the activity they are doing are more likely to come back and repeat it (Gavin et al., 2016; Teixeira, Carraça, Markland, Silva, & Ryan, 2012). 

The girls’ commitments outside basketball, such as netball, rowing and other sports as well as their studies, placed pressure on them because they felt they had to perform at a high level in their other commitments. This confirmed Sylvia’s belief that the girls needed to enjoy basketball and look forward to training and competing every week for them not to drop out. Her belief is supported by research such as that of Witt and Dangi (2018) who demonstrated that lack of fun and enjoyment while playing sports makes young people disinterested and disengaged from their sport and leads to them dropping out. The ways in which she engaged them in training promoted enjoyment.

Although one of the key points for their engagement was how much fun the training sessions were, the relationships developed by these girls was also a major contributing factor for them to be actively engaged in this team. Their close friendships with each other assisted in them being more engaged, not only in training but also in the social world of the team:

I’m playing with my best friend Sarah, and I love it. I think it’s great that I can rely on her to help me out. I believe I’m friends with everybody on the team, most of us spend time together at school, and I also like to help out the new girls on the team. (Jessica, Int.2)

Jessica’s way of thinking was shared across the team and demonstrated the importance of having a supportive and relaxing environment for facilitating friendships and helping them stay engaged in the training, competing and functioning of the team as an important social group in their lives. The literature in sport participation and in other fields recognises the importance of social support for the wellbeing of girls. For example, Hagiwara Iwatsuki, Isogai, Van Raalte, and Brewer’s (2017) study on mental health benefits identified how female students gain mental health benefits from giving and receiving social support. Other studies have demonstrated that females benefit more from talking about their feelings with their friends than do males (Bellman, Forster, Still, & Cooper, 2003; Greenglass, 2002; Matuszek, Nelson, & Quick, 1995). In this study, these relationships also had a positive effect on the girls’ commitment to training. For example, Sophie said that, “getting up early to train is hard but I get into the gym, and I’m automatically happy. When I see the girls it makes it worthwhile.” 

During the season one of the most surprising things that happened was the shift of the girls’ focus towards their commitment to be better players. As the season went on all the girls started to realise that they had a chance to make the finals. Their focus then started to shift towards what they could do better to improve their game with an increased engagement at training driven by the team’s growing success. Anna, the team captain, felt this shift in their focus:

It’s interesting that I never gave too much thought into actually getting better. I do triathlons, so I always try to get better, but in this team, the girls are starting to get a lot better, and I see them reaching out for help. I think it’s great. (Anna, Int.3)

This change in their focus on winning had a positive influence on their engagement, but Sylvia’s focus was not always on winning; it was always on making the girls feel important. Lu et al. (2016) stated that coaches who pressured their athletes, had unrealistic expectations, showed lack of empathy and confidence towards the athlete and led with an oppressive style, were associated with negative outcomes such as decreased motivation, disengagement, and burnout. In this case, it was the opposite, and the team reacted in a positive manner, trying to get better in order to “not let [their] teammates down” as Jessica said (Int.3), which in turn increased their engagement. There is literature supporting the notion that focusing on results decreases motivation and, as a consequence, adolescents become disengaged from their sport (Ehrmann, Ehrmann, & Jordan, 2011; West, 2018; Witt & Dangi, 2018). This was not the case in this study. The coach did not pressure the team to win and stayed calm as their performance lifted over the season. The girls’ increased engagement and effort came from within as a type of intrinsic motivation rather than the external motivation forced on young athletes by coaches and parents obsessed with winning and results (Vink, Raudsepp, & Kais, 2015).

9.4 Relationships

Seligman (2011) argued that one cannot achieve happiness alone because it can only be experienced with other people. This was evident in this study. As so much of the literature confirms, sport is a social activity and the social aspects of it create happiness and other positive states (Pringle, Rinehart, & Caudwell, 2015). That is to say that wellbeing in sport is reliant upon social interaction and relationships. 

In this study, relationships appeared to make the biggest contribution to the girls’ experiences of fun and enjoyment. From the start of my data collection, the group seemed really tight and supportive of each other, even to newcomers like Sophie, who felt “a part of the group right from the start” (Int. 1). The socio-cultural context has a big impact on the experiences of young people in either a positive way (see, Ommundsen et al., 2006) or negatively (see, Santos, Corte-Real, Regueiras, Dias, & Fonseca, 2017). Throughout my observations I noticed that the group was always caring for each other at the beginning of practice, asking how their day was or during games supporting each other, and for the participants in this study it seemed to be a major influence how they experienced playing basketball:

I like when I’m playing I can feel the support from the girls on the court and on the bench… I think it’s important that we develop this type of relationship so that we can play better, but of course, it helps that most of us have played together for a while now. (Jessica, Int.1)

This type of environment was very important to these girls in creating a sense of belonging where they knew they could count on their friends or teammates for support whenever they needed. This is supported by Harvey, Kirk and O’Donovan (2014), where they acknowledged that in a highly supportive environment the less skilful players feel they belong and that they can feel relevant and contribute to the team.
This happy and supportive environment seemed too good to be true for me at first. In fact, from my past experiences as a coach I was expecting that the team would have some kind of problem or conflict, either between the girls themselves or between the girls and the coach. But in fact, nothing too serious arose during the season. The team atmosphere was always very positive with the minor complaint here and there. Anna, the team captain, was my main point of reference for these types of questions:

There is always someone who can get under your nerves, for being a ball hog or for forgetting to play help D but it’s something I can easily overlook because of the spirit of the whole team. It’s super fun talking to the girls, and when I play, I tend to focus on the good stuff we’re doing. (Anna, Int.2)

Atkins and colleagues (2015) acknowledged how young people who experience positive peer relations increase their enjoyment and commitment to the activity, and this seemed to ring true with what was happening with this team. Keegan Harwood, Spray, and Lavallee (2009) also found that in an emotional and supportive environment where confidence is built in each other there is cohesion, everybody works towards the same goal, and there is an emphasis on effort that helps the participants enjoy their sport more. In the case of this study, it made a major contribution to the girls’ enjoyment and fun while playing basketball.

The enjoyment the girls felt was not only due to the relationships they had with each other, but the coach played an integral role. She created the sort of environment where the girls could thrive and express themselves freely. Sylvia would constantly allow the girls to talk with each other, even telling them “when we warm-up talk to each other about your day”, or taking time in running the training session to pull the girls aside to talk and make sure that everything was OK either at home or at school. This behaviour by Sylvia allowed her to develop a relationship with each of the girls in a special way:

I think the girls trust me enough to understand that I can help them and they can open up with me. It took some time to develop this, but I think I’m closer to them because of it. I believe for girls at this age you just have to be open to listen, that’s all they need (Sylvia, Int.1)

In fact, the success that Sylvia had with this team was due to the way she related to and interacted with them. There was a level of respect between the players and the coach, which, in turn, helped the team play better and enjoy basketball. Jowett (2017) stated that the effectiveness and success of coaching exists within the coach and the athlete and the unique relationship they develop. It cannot be done by one party alone and they need one another to develop, grow and succeed. Sylvia looked at her position as a coach more as an educator, “almost like a mother figure” (Int.1) because she would spend a great deal of her time trying to have a real connection with the girls. This in turn allowed for the girls to be more engaged and have more fun playing basketball, a sentiment shared by everybody, including Grace says:

I like that she talks to me every training about what’s happening in my life. I feel like she really cares about me as a person and is not doing it so I can play better, like my rep coaches… I don’t know, it feels genuine… I also feel like I play better because of it. (Grace, Int.3)

The influence of parents attracts a lot of attention in the sport participation literature (Pimenta & Light, 2015; Strandbu, Stefansen, Smette, & Sandvik, 2017) but in this study the parents were mere spectators, never being actively involved with practices and games. They were involved in getting the girls to and from training and games, but at most of the games only a few parents would come and support the team. This did not seem to influence the girls negatively, in fact, according to a study on girls’ basketball Pimenta and Light (2015) found that parents who give positive feedback and positively support their children helped create a supportive socio-cultural environment.  

9.5 Meaning

Here I use Geertz’s (1973) concept of meaning, which acknowledges meaning as desires, intentions, beliefs and values of the people in the particular social environments being studied. In this particular team, basketball was very important for the girls because it allowed them to escape for an hour or two from what was going on in their personal lives. For all of them basketball meant something and was an important practice in their lives, as Mary says:

I like coming into training, even the one at 6am. I feel like I need this to start my day… I mean not the training itself, but I want to hang out with my team, they make me feel good about myself (Sophie, Int.3) 
The team held meaning for them as an important part of their lives over the basketball season. It provided a particular social context in which they shared common beliefs, values and desires that was like a separate world of meanings and experiences that they entered for practice and competition. It gave them a sense of belonging, identity and purpose and made them feel appreciated and supported. It was different from their other sport teams, as what it meant to them involved more than providing a safe and caring environment. It was something they looked forward to every week that provided enjoyment, friendships, a sense of individual and collective achievement and a strong sense of connectedness, belonging and identity that research suggests participation in sport develops (see, Armstrong & Oomen-Early, 2009; Powrie, Kolehmainen, Turpin, Ziviani, & Copley, 2015). According to Eccles and Gootman (2002) feeling a sense of belonging includes perceptions of warmth, closeness, caring, and support and may lead to a variety of positive emotions including happiness and joy when fulfilled (Fajans 2006). The six girls in this study felt part of a social group in which they were respected and valued. 

 Although the girls used basketball to escape from their high-pressured lives, where they had to achieve in order to succeed at school and in their main sports, they found themselves succeeding also in basketball. Initially, they did not expect to be performing as well as they did, but they welcomed it and found it enjoyable, as Anna said in her last interview:

I was surprised that we made it so far, to be honest. I knew we were good but to make Top 4 in the top division is pretty nice. I think when we realised that we could go far that gave us the extra motivation to try a little bit harder, and we had fun while doing it (Anna, Int.3) 
They found competition to be meaningful when they discovered, developed, and displayed their potential. Powrie et al. (2015) suggested that adolescents found sport meaningful when they succeeded in overcoming new challenges or winning over others in competition, and this seems to be the case in this study. 

This team appeared to have ‘colonised’ the environment and shaped it according to the needs of the group to make it their own. It was almost an evolving organism that allowed them to generate a collective sense of meaning based on their intrinsic motivations. This notion aligns with Easterbrook and Vignoles (2012) suggestion that people identify with groups: (1) in order to feel positively about themselves; (2) to feel different from others (sense of distinctiveness); (3) to feel included and accepted (sense of belonging); (4) to feel that their lives are meaningful (sense of meaning); (5) to feel that their past, present, and future are connected; and to (6) feel competent and capable of influencing their environments.

According to Seligman (2011), living a meaningful life is, at its core, associated with attaching oneself to something larger than oneself. It is the sense that there is a larger purpose to life, and being a part of it confers meaning. Religion is the example usually used, but on the smaller scale of this study, the girls felt part of something bigger where everybody was an active participant in helping each other on and off the court, and their experiences of being in the team resonated with their life beliefs and values. 

9.6 Achievement

The girls’ enjoyment of competition is tightly tied into their unexpected achievements over the second half of the season as they set their sights on making the finals. According to Khaw and Kern (2014) achievement can be characterised in objective terms but is subject to personal ambition, drive, and personality differences. Butler and Kern’s (2014) study, for example, showed that a mother who raises a lovely, compassionate family might consider her life successful, whereas her husband might define success as getting promoted at work. Drawing on the notion of flow, Seligman’s (2012) element of Achievement in his PERMA model is seen to make an important contribution toward happiness and wellbeing, but contributions to happiness and wellbeing are not restricted to explicit achievement such as winning games. Accomplishment from improvement provides positive experiences that contribute to happiness regardless of winning or losing and this is something that contributed to the girls’ enjoyment of basketball over the season.  Seligman (2011) demonstrated this through experienced bridge players who were determined to play to the best of their abilities still felt a sense of accomplishment in knowing that they played well when they lost.

In this study the girls initially saw basketball as fun and enjoyable; they liked playing basketball because they had their friends and the training sessions were fun. They saw it as a social sport. However, mid-season the behaviour of the whole team started to shift from being just fun towards wanting to learn more and be better. This was due to their unexpected success that led them to believe they could make the finals. As Jessica said:

I think we are getting better and I’m starting to think that we can actually go far in this competition. We are beating teams by a lot, and we are going toe-to-toe with the stronger teams. I kinda want to get better you know? (Jessica, Int.2)

This sentiment was shared across the team, and the girls started to come to Sylvia and me asking us how they could improve certain skills or their whole game. It appeared that achieving big wins and playing well against the top teams in the division gave these girls the will and motivation to get better. According to Hosseini and Besharat (2010) personal characteristics seem to be related to sport achievement, and they believe that the search for perfection in athletes is associated with an adaptive pattern of achievement goals. Therefore, aiming to be perfect in sport may be adaptive in athletes who do not encounter negative reactions when their performance is less than perfect (Stoeber, Stoll, Pescheck, & Otto, 2008).

These girls’ enjoyed competition because it brought them closer together and the sense of collective achievement they experienced as they met the challenges of meeting strong teams and tasting success. Achievement motivation is broadly acknowledged in psychology as experiencing pride in accomplishment or the tendency to aim for success across varied situations (Atkinson, 1964; Atkinson 1974). Sylvia always had the goal of the team being competitive in this higher division but due to the different commitments of the girls, like netball, rowing or running, she initially tried to make the training sessions more enjoyable for the girls, focusing more on smaller games or games the team would ask to play, e.g. knockout. However, with the girls’ shift in their mentality and motivation she started to focus more on what they could do to win:

I’ve always wanted to be competitive from the start… we don’t go up from division two just to enjoy and have fun, but I had to cater to their needs first, make it enjoyable for them. It was interesting when they started to come to us and ask for help on specific parts of the game or how they could improve (Sylvia, Int.1)

Myers, Wolfe, Maier, Felt, and Reckase (2006) stated that a coach’s behaviour might determine his or her competency in planning adequate training hence influencing the achievement of his or her athletes. In fact, a competent coach who creates a high-satisfaction environment with his or her athletes may encourage them to perform with more confidence in games. Then, a coach should have some skills in selecting the right approach, technique and the way he or she talks when approaching their athletes. Marten (2004) believed that one of the toughest parts of coaching is motivating athletes to practice and try to perform in the games. Simultaneously, coaches need to develop a winning attitude allowing their athletes to set achievable goals. Hence, motivation is simply a means to an end. In order to create successfully motivated athletes, coaches need to provide contact with positive ideas over a long period of time (Marten, 2004). Over the season Sylvia’s coaching style and planning changed with the team. She still tried to keep it enjoyable and fun for the girls, but also tried to meet the needs of her players, by creating a more competitive environment and focusing more on technique and addressing more what was happened in the game of that week.

Chapter Ten: Conclusion

This study inquired into why six girls in an elite independent school basketball team in New Zealand enjoyed being in the team and identified three strong influences on their enjoyment and positive experiences. The importance of relationships in sports team for young people’s, and particularly girls’ enjoyment, has been identified in much of the sport coaching literature (see, Scraton, 2017; Vandenborn, Wood & Milne, 2018, Wright, Griffes & Gould, 2017) and this study confirms this in regard to relationships between the girls in the team and between them and their coach. However, the other two themes are far less common. The second theme demonstrated how the team environment provided a ‘haven’ for the girls. The haven that the team offered these girls as an escape from the pressure to perform in their other sport and from the pressure of expectation by parents and teachers to perform academically seems easy to understand. However, this supportive, meaningful enjoyable and low-stress environment was very much enhanced by success in and the challenges of competition. This could be seen as contradictory. Yet, instead of escaping competition, they found competition with more meaning for them and which enhanced social relations, self-esteem and identity among the girls. In the haven of the basketball team, they still competed, but the balance between competition and the social side of being in the team made it more enjoyable. This is similar to a study on adolescent female swimmers in Australia who enjoyed competing in junior life-saving (Nippers) more than in school sport because the competition was meaningful and important for them. It was balanced with the social side of being in the Nippers and did not place as much pressure on them to succeed in competition as being in the swimming club did (Wieland, 2016).

The basketball team was not a social team where results do not really matter, and the girls were quick to emphasise that. The year before the study the team was elevated to compete at a far higher and more challenging level. They did not really expect to be as successful at this level as they were and by the end of the season they were committed to winning and progressing to the finals. For the six girls in the study, competition and the desire to win and progress seemed as strong as, and possibly even stronger than, in their other sport, even though the latter was typically seen as more important for the school and its reputation because basketball was not one of the big sports in the school. The girls all enjoyed competition because it strengthened relationships, provided a valuable sense of collective and individual achievement, stimulated positive emotions in the process, gave more meaning to being in the team and training and made practice far more engaging. As I set out in the Discussion, this competition made them happy and it aligns with Seligman’s (2012) PERMA model. There is no shortage of criticism of youth sport as being too competitive, with justifiable concern expressed about how excessive emphaisis on winning takes the pleasure of play from young people and contributes to drop out (Plaza & Boiché, 2017; Ramanaik et al., 2018; Román, Pinillos, & Robles, 2018). However, competition in this study had a very positive influence on the girls. The team practice and competition games did not provide an escape from the pressures of competing. Instead, it was the nature of the particular social context of the team that made it a haven, gave meaning to competing and results, and contributed to their wellbeing. 

Positive relationships formed a central reason for the girls’ enjoyment and played a major role in creating the haven that basketball became for them. This is because their teammates were their friends who were supportive and “fun to be around” (Jessica, IC). As Atkins and colleagues (2015) suggested, that positive peer relations can increase young people’s enjoyment and commitment to the activity and this was the case here. Relationships seem to have made the biggest contribution to the girls’ positive experiences, but the coach played a vital role in promoting the caring and supportive environment. Sylvia’s approach to coaching reflected aspects of athlete-centred coaching that included caring for the girls’ welfare and development as young women. The coach played a big part in constructing this haven for the girls. She allowed for them to be carefree and think of the gym where we trained and played as a safe space, where they could unwind and relax and have a genuine conversation with the coach or their teammates. As the literature suggests, coaches who provide poor social support, such as by creating pressure, having a lack of empathy and confidence in their athletes, or leading with an oppressive style, are associated with negative athlete attitudes toward coaches, decreased motivation, dropout, and burnout (Lu et al., 2016; Newman & Weiss, 2018). In this case, Sylvia connected with the players, helped them connect with each other and facilitated engagement as the season went on. 

There is some irony in how the haven not only provided an escape but also produced high performance and competitive success. The girls spoke little about success in competition in their main sport and seemed to place more importance on winning in basketball. It certainly seemed to mean far more to them and be more important for them. They saw basketball practice and competition as a haven because they were not under external pressure to win. Sylvia was very careful not to place pressure on them to win for her or the school. Instead of being extrinsically motivated they were intrinsically motivated and driven by a personal desire to succeed as a team and a group that meant something to them (Mallinson-Howard, Knight, Hill, & Hall, 2018). It is ironic that the relaxed, athlete-centred coaching they experienced, the lack of pressure and expectation to win and the comparative lack of importance of basketball in the school actually led to their achievement as a team in making the top four teams the first year they were elevated to the higher-level competition. This study demonstrated that for these girls, placing emphasis on other aspects and not competition actually improved their performance.
I cannot confidently generalise from this study, but its findings suggest to me that to produce happy basketball players and contribute to their wellbeing does not have to mean compromising performance, because in this study they went hand in hand. The importance of relationships, the nature of the interaction, the coaching that stressed enjoyment and building self-esteem over winning games, and the deep meaning that the team had for the girls, resulted in high performance, and competitive success. This was beyond the expectations of the girls and which pleasantly surprised their coach.

10.1 Significance of the Study

In response to rapidly growing concern with how modern life threatens children’s and young people’s health and a focus on lifestyle diseases like obesity, diabetes and cardiovascular disease and concern with mental health, many have looked to promote active lifestyles that include playing sport (Gayman, Fraser-Thomas, Spinney, Stone, & Baker, 2017; Meng, et al., 2018). One of the problems here is how to make sport enjoyable and meaningful enough for young people and children to want to play, be part of clubs (in or out of schools) and to want to stay with it to get the health and wellbeing benefits it can offer (Stratton, 2017). This requires studies such as this one that provides a detailed and deep understanding of individual experience and accounts for the influence of institutional and cultural context (Light, 2016). As Wyn and White (1997) suggested, such studies have to be sensitive to the lived reality of young peoples’ lived experiences, which is what this study does. It provides a detailed insight into human experience and its links to the context that ethnographies offer in the particular context of a basketball team in an elite independent school in New Zealand. 

This study identifies important aspects of the participants’ experiences shaped by the context, and contributes to knowledge about the importance of context for studies on sport participation for young people. It provides an understanding of what made basketball enjoyable for these six girls that contributes to the knowledge in the sport coaching field and particularly to research on participation. Although there is significant literature on the motivations of young people to participate in sport there is, with some exceptions (see, Kirk, 2005; Light, 2010a; Pringle, 2015), little in-depth, qualitative, empirical research that provides insights into the lived experiences of young people. However, multi-disciplinary approaches that use sociology, philosophy and social theory to look into the meaning of sport for young people has opened up the field to a range of inquiry methods and insights into the meaning of young people’s participation in sport (Elliott & Drummond, 2015; Knight & Holt, 2014; Lim, Mahat, Ahmad Marzuki & Khor, 2014; Strandbu, Stefansen, Smette, & Sandvik, 2017) that this study follows on from.
10.1.1 Sport and wellbeing
The focus of this study on enjoyment pointed toward the contribution that sport can make toward youth wellbeing as an issue of growing importance that the use of the PERMA model highlighted. Using the PERMA model to structure the Discussion not only provided an understanding of how the six girls’ experiences of basketball might have contributed to their wellbeing but also suggests how the PERMA model could be used to think about how children’s and young people’s sport experiences could be enhanced to contribute to their wellbeing. The use of the PERMA model allowed me to frame the girls’ experiences within the five elements that constitute the model. It helped me understand how the experiences of fun while playing basketball were important to the girls in this study, how they achieved happiness and what influenced their experiences. I suggest this makes a contribution to research on the relationships between participation in sport and wellbeing for children and young people.

By combining ethnography and constructivist grounded theory, this study took an inductive approach that encouraged me to really listen to the data and keep an open mind throughout the whole study. It was important for me to be able to identify aspects of how these girls’ fun was shaped by the people involved in the team and also the social setting they created. The ethnographic approach, together with the constructivist grounded theory analysis of the data, and using a social constructivist theoretical framework, gave me the flexibility to generate the knowledge presented in this study. It was when I reached the end of focused coding that, by drawing on formal theory, I was able to demonstrate how the PERMA model could highlight how basketball fitted in these girls’ lives and identify what factors contributed to their happiness and wellbeing. I suggest that this use of the PERMA model to understand how sport participation for young people makes a contribution to thinking about not only research on youth sport but also its organisation and management of youth sport. It also makes a case for emphasising the importance of having fun in sport, not just for its own sake but for the valuable contribution it can make to young people’s social and personal development and their wellbeing. This would make more sense than using it to fight obesity, develop skills or develop careers in sport and possibly make a greater contribution toward wellbeing.

From a personal and methodological perspective, the combining of ethnography and constructivist grounded theory approach helped me understand the strong impact of socio-cultural context, and through this research journey, I discovered fields and sub-fields of knowledge that I had had little to no knowledge of.

10.2 Limitations and Reflections 

This study only looked at the experiences and learning of six athletes and their coach in one school in New Zealand, which makes it hard to generalise from, but with this type of research, generalisation is never the goal. My goal was to acquire deep, important knowledge about how basketball influenced a group of a small number of students’ experiences, which is something that large-scale quantitative studies struggle to deliver. The combined methodology I used in this study achieved this aim and offers significant opportunity to gain insight into the nature of participation, the meaning that young people make of sport and the influence of context.

I also recognise that another limitation of this study might be how my previous experience and my own beliefs shaped the data I collected and analysed and my findings, but this is one of the characteristics of qualitative research. I tried to be reflexive throughout the entire study in order to provide an understanding of my interpretation, by using the methods suggested by Smith and McGannon (2018), as being important for developing rigour in qualitative research. These methods were member-checking and inter-rater reliability. I used member-checking in order to generate additional data and insight. Inter-rater reliability was used in the interviews and casual conversations where I voiced the interpretations of the girls in this study to the rest of the team, and they offered some feedback on my and the girls’ interpretations. I have also tried to be as clear as I can be in recognising how this study uses an inductive approach, and how my personal life experiences, my Portuguese culture and dispositions may have influenced the data generated. On the other hand, because I was an outsider, I felt that it gave me an advantage in recognising and identifying culture-specific aspects of the people and environment where the study took place. 

One should not only acknowledge and reflect on what the knowledge produced by the study contributes towards knowledge in the field, but also its influence on the findings and the researchers’ own beliefs (Charmaz, 2006; 2014).  While writing this thesis and reflecting on my experiences during this study I came to understand how it has affected me as a researcher, as a coach and as a person. I first went to Australia for six months before moving to New Zealand. Coming to New Zealand and into the basketball scene was a cultural shock because back in Portugal we do not have the school sporting system, characteristic of many English-speaking countries. However, my constant and deep involvement with a New Zealand private school, and with this and several other basketball teams, has changed me both personally and professionally. I believe I have matured greatly as a researcher and a person as a result of this hard and ambitious, yet rewarding, undertaking. I also believe that the methodology I adopted had a major impact on this personal and professional change and how I see the world. I found the combination of ethnography and CGT methodology challenging and time-consuming but eventually it provided the rich insight and understanding that this study needed. I kept a personal diary in which I wrote at the end of each day, with my field notes, and I used it to recall what happened in games and in training. It taught me to be patient, recognise patterns in behaviours, listen carefully, think both deeply and critically, and just see the cultural setting for what it was. 

The methodology I used led me to wonder and even question the authenticity of my own research knowledge and also to question my own beliefs and behaviours towards how I create my own team culture, my relationships with these girls or the teams I coach and how I can make it a meaningful experience for them. I also now recognise the importance of the implicit learning that occurs through the very experience of interaction with others (friends and coaches) and how it deeply influenced the experiences of the girls. The notion that people have their own beliefs and dispositions, which are profoundly reflective of past experiences and socially constructed knowledge, has been a highlight for my personal learning and will shape my research forever. 

10.3 Future Research

Similar studies using an ethnographic grounded theory approach should, I suggest, be conducted at different sites (e.g. public schools and clubs) and/or countries, and the use of the PERMA model in qualitative research in sports should be repeated in order to understand deeply children and adolescent motivations to play and stay with sports. This would allow for a better understanding of how sport influences young people’s experiences of fun and how it is shaped by the influence of local and institutional cultures of sport. Using a similar methodology could also help in understanding the influence of school on the experiences of sport participation on students in public schools, and in considering the different institutional contexts to see if there is an overlap in the findings with those of this study, which was conducted in a private school. 

A great deal of literature helped me with theorising the influence that sport has on the lives of young people. My Masters’ study was predominantly guided by knowledge gained from quantitative studies, and it took me quite a while to understand and develop confidence in working in the interpretivist paradigm. While quantitative and qualitative methodologies have their own strengths, I feel that more work is needed to provide insight into richer, in-depth experiences of what shapes young people’s experiences of sport. The use of the PERMA model as a framework for thinking about the positive ways in which sport contributes to young people’s wellbeing can contribute to expanding knowledge of experiences in sport and to thinking about how we coach young people in sport. It can assist in acquiring an understanding of how people ultimately achieve happiness and wellbeing through participating in sport. To paraphrase Dr Martin Seligman, it could help us pay attention to how youth sport is organised, what its goals are and how we should coach so that young people can flourish. My aim for studies like this would be for their findings to influence and spark interest in other researchers to generate more research that seeks to understand how young people’s experience of playing any type of sport is influenced by their participation by taking into account the influence of social, cultural and institutional contexts.
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Appendix One: Interviews Data Construction

Coding means categorising segments of data with a short name that simultaneously summarises and accounts for each piece of data. Your codes show how you select, separate, and sort data to begin an analytic accounting of them (Charmaz, 2006, p. 43). For illustrative purpose, I only included sections of one out of the three interviews conducted. This is to prevent the document for the thesis to be too large to compile.
(1) What is your main goal in basketball? What are the best things about being in this team? What things do you like most about the practice that you normally do? 
	Initial Coding 
	Properties 
	Interview Transcript

	Atmosphere influences players 
	Enjoyment
Environments influence
Level of play
	I don’t know I just really enjoy the people and the atmosphere. I think everyone is really supportive of each other. 
I like playing with people that have good skills and take it seriously, and like not playing in my proper age group with people who don’t take it seriously, like they laugh every time they miss or pass it to someone else
rely on other people as well not just yourself and also have a lot more friends. Like a lot more people that you get to see.

	Friendships
	Relationships with teammates and coach
Making new friends
	Pretty good there some people that are a little bit hard but still get along with them. There is a couple of girls that I’ve gone through school with and I’ve kinda known them for a while but I don’t think I’ve made any new strong friendships think only friendships that already been there. 
I think we are really close friends while were playing as well
we get training and in the games we are really close group of people and we all get along really well.
Good they are really nice. Since I'm like one of the youngest in the team. 
Yeah I've made a couple, I wouldn't hang with them at lunchtime but it's good to talk to them 

	Variety
&
Sense of Confidence
	Diversity in drills
Building Confidence
Fun

	I think there’s a lot of variation so you don’t always… We do similar stuff but it’s not always the same because you’re our assistant coach in your add a little bit of variation in there as well. I feel like, because our team is quite… I don’t know the word for it…
I think we do more drills to improve skills and confidence instead of doing more games that to all right a think
That is fun, everything we do is made fun. Not a competition or just hard drill team is like a nice fun kind of a serious and team
practice is a really good she is always focusing on things that we didn’t do so well in the game, like our defense or boxing out she’ll definitely practice around things that we can improve on.

	Love for playing basketball
	Friends
Help with main sport
Different from their main sport
	I love playing basketball I just love it. I don’t really know what I’ll be doing next year I still wanna obviously do triathlon and sport but I think I’ll be staying in Canterbury and maybe I’ll just join the club again and play club basketball.
Is just a game, is just awesome, and it’s people that you don’t see all the time and you don’t know their strengths and their weaknesses and you figure them out and it’s just pressure that’s great. Because training is just getting better for the game.
The contact and the, you know, the less strict rules against to netball. The difference if you play netball and basketball at the same time but to yeah just the flexibility and specially watching people strive and improve, like even making their first lay-up that’s pretty good, it makes you feel really good, or the first three-pointer or something, so it’s really cool to see those young players come up.
But in basketball you can do a new move, get a shot in or do something like that which is just will boost her confidence. So I think it’s good as well.
You can do anything in basketball, netball is fun too but it limits what you can do. In basketball I can score and defend. That is just awesome


2) How do you get on with your coach? Do you enjoy having her as your coach? How does your coach make you feel in the team and about yourself? Do you think he respects you?
	Initial Coding 
	Properties 
	Interview Transcript

	Positive feedback
	Positive environment
Constant improvement
	Good she is really helpful. Yes. She makes me feel really good about myself and even if I do something wrong she’ll tell me how to improve it and it’s really good
Yeah I think it’s good because say after a game or something I can actually go back to her and told about how I played and analyse how I played but also ask you questions about next time can we try doing this
She usually talks to you mostly after most games you play and commenting on what you need to work on and what you did really well in the game so it’s good feedback.

	Getting better
	Sense of improvement
	We’ve done different things, for example comparing to the start of the season we weren’t very good at looking for each other and passing.  So I guess that is definitely gotten better



	Competition
	Competitive fun
Feeling good when doing the right thing
	To win is fun. Losing and winning as a team is all part of the team spirit and it’s better to lose and win as a team than do it by yourself, and it’s sort of more satisfactory.
I enjoyed it because I was injured most of the season was still fun to kind of get out there and run around help the team win. When you score baskets it’s a good feeling

	Caring coach
	
	I think if you weren’t playing basketball, she would come to us and ask us why try to understand reason why we weren’t playing probably convinces to play basketball again.
She cares for us and she is always looking to understand what we are going through.
When I’m having a bad day she can notice right away and pushes me aside and makes me open up

having a coach that understands me it definitely helps the culture you provide with everyone else


3) What is basketball to you? Why did you decide to play basketball this year?
	Initial Coding 
	Properties 
	Interview Transcript

	Social
	Play with friends
	Initially I just wanted to have fun and be with my friends playing basketball
I’ve been in the team for 3 years and I’ve met all the girls in this team, it’s what makes me come back every year

	Accountability
	Getting better
Acknowledging mistakes and improve on them
	I think I want to get better so I can make less mistakes
Sylvia is good at making us accountable, we are always talking how we can improve
I like how I can always go to Sylvia and ask her for help to improve my game, she is honest and I love it

	Main sport
	Different sports
Basketball secondary sport

	it’s hard combining both sports, my korfball shot is different from basketball, I’m always struggling with my shot, that’s why I don’t shoot at all in games
It helps me with my running, the change of direction and being able to push the speed of the game or slow it down really brings a lot to my running.
My netball experience helps me get into position faster because I see the open space and I just instinctively move there


4) Why do you like this team so much?
	Initial Coding 
	Properties 
	Interview Transcript

	Caring environment
	Genuine care for each other
	Great group of girls, you can see they actually care about you
My friends are here and we have been through some tough games but we are always together
We stick with each other and we try to help out each other on and off the court. We can see when somebody is feeling down and we try to help them out.

	Supportive environment
	Always supporting each other on and off the court
	I like basketball because you can count on your teammates to have your back. They give the freedom to try new things and I know they won’t be mad if I miss a shot. They are always cheering me on
I think we were a bit quiet in the beginning of the season but now that we are approaching the end we are a lot more vocal with each other… not in a bad way, but always trying to be better

	Relaxed environment
	They don’t seem to have a worry in the world when they come in to practice
	It’s super relaxed, Sylvia seems scary and she always puts us through some hard training but I think we are free to have fun and relax
I feel because nobody is way better than the others we sort of evolve together as a group, we get better together
our vibe as always been like this to be honest, we want to learn new things but I think Sylvia is more focused with the amount of training we have with our main sport, so most of the times the training sessions are super chill


5) Did you ever felt like you weren’t part of the team? Were there any lows for you so far?
	Initial Coding 
	Properties 
	Interview Transcript

	Readiness for games
	
	I think when we lost against the top 2 schools in the division was the worst. They were close games and we could have won then, especially the last one we were winning by 10.
I don’t think winning is important but I don’t want to look bad while playing either, so I always try to work on my weakness

	Team have your back


	Making mistakes and be ok with it

	I think I need to improve on a lot of things, that is my low point, but I think it’s every season, I try to make it up bu hustling back on defence and try to get the ball back.
Because I’m the captain I think I take it the hardest when I miss shots, because I think the team relies on me to carry them, but they are always saying nice things and being supportive which is awesome

	Preparing for games
	
	I always get nervous when we have games, the pressure is so much different from a running event. I feel like I have to prepare more mentally.
With running or swimming I know what I can do because of my PB’s (personal bests), with basketball is different because I’m dependent on other people and they depend on me to play well


6) What do you think of Sylvia? Do you like the way she coaches? What do you like and dislike?
	Initial Coding 
	Properties 
	Interview Transcript

	Mother figure
	Treat them like her own daughters

Family enviroment
	(S) I see myself as an educator or a mother figure to them, I try to understand what they are going through and help them where I can. I have two daughters on the team so I know how much pressure they get from school.

I feel like I can open up to Sylvia, she is always there and can sort of sense if something is wrong with us, at least with me, she pulls me aside right away and we talk about anything

She is my mother so… I think she tries to separate a bit even by saying “here I’m not mum I’m Sylvia” but she has a soft heart and she treats everybody the same as me and Anna

	Coaching style
	
	I like trainings because they are fun… we do a lot of different things but they are always through games… we are always competing with each other. 

We are always reviewing what we did wrong in the previous game but if it’s the same problem like the last 2 games our rebounds were pretty bad, we do different drills every time, although the goal is the same.

I think I learn the most with the drills that involve competition, this is where I feel the pressure I feel in games and I need that to improve my dribbling. “Animal” (king of the court type game) is my favourite, I get super tired but I always want to stay in 

	Stress release
	
	(S) Because I know how much pressure they get from school I try to make training sessions relaxed and more fun, you know? Just to get their minds of whatever is going on at school 

	Feedback
	Positive

Encouraging
	(S) I try to avoid using words like “don’t do this”, instead I ask them what did they think about what happened in the game or even during a drill at practice.

Sylvia is always asking us what we are doing wrong, asking us what we can improve, even during timeouts. Makes me think about the game the whole 40 minutes you know what I mean? Analysing everything that the other team does and what I do as well

I sometimes feel she might get mad at me if I try something different, but she always comes back to me and helps me out, helps me to improve, giving me tips on how to do things better.

I can see her getting angry at us sometimes, but that is in the moment. When she talks to us in timeouts or at the end of the game she is always encouraging and positive

	Caring
	Interest in their lives
	I believe everybody in the team cares for each other, I like everybody, some people are a little bit harder to deal with than others but I like to help everyone and know what is going on in my teammate’s lives.

(S) You’ve seen that I make everybody talk in the warm-up, the goal is for them to connect on a deeper level. To be interested in each other’s lives, and that will help with the team chemistry

I think received me very well. I was quite surprised about how welcoming they were and how caring they were. In my last school I wouldn’t even thought about being so friendly like they are being with me. You know because you have your social groups and what not…

	Supportive
	Give confidence
	(S) I try and help everyone. You saw that we had a few injuries, I got one of the girls a moonboot when she twisted her ankle. Luckily my husband is a podiatrist and I will get him to come next training to look at the girl’s feet.

I think it’s great that we can count on Sylvia to help us out. She is really good with math and sometimes when I’m at her place is ask her about it and she always helps me out.

Sometimes you can see that she is super angry at us, but she never yells at us and when we do something right she is always celebrating like crazy, and she keeps bringing it up in other games and trainings. I think I’m a better player because of her. She gives me confidence and I feel like I can do any mistakes and she won’t get really mad at me.


Appendix Two: Focused Coding

This step required me to ask analytic questions of the data I had gathered. By doing so, it will not only deepen my understanding of the participants’ experiences but also direct subsequent data-gathering toward the analytic issues I am defining (Charmaz, 2006). Initial coding comprised of reading an interview and ascribing units of significance to a section of text. Therefore, coding involves cataloguing words or phrases which provide a sense of the situation. Once again I am only including sections of codes from the first 2 interviews only for illustrative purposes only.

	Initial Coding
	Focused Coding

	Fun
	Positive emotions of playing basketball

	Joy
	

	Happiness
	

	Feeling Proud
	

	Positive feedback
	

	Sense of Confidence
	

	“I believe I matter”
	

	
	

	Social
	Social Aspect of Team

	Friendships
	

	Social life outside of basketball
	

	Social life outside of sport
	

	Teamwork
	

	Representing school
	

	
	

	Mother figure
	Caring and Supportive environment

	Caring coach
	

	Team have your back
	

	Team Caring for each other
	

	Caring environment
	

	Supportive environment
	

	Relaxed environment
	

	Stress Release
	

	
	

	Readiness for games
	Team mindset

	Coaching Style
	

	Focused
	

	Atmosphere influencing players
	

	Competition
	

	Preparing for games
	

	Accountability
	

	Love for playing basketball
	

	Carefree attitude
	

	
	

	Winning
	Competitive mindset of the team

	Getting better
	

	Rewards
	

	Worthwhile
	

	Social Status
	

	
	

	School pressures
	Negative emotions/experiences

	Bullying
	

	Playing against stronger opponents
	

	Losing
	

	
	

	Variety in training
	Training sessions

	Game Based Approaches
	

	Drills based in Games
	

	Learning in a positive way
	


Appendix Three: Initial Emergent Themes

Consequently, the codes developed from the interviews provide opportunities from which to attain further data (Glaser, 1978). In this way, associating data against data is recommended to preserve the principles of inductive logic (Amsteus, 2014). This procedure endures until theoretical saturation ensues. Again I only included the emergent theories that have to be compared with the memos which are not included here. However, it was already explained through the Methodology Chapter of the thesis.

	Initial Coding
	Focused Coding
	Emergent Themes

	Fun
	Positive emotions of playing basketball
	Positive mindset because there is no pressure to perform

	Joy
	
	

	Happiness
	
	

	Feeling Proud
	
	

	Positive feedback
	
	

	Sense of Confidence
	
	

	“I believe I matter”
	
	

	
	
	

	Social
	Social Aspect of Team
	Safe environment, 

Release from stress, 

Escape from outside life

Relationships with peers and coach

Positive reinforcement helps to create team chemistry

	Friendships
	
	

	Social life outside of basketball
	
	

	Social life outside of sport
	
	

	Teamwork
	
	

	Representing school
	
	

	
	
	

	Mother figure
	Caring and Supportive environment
	

	Caring coach
	
	

	Team have your back
	
	

	Team Caring for each other
	
	

	Caring environment
	
	

	Supportive environment
	
	

	Relaxed environment
	
	

	Stress Release
	
	

	
	
	

	Readiness for games
	Team mindset
	Changing in mindset towards improvement instead of just focus on having fun

	Coaching Style
	
	

	Focused
	
	

	Atmosphere influencing players
	
	

	Competition
	
	

	Preparing for games
	
	

	Accountability
	
	

	Love for playing basketball
	
	

	Carefree attitude
	
	

	
	
	

	Winning
	Competitive mindset of the team
	

	Getting better
	
	

	Rewards
	
	

	Worthwhile
	
	

	Social Status
	
	

	
	
	

	School pressures
	Negative emotions/experiences
	Effect on enjoyment and fun

	Bullying
	
	

	Playing against stronger opponents
	
	

	Losing
	
	

	
	
	

	Variety in training
	Training sessions
	Contributions to their fun and enjoyment of playing basketball

	Game Based Approaches
	
	

	Drills based in Games
	
	

	Learning in a positive way
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Email: ricardo.pimenta@pg.canterbury.ac.nz
Informative sheet for athletes
Adolescent girls’ experiences of basketball: An ethnography of a school basketball club in New Zealand
I’m a PhD student at the University of Canterbury. I come from Portugal, where I’ve been a basketball coach for 7 years and I’ve always had an interest of girls’ experiences of playing basketball. The aim of this study is to understand what 13-16 year old girls’ experiences of being are in a New Zealand school sport basketball club. This research offers an opportunity to understand the nature and meanings of girls’ experiences while playing basketball over the season. This study design addresses the importance of girls’ interpretation of the culture of the team and the school club, and also their responses to it. In this study I am also interested in the perspectives of coaches and parents.  
I would like to invite you to participate in my present study. I will be taking the role of the assistant coach of the team so it would allow me to collect data through participant observation in the form of field notes throughout the season. You may be asked to be part of an interview process to answer questions about your experiences of playing basketball. The interviews will be audio recorded and they will take 20 to 40 minutes. There will be an opportunity as well of an online blog where you can log in with anonymously and write about your experiences of playing basketball throughout the season.
Please note that participation in this study is voluntary. If you do participate, you have the right to withdraw from the study at any time without penalty. If you withdraw, I will do my best to remove any information relating to you, provided this is practically achievable.
I will take particular care to ensure the confidentiality of all data gathered for this study. I will also take care to ensure your anonymity in publications of the findings. All the data and the recordings will be securely stored in password protected facilities and locked storage at the University of Canterbury for ten years following the study. It will then be destroyed.
The results of this research may be used to better understand what girls’ experiences of playing sports are. The results will also be reported internationally at conferences and in English language journals. All participants will receive a report on the study.
If you have any questions about the study, please contact me (details above). If you have a complaint about the study, you may contact the Chair, Educational Research Human Ethics Committee, University of Canterbury, Private Bag 4800, Christchurch (human-ethics@canterbury.ac.nz).
If you agree to participate in this study, please complete the attached consent form and return it to Denley Jones in the envelope provided by the end of next week.
I am looking forward to working with you and thank you in advance for your contributions.
Ricardo Milheiro Pimenta

College of Education, Health and Human Development
Ricardo Milheiro Pimenta
Ph. +64 22 3268 043
Email: ricardo.pimenta@pg.canterbury.ac.nz
Informative sheet for coach
Adolescent girls’ experiences of basketball: An ethnography of a school basketball club in New Zealand
I’m a PhD student at the University of Canterbury. I come from Portugal, where I’ve been a basketball coach for 7 years and I’ve always had an interest of girls’ experiences of playing basketball. The aim of this study is to understand what 13-16 year old girls’ experiences of being are in a New Zealand school sport basketball club. This research offers an opportunity to understand the nature and meanings of girls’ experiences while playing basketball over the season. This study design addresses the importance of girls’ interpretation of the culture of the team and the school club, and also their responses to it. In this study I am also interested in the perspectives of coaches and parents.  
I would like to invite you to participate in my present study. You may be asked to be part of an interview process to answer questions about your experiences of coaching basketball and your perspectives on your athletes’ experiences of playing basketball. The interview will be audio recorded and it will take 20 to 40 minutes.
I will be taking the role of the assistant coach of the team so it would allow me to collect data through participant observation in the form of field notes throughout the season. I will be interviewing the girls and their parents about their experiences of playing basketball. There will be an opportunity as well of an online blog where your athletes can log in with anonymously and write about their experiences of playing basketball throughout the season. 
Please note that participation in this study is voluntary. If you do participate, you have the right to withdraw from the study at any time without penalty. If you withdraw, I will do my best to remove any information relating to you, provided this is practically achievable.
I will take particular care to ensure the confidentiality of all data gathered for this study. I will also take care to ensure your anonymity in publications of the findings. All the data and the recordings will be securely stored in password protected facilities and locked storage at the University of Canterbury for ten years following the study. It will then be destroyed.
The results of this research may be used to better understand what girls’ experiences of playing sports are. The results will also be reported internationally at conferences and in English language journals. All participants will receive a report on the study.
If you have any questions about the study, please contact me (details above). If you have a complaint about the study, you may contact the Chair, Educational Research Human Ethics Committee, University of Canterbury, Private Bag 4800, Christchurch (human-ethics@canterbury.ac.nz).
If you agree to participate in this study, please complete the attached consent form and return it to Denley Jones in the envelope provided by the end of next week.
I am looking forward to working with you and thank you in advance for your contributions.
Ricardo Milheiro Pimenta
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Informative sheet for Head of Co-curricular
Adolescent girls’ experiences of basketball: An ethnography of a school basketball club in New Zealand
I’m a PhD student at the University of Canterbury. I come from Portugal, where I’ve been a basketball coach for 7 years and I’ve always had an interest of girls’ experiences of playing basketball. The aim of this study is to understand what 13-16 year old girls’ experiences of being are in a New Zealand school sport basketball club. This research offers an opportunity to understand the nature and meanings of girls’ experiences while playing basketball over the season. This study design addresses the importance of girls’ interpretation of the culture of the team and the school club, and also their responses to it. In this study I am also interested in the perspectives of coaches and parents.  
I would like to invite the athletes form the St. Andrews Senior Girls Basketball Team to participate in this study. Their involvement will include the opportunity to take part in one or two interviews throughout the season, as well the opportunity to participate in an anonymous online blog about their experiences of playing basketball. Parents and the coach will also be invited to take part in this study. I would like to interview them to understand more about the girls’ experience of participating in basketball
Please note that participation in this study is voluntary. If participants do participate, they have the right to withdraw from the study at any time without penalty. If they withdraw, I will do my best to remove any information relating to you, provided this is practically achievable.
I will take particular care to ensure the confidentiality of all data gathered for this study. I will also take care to ensure participant anonymity in publications of the findings. All the data will be securely stored in password protected facilities and locked storage at the University of Canterbury for ten years following the study. It will then be destroyed.
The results of this research may be used to better understand what girls’ experiences of playing sports are. The results will also be reported internationally at conferences and in English language journals. All participants will receive a report on the study.
If you have any questions about the study, please contact me (details above). If you have a complaint about the study, you may contact the Chair, Educational Research Human Ethics Committee, University of Canterbury, Private Bag 4800, Christchurch (human-ethics@canterbury.ac.nz).
If you consent for the team to take part in the study, please complete the attached consent form and return it to Denley Jones in the envelope provided by the end of next week.
I am looking forward to working with you and thank you in advance for your contributions.
Ricardo Milheiro Pimenta
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Informative sheet for parents
Adolescent girls’ experiences of basketball: An ethnography of a school basketball club in New Zealand
I’m a PhD student at the University of Canterbury. I come from Portugal, where I’ve been a basketball coach for 7 years and I’ve always had an interest of girls’ experiences of playing basketball. The aim of this study is to understand what 13-16 year old girls’ experiences of being are in a New Zealand school sport basketball club. This research offers an opportunity to understand the nature and meanings of girls’ experiences while playing basketball over the season. This study design addresses the importance of girls’ interpretation of the culture of the team and the school club, and also their responses to it. In this study I am also interested in the perspectives of coaches and parents.  
I would like to invite you and your daughter to participate in my present study. I will be taking the role of the assistant coach of the team so it would allow me to collect data through participant observation in the form of field notes throughout the season. Your daughter may be asked to be part of an interview process to answer questions about her experiences of playing basketball. There will be an opportunity as well of an online blog where your daughter can log in anonymously, and write about her experiences of playing basketball throughout the season. Additionally there will be a possibility to do an interview with you to understand your perspective on your daughter’s experiences in playing basketball. The interviews will be audio recorded and they will take 20 to 40 minutes.
Please note that participation in this study is voluntary. If you and your daughter do participate, both of you have the right to withdraw from the study at any time without penalty. If you withdraw, I will do my best to remove any information relating to you and your daughter, provided this is practically achievable.
I will take particular care to ensure the confidentiality of all data gathered for this study. I will also take care to ensure your anonymity in publications of the findings. All the data and the recordings will be securely stored in password protected facilities and locked storage at the University of Canterbury for ten years following the study. It will then be destroyed.
The results of this research may be used to better understand what girls’ experiences of playing sports are. The results will also be reported internationally at conferences and in English language journals. All participants will receive a report on the study.
If you have any questions about the study, please contact me (details above). If you have a complaint about the study, you may contact the Chair, Educational Research Human Ethics Committee, University of Canterbury, Private Bag 4800, Christchurch (human-ethics@canterbury.ac.nz).
If you agree to participate in this study, please complete the attached consent form and return it to Denley Jones in the envelope provided by the end of next week.
I am looking forward to working with you and thank you in advance for your contributions.
Ricardo Milheiro Pimenta
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Informative sheet for principals
Adolescent girls’ experiences of basketball: An ethnography of a school basketball club in New Zealand
I’m a PhD student at the University of Canterbury. I come from Portugal, where I’ve been a basketball coach for 7 years and I’ve always had an interest of girls’ experiences of playing basketball. The aim of this study is to understand what 13-16 year old girls’ experiences of being are in a New Zealand school sport basketball club. This research offers an opportunity to understand the nature and meanings of girls’ experiences while playing basketball over the season. This study design addresses the importance of girls’ interpretation of the culture of the team and the school club, and also their responses to it. In this study I am also interested in the perspectives of coaches and parents.  
I would like to invite the athletes form the St. Andrews Senior Girls Basketball Team to participate in this study. Their involvement will include the opportunity to take part in one or two interviews throughout the season, as well the opportunity to participate in an anonymous online blog about their experiences of playing basketball. Parents and the coach will also be invited to take part in this study. I would like to interview them to understand more about the girls’ experience of participating in basketball
Please note that participation in this study is voluntary. If participants do participate, they have the right to withdraw from the study at any time without penalty. If they withdraw, I will do my best to remove any information relating to you, provided this is practically achievable.
I will take particular care to ensure the confidentiality of all data gathered for this study. I will also take care to ensure participant anonymity in publications of the findings. All the data will be securely stored in password protected facilities and locked storage at the University of Canterbury for ten years following the study. It will then be destroyed.
The results of this research may be used to better understand what girls’ experiences of playing sports are. The results will also be reported internationally at conferences and in English language journals. All participants will receive a report on the study.
If you have any questions about the study, please contact me (details above). If you have a complaint about the study, you may contact the Chair, Educational Research Human Ethics Committee, University of Canterbury, Private Bag 4800, Christchurch (human-ethics@canterbury.ac.nz).
If you consent for the team to take part in the study, please complete the attached consent form and return it to Denley Jones in the envelope provided by the end of next week.
I am looking forward to working with you and thank you in advance for your contributions.
Ricardo Milheiro Pimenta
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