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Abstract

This paper is about teacher perceptions of Indigenous content in Physical Education (PE). 
The research question being: What obstacles if any do Health and Physical Education (HPE) 
teachers experience in including Indigenous mention in PE? Individual and group interviews 
were used to collect data from executive and classroom HPE teachers as well as Indigenous 
Education Officers (IEOs) at three government high schools in the Australian Capital Territory 
(ACT). Figurational sociology was used to interpret the findings drawing upon the notion of 
relative power (Elias, 1998) in particular. Busy roles, limited resources and a shortage of time 
were given as reasons why teachers rarely taught Indigenous content. Those teachers reported 
that they required professional learning to meet what they considered to be a new requirement 
(to include Indigenous mention) in their lessons. Teacher perceptions of obstacles meant that 
the cultural richness of Aboriginal and Torres Strait Islander peoples was excluded in their 
teaching. Such an omission thereby limits the cultural and historical knowledge base that 
underpins the key idea of ‘value movement’ in the Australian Curriculum Health and Physical 
Education (AC HPE) (ACARA, 2015). Given the nature of the findings this article is relevant to 
primary, middle and senior years. 

Introduction

The purpose of this paper is to explore possible constraints experienced by Health and 
Physical Education (HPE) teachers in teaching Indigenous content in Physical Education (PE). 
In the broader Doctoral research that this study draws from, which was about how Indigenous 
students encounter PE, it was found that Aboriginal and Torres Strait Island perspectives 
were rarely taught in PE at the three schools investigated (Williams, 2016a). The silence of 
these perspectives is despite a requirement since the mid-1990s in Australian Capital Territory 
(ACT) government system level generic documentation or PE curricula to teach Indigenous 
perspectives (Williams, 2016b). 

This paper investigates a PE figuration that comprises the PE programs, HPE teachers and 
Indigenous Education Officers (IEOs) at three government high schools in the ACT. The term 
figuration, or configuration, is used to describe relationships between individuals and processes 
with long-term processes in particular being important (Elias, 1978). Within the context of PE 
both small and large scale figurations exist. Small scale figurations are evident in every school 
and comprise networks of individuals that include the principal, HPE teachers, students 
and parents for example. Figurations like this have been shaped by tradition, differing and 
often competing discourses, policy and curricula as long-term processes (Williams, 2016b). 
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An example of a figuration on a global scale is the idea of ‘traditional PE’ (Green, 1998). 
This version of PE, common in most Western countries, is characterised by a prevalence 
of team games and an accompanying skills based pedagogical approach. The concept of 
the figuration also asserts that human relationships are interdependent and characterised by 
power differentials (Elias, 1978). In other words, people within any given relationship have 
differing amounts of social power which is held and exercised relatively. The notion of relative 
power holds that no individual or group of people has absolute power (Elias, 1998). Instead of 
power being something that one person possesses and another does not, Elias (1998) instead 
considers power to exist as a balance in all human relationships. However, power balances 
are subject to change in the same way that figurations themselves alter over time on account 
of the intended and unintended consequences of people (Elias, 1978). Power relationships 
are important in PE and are evident in curriculum development for example. Historically PE 
curricula have been shaped through power struggles between writers and other stakeholders 
who have vested interests in what constitutes PE (Wright, 1996).

According to figurational sociology, figurations can be recreated for research purposes using 
three levels: macro, micro and sociogenesis (Baur & Ernst, 2011). While the idea of using 
multiple levels is common to other theoretical frameworks used in investigating social issues 
in PE (Penney & Evans, 2005) it is the sociogenesis level that makes figurational sociology 
distinctive (Baur & Ernst, 2011). The sociogenesis level of a figuration represents its connection 
to the past. This temporal dimension is important because how PE/HPE teachers teach PE is 
inextricably linked to the past through long-term processes (Green, 2000a). Further, how PE 
is taught is influenced by a teacher’s individual and social habitus (Green, 2000b; Williams, 
2016a). Individual habitus, sometimes referred to as ‘second nature’ or ‘personality make-up’ 
(Mennell & Goudsblom, 1998) describes aspects of personality that become deeply engrained 
in one’s self which are learned in social situations as opposed to being innate within the 
individual. Although people possess an individual habitus they also have a social habitus 
(Elias, 1998; Mennell, 1994) through taking on behavioural characteristics typical of the people 
that form part of their social group. The concept of habitus is important to this research, 
because it is possible that HPE teacher perceptions of constraints in teaching Indigenous 
content are connected to their habitus. It is argued in the following literature review that HPE 
teachers develop a social habitus by being members of HPE faculties and departments that 
are established groups (Elias & Scotson, 1994). Established groups are collections of people 
who have shared values, beliefs, behaviour and practices formed over time and who tend to 
have a relatively high share of the power resource (Elias, 1998; Elias & Scotson, 1994) in the 
figurations that they are part of. 

Literature review

In contemporary Australia, HPE teachers typically deliver technocratic PE (McKay, Gore & 
Kirk, 1990; Meldrum & Peters, 2012) while being ‘time poor’ from an increasingly widening 
curriculum (Morgan & Hansen, 2008; Tinning, 2000). Technocratic PE emphasises the teaching 
of skills based content, or ‘PE-as-sport-techniques’ (Kirk, 2010) typically using modified team 
sports. Along with fitness and aspects of sports science, technocratic PE constitutes what 
Tinning (2004) refers to as privileged knowledge in PE. Conversely, marginalised knowledge 
(Tinning, 2004) in PE includes Dance and ethnicities. The latter term is used to describe any 
inclusion of Aboriginal and Torres Strait Island movement forms. The words ‘any inclusion’ are 
used here, because apart from the Northern Territory, there has historically been an absence of 
Indigenous perspectives in state and territory HPE curricula (Fitzpatrick, 2009). Technocratic 
‘PE-as-sport-techniques’ (Kirk, 2010) can be considered a long-term process as it typifies 
the nature of PE in Australia for more than half a century. A further characteristic of Australian 
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Technocratic PE is that it is Eurocentric, meaning that it favours Western knowledge with 
the viewpoints of other cultures largely discounted (Fitzpatrick, 2009). This enduring version 
of PE also tends to be repetitive and rarely progresses beyond the teaching of introductory 
knowledge and skill development (Kirk, 2010). 

Pre-service HPE teachers in Australia having predominantly experienced Eurocentric 
technocratic PE throughout their own schooling tend to hold particular values, beliefs and 
expectations about what constitutes PE. For example, Tinning (2004) argues that these 
students often expect program content to reinforce their deep-seated interest and love of 
sport. This pre-disposition to sport is similar to what Green (2000a) found in his English 
study where PE teachers expressed a love for sport that was deeply engrained within their 
individual habitus. In the Australian pre-service HPE teacher context, when student teachers 
are taught marginalised content they are faced with the prospect of “becoming someone they 
don’t [author’s emphasis] want to become” (Tinning, 2004, p. 245) because such knowledge 
is often alien to their technocratic pre-conceptions about what PE means. Indeed, McKay, et 
al., (1990) comment that most PE degree students graduate with beliefs about PE that have 
been largely unaffected by PETE. Contemporarily PETE is more accurately termed HPETE in 
Australia because of the addition of Health to the PE subject area in the early 1990s (Dinan-
Thompson, 2006). Similarly, more recently, Currie (2014) commenting about HPE notes that 
“…most teachers have completed extensive training and preparation in performance studies 
and a range of practical physical activities and sports…” (pp.  x–xi). Currie’s observations 
demonstrate that the privileging of technocratic approaches continues to be part of a long-
term process in HPETE. The literature also shows that university staff who design HPETE 
programs are constrained to offer PE specific units that have minimal delivery time allocated 
to them (Callcott, Miller & Wilson-Gahan, 2015).This kind of limitation serves to further reduce 
opportunities to include marginalised knowledge. 

Pre-service HPE teacher predispositions, particularly those associated with sport have a 
tendency to be welcomed and reinforced when students commence both teaching practicums 
and their initial teaching appointments. Sirna, Tinning and Rossi (2008) contend that “within a 
community of practice certain behaviours, attitudes, and dispositions are practiced, reinforced 
and encouraged while others may be marginalised, dismissed or even ridiculed” (p. 287). In 
other words, particular behaviours are valued as part of the social habitus of HPE teachers as an 
established group (Elias & Scotson, 1994) within any given school HPE faculty or department. 
Pre-service PE/HPE teachers have been reported as seeking ways to gain acceptance by 
mentors and other teachers while completing practical teaching experience in schools (Keay, 
2009; Sirna, et al., 2008). Expression of a common interest in Eurocentric sport was one way 
in which those students attempted to be included. As Elias and Scotson (1994) allude, people 
are often prepared to modify their beliefs in order to be admitted to a given established group 
figuration. In the Australian context such a compromise it is argued could be new teachers 
rejecting Indigenous traditional games that they may have learned as part of HPETE in order 
to ‘fit in’. Similarly, Green (2000b) found that theoretical or academic constructs of PE had little 
bearing on English in-service PE teachers. Instead these teachers held ideologies or adopted 
taken-for-granted practices that were related to their individual habitus and also their social 
habitus through interdependencies with other PE teachers. 

It has been argued in this brief literature review that what teachers do in teaching PE has been 
shaped to a greater or lesser extent by ‘invented traditions’ (Hobsbawm, 2012) continued and 
upheld by PE/HPE teachers as part of a long-term process. Further, these ‘invented traditions’ 
(Hobsbawm, 2012) relate to PE/HPE teacher individual and social habitus. 
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Method

Figurational sociology was chosen as the theoretical framework to guide the research design 
and to analyse the findings. Figurational theory was appealing because it considers societal 
issues and problems processually. Alternative process theories such as Bourdieu’s (1989) 
theory of habitus and field could have been used instead of figurational sociology. While 
Bourdieu’s (1989) work was appealing because it is concerned with relationships of power and 
social inequity, figurational sociology was chosen due to relationships and processes being 
particularly emphasised (Depelteau, 2013; Dunning & Hughes, 2013). Further justification for 
using figurational sociology is that the term habitus was used by Elias prior to its association 
with Bourdieu (Dunning, 2002; Dunning & Mennell, 1996; Mennell & Goudsblom, 1998; Paulle, 
Van Heerikhuizen & Emirbayer, 2012).

A bi-cultural research design was adopted in keeping with the AIATSIS (2012) guidelines for 
ethical research. This approach involved the use of Indigenous Critical Friends who were IEOs 
or former IEOs at the three schools. The ICFs helped ensure that an Indigenous perspective 
was maintained throughout the study and they acted as a sounding board for cultural aspects 
of the research. A qualitative approach sympathetic to figurational sociology was used in 
this study. Although Elias used quantitative methods to some extent, he most often used 
qualitative approaches in his work (Dunning & Hughes, 2013). Qualitative approaches were 
used in this study to enable a depth of understanding to be gained from research data. 

Prior to data collection, ethics permission was obtained from University of Canberra Human 
Ethics in Research Committee and the ACT Education and Training Directorate. Data was 
subsequently collected using semi-structured individual and group interviews at each of the 
three school sites with all participants providing signed consent for their involvement. The 
confidentiality and anonymity of the research participants was safeguarded throughout the 
research and participants were able to withdraw without consequence at any time. Individual 
semi-structured interviews were used for the executive HPE teachers and semi-structured 
group interviews for the classroom HPE teachers and the IEOs. The HPE teachers were 
selected as participants because their viewpoints and perspectives were central to the study. 
The IEOs were chosen because they might perhaps offer differing accounts of the kinds of 
constraints that the teachers verbalised. 

Three executive HPE teachers, 17 HPE teachers and three IEOs took part in this study. All 
twenty teaching staff were non-Indigenous and the three IEOs were Aboriginal. There were 14 
male teachers and six female teachers and all three IEOs were male. One IEO had heritage from 
Northern New South Wales (NSW), Southern Queensland and Central Western NSW. Another 
descended from the Nuenonne people of the South East coast of Tasmania (his mother’s 
family) and the Gubbi Gubbi people of the South East coast of QLD (his father’s family). The 
third IEO was of the Kamilaroi people.

Data was analysed using thematic analysis (Bryman, 2012) by identifying key themes that 
emerged in participant transcripts about perceived constraints in teaching Indigenous 
perspectives in PE. In order to protect the identities of the participants and the schools, the 
teachers and IEOs are identified in the following section by a separate number and with the 
letter ‘A’, ‘B’ or ‘C’ denoting which school they belonged to.

Results and discussion 

In analysing the findings figurational sociology was used to identify power relationships, 
specifically where teachers were able to demonstrate relative power. The HPE teachers 
mentioned a number of constraints that they said made it challenging for them to include 
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Indigenous perspectives in their teaching. At each of the schools the HPE executive and 
classroom teachers said that they had either no knowledge, or limited knowledge of Indigenous 
games and physical activities.

Time poor

A lack of time was a recurring theme across all three sites with regard to the day-to-day 
operation and work within HPE faculties. This reported lack of time is consistent with what is 
noted earlier in the literature review (see Morgan & Hansen, 2008; Tinning, 2000). An example 
of the nature of lack of time was offered at school B:

It’s about actually having that time... to step back and reflect on our actual practices 
and say ‘yep, with this little bit of tweaking we could do this better or... we could... 
make sure that everyone had an opportunity to learn this’. It’s just like go, go, go, 
status quo. This is what we’ve been doing. Let’s just keep doing because... we 
don’t have time really to sit back and reflect (teacher 3B).

Executive teacher B also commented about the lack of time that HPE teachers had to make 
any changes to existing provision. Similarly, at School C, the executive teacher remarked:

I’ll acknowledge straight away I’m time poor. Yeah I don’t give any advice on time 
management. I think the problem is trying to squeeze too many things in the one 
day. So you know… trying to do 50 things in a day instead of doing 10 things a bit 
more deep. 

It is argued that the pressure of time reported by these HPE teachers in delivering the 
established curriculum is not conducive to adding, what was regarded as ‘new content’ in the 
form of Indigenous perspectives.

Resources

There appeared to be a lack of knowledge amongst the HPE teachers about the resources 
that were available for teaching Indigenous games, sports and other physical activities in PE. 
For example, executive teacher B was unaware of the existence of the Yulunga (ASC, 2009) 
resource for teaching Indigenous games and in response to being informed about it said:

So it’s alright to have a 200 page document on the web… but teachers aren’t going 
to look at it… because you know… it’s not being ‘delivered right to their door’… 
whereas in other areas we just have that knowledge I suppose… or somehow that 
we’ve developed.

What is evident in the above comment is some notion of PE knowledge accumulating over 
time and being passed down as part of an ongoing and lasting process. It is also implied that 
privileged content (Tinning, 2004) is sufficient for teaching PE and alternative knowledge is 
not required. In contrast, executive teacher C knew about the Yulunga (ASC, 2009) resource:

The IEO has sort of brought… well not just the IEO, we were aware of it before. 
But I would have to be honest with you that we probably could have used more… 
games out of that… than we probably have.
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However, similar to executive teacher B, executive teacher C thought that HPE teachers 
tended to not make use of resources:

... even though there’s the resource (Yulunga)… and then… how long does it sit 
on a shelf for… before we actually... unless someone has got the initiative… or the 
foresight to... keep people up to speed with it... 

Again, there was the notion in this response that ‘time poor’ was a reason for not including 
Indigenous perspectives, as well as the current knowledge stock being adequate for delivering 
the curriculum. None of the teachers at School A or B knew about Yulunga (ASC, 2009).

Professional development

A lack of professional learning was raised by executive and classroom HPE teachers across 
the three sites. 

I think probably like a professional development, or a course on it [teaching 
Indigenous perspectives in PE] would be ideal, before going into something like 
that [teaching Indigenous content in PE]. I guess really… you know you could ‘wing 
it,’ but… you really wouldn’t have that basic understanding (teacher 5A). 

Similarly, executive teacher A commented:

Okay, so fitting [Indigenous content] into the curriculum [PE]… would be no drama. 
But once again it’s that time to be able to do the professional development… to ‘up 
skill’ us in doing that to be able to teach it… I’d like to get someone like our IEO… 
who’s really good… to actually come in and ‘in service’ us which would be brilliant. 

At school C:

… I think probably really what’s needed across the whole system to be honest… is 
professional development. You’ve probably heard that before, specific professional 
development… to… not convince... but to… make phys ed teachers aware of the 
variety of activities (executive teacher C).

Although the executive and classroom HPE teachers expressed a desire for professional 
learning and not withholding comments from some participants about being disinclined to 
utilise resources, Yulunga (ASC, 2009) is written for use by Indigenous and non-Indigenous HPE 
teachers. It is produced in lesson plan format in what can perhaps be described as Australian 
Sports Commission ‘house style.’ There are over 130 games listed that are signposted 
according to the school Year group/s that they are suited for. Each game uses contemporary 
sports equipment and is presented through text and diagrams. There are sections on how to 
play, rules, safety, equipment, variations and teaching points (ASC, 2009). Further, the games 
are organised within the resource in such a way that they correspond to a range of fundamental 
movement skills that teachers would be familiar with, including throw, catch, vertical jump, run, 
single and two-arm striking. In addition, some of the games encourage co-operative physical 
activity where there is no scoring involved. Therefore the need for professional development is 
perhaps not as necessary as the teachers suggest. A rather impassioned comment was made 
by one of the IEOs at their interview, mentioned later, that HPE teachers just need to learn 
the rules for Indigenous games and start teaching them in their classes. In other words, these 
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teachers need to learn the rules for Indigenous games in much the same way as they do for 
the approximately 40 Eurocentric sports or physical activities that are approved for teaching 
in the Physical education and sport policy and implementation guidelines (ACT DET, 2009). 
The idea of professional learning to be able to teach all 40 games detailed in these guidelines 
would be unrealistic and impractical. Further, it was suggested by this IEO that the teachers 
could learn Indigenous games by referring to Yulunga (ASC, 2009).

Support

Lack of support from school management was regarded as a constraint for including Indigenous 
content:

Money, resources, support from... people who need to support us. We can offer 
lots of things at this school... but if we’re the only people who wanted it... it’s not 
going to happen. So we’ve got to have people higher up the ‘food chain’ ready to 
support it... provide the time for the training which is a pressure in every school for 
professional development (teacher 5B).

Within this comment there was again a sense that Indigenous content is not ‘core business’ or 
privileged knowledge (Tinning, 2004). Instead, it is something that with ‘appropriate support’ 
has the potential to be added to the curriculum. This comment is despite the requirement to 
include Indigenous content in PE mentioned in PE specific ACT government curricula or generic 
system level policy documents since the mid-1990s (Williams, 2016b). IEO C expressed similar 
sentiments suggesting that greater direction from education management and organisations 
such as ACT Secondary School Sports Association (ACT SSSA) would help:

I think more directive from authority… to say ‘you must do this’… and now with 
the SSSA… they’re an authority here… they should be sending that authority out 
to every PE staff… in secondary school and say… ‘you must’ [the words ‘you 
must’ emphasised]… invite an IEO… or you must… implement… these games in 
your curriculum… Because otherwise they’ll just go on… because you’ve got to 
remember teachers just write up their own lesson plans… what they want to teach.

This response by IEO C draws attention to the relative power (Elias, 1998) that HPE teachers 
possess, through being able to teach the content that they value most. Indeed, content that 
also corresponds to their individual and social habitus (Elias, 1998; Mennell, 1994).

Pre-service physical education teacher education

A common theme across all three schools stated by the HPE executive teachers and teachers, 
was that Indigenous content was not included in the specialist PE subjects as part of HPETE:

It’s not covered in any of the courses that we study at university and I think it should 
be. I mean that’s where it should start. So I think our issue is that we don’t have… a 
really big background like we do in some of our traditional sports and that’s where 
it has to start… so that we feel comfortable in teaching it. So we’d love to teach it… 
but we need to have the knowledge to be able to teach it… (executive teacher A).
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Likewise, about the nature of contemporary PE at their school, executive teacher B remarked: 

Whereas in other areas we just have that knowledge I suppose… or somehow that 
we’ve developed.

In other words, the habitus of the teachers in this study was oriented towards Eurocentric sport 
and the kind of technocratic PE described in the literature review. The teachers commented 
that the only Indigenous content that was covered during their HPETE was in a generic unit 
that never provided them with PE specific information:

As far as that’s concerned [Indigenous perspectives in PE] that’s all good and I’m 
happy to include it... but as we’ve said... how do we include it if we’ve never been 
exposed to it? At uni we did ‘Indigenous Education – What Works’... and it was the 
worst unit that I have done... because it was… us getting up and talking about... 
different cave paintings and different things... and that’s fine... but the name of the 
unit was ‘Indigenous Education What Works’... you’d think that there’d be some 
sort of practical application... what can we do to help Indigenous kids... learn in 
‘our scene’ (teacher 7B).

Similarly:

Yeah, but it doesn’t tell you anything [Indigenous Education What Works]… Like it’s 
not helpful at all… But in terms of PE like ‘chucking it’ in the PE curriculum at uni, you 
definitely want to do something like that. Like classroom strategies and then you’d 
want to do the games and... even right down to the Dance... you’d have someone 
come in and stuff, but they [university] don’t do anything like that (teacher 5C).

IEO B, concerning HPETE remarked:

…certainly I picked up in the schools… there’s probably a fear… amongst non-
Indigenous teachers… because… you know all through university they haven’t 
learned a whole lot about all this stuff and I think they’re afraid of doing these 
things wrong… that’s why they’re so reliant on us [the IEOs]… it doesn’t need to 
be intimidating… like you come out and watch Buroinjin [an Aboriginal traditional 
game]… it’s pretty universal… you know… Yeah and all the kids enjoy it. It’s not 
just an Indigenous ‘thing’. It’s just a game that happened to be played before 
colonisation….

Similarly, commenting about in-service HPE teachers IEO C mentioned with some frustration 
and passion:

… teachers should teach Indigenous games same way they teach any other game… 
by the f’n rules that are written down in the guidelines [Yulunga, ASC, 2009]. For a 
teacher to teach rugby league they’ve got to know the rules. For a teacher to teach 
Aussie Rules they’ve got to know the rules. Cricket they’ve got to know the rules. 
So it’s just pretty simple… the teachers have to learn the rules to Aboriginal games 
and f’n implement them in their f’n classes. 
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The lack of Indigenous mention in HPETE that the HPE teachers comment about is perhaps 
due in part to the kinds of constraints experienced by HPETE educators discussed by Callcott, 
et al. (2015). In particular, decisions are made by non-HPE specialist program providers about 
what to include in the PE specific content of HPETE programs that typically have limited time 
allocation. As an Indigenous focus was only included in a single generic unit, it suggests 
that privileged content (Tinning, 2004) was deemed by the course providers as being more 
important within the PE subjects. In other words, it seems that privileged content took priority 
in the restricted space that was available in the HPETE program. The omission of PE specific 
Indigenous perspectives demonstrates the relative power (Elias, 1998) of those responsible for 
the program design and delivery. Also, it can be reasonably assumed that those lecturers and 
tutors would have had individual and social habitus that were heavily informed by Eurocentric 
activities, given the history of PE and school sport in Australia.

Synthesis

The teachers spoke about how they would teach Indigenous content in PE in the future as if it 
was a new requirement for them to include these perspectives. The nature of this expression 
is perhaps understandable because the system level curriculum document that the teachers 
were using at the time, Every Chance to Learn (ACT DET, 2007) made no mention of the words 
Aboriginal, Torres Strait Islander or derivatives of these words or the word Indigenous in the PE 
related section. However, in other policy documents such as the Aboriginal and Torres Strait 
Islander Strategic Plan 2010-2013 (ACT ETD, 2010) it is stated that all teachers are required to 
incorporate Indigenous content in their respective Key Learning Areas (KLAs). 

Long-term pre-dispositions to Eurocentric sport contributed to the individual and social habitus 
of the teachers in this study. A lack of exposure to Indigenous content in HPETE, along with 
no professional learning and the absence of Indigenous mention in the PE content of Every 
Chance to Learn (ACT DET, 2007) together partly accounted for Indigenous perspectives 
being absent in most of the teachers’ PE lessons. Further, Consistent with the literature, the 
HPE executive and classroom teachers worked in a busy environment with multiple demands 
that contributed to them being ‘time poor’. Nonetheless, these teachers were still able, despite 
these environmental constraints, to teach privileged content that fitted with their individual and 
social habitus. 

Summary, conclusions and implications

In answering the research question, the author contends that while there were legitimate 
constraints preventing Indigenous content from being taught as a regular part of PE, these 
obstacles reflected the nature of HPE teaching more generally. In other words, the constraints 
that the HPE teachers spoke about were not unique to teaching Indigenous perspectives. Those 
teachers had to overcome the same kinds of constraints, including accepting and responding 
to a lack of professional learning in all aspects of HPE, in order to carry out their day-today 
teaching responsibilities. It is contended by the author that the individual and social habitus 
of the teachers accounted for ‘policy slippage’ in the kind of PE that was taught. The HPE 
executive and classroom teachers in this research would have only known technocratic PE 
in their lived memories from their childhood experiences. This lack of exposure to Indigenous 
content in their own schooling would have been reflected during HPETE. For these teachers, 
Indigenous content was alien through a lack of contact in their personal and professional lives. 
However, by not following directives in system level policy documents about incorporating 
Indigenous content in all KLAs, the HPE teachers demonstrated their relative power within the 
figuration. 
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It is contended by the author that if HPE teachers and curriculum writers as well as HPETE 
providers do not work towards addressing the silence of Indigenous perspectives in PE, then 
valuing movement as a key idea in the AC HPE (ACARA, 2015) will occur only within the 
context of Eurocentric knowledge. There is renewed opportunity through the AC HPE (ACARA, 
2015) for Indigenous content to be meaningfully taught to all Australian children thereby 
addressing the equity goals of the Melbourne Declaration on Educational Goals for Young 
Australians (Ministerial Council on Education, Employment, Training and Youth Affairs, 2008). 
In addition, including this content in a substantive and non-tokenistic way, while adding to the 
existing stock of Eurocentric PE can help address concerns reported in the literature about PE 
being repetitive and lacking variety. However, for Indigenous perspectives to be incorporated 
meaningfully in PE and in HPE more broadly, a multi-faceted approach is required otherwise 
things are likely to remain much as they are.

Since data was collected for this paper, Indigenous content has been explicitly taught to HPE 
student teachers in PE specific units at the HPETE university local to where this study took 
place. If Indigenous content is substantively taught in primary and secondary school PE as 
a consequence of this PE specific teacher education, then future HPE teachers will learn 
Indigenous games and sport in their childhood education. These possible future childhood 
encounters of Indigenous content in PE are important because they could contribute to the 
individual habitus of future HPE teachers through Indigenous content becoming ‘normalised’. 
As such, Indigenous content changes status by becoming privileged knowledge (Tinning, 
2004) through the wider figuration of Australian PE altering in common with all figurations 
(Elias, 1998). In addition to changes at the HPETE level, professional learning was delivered 
at the Australian Council for Health, Physical Education and Recreation (ACHPER) ACT 2016 
conference about teaching Indigenous perspectives in PE.

In conclusion, the author contends that Indigenous perspectives such as the kinds of games 
and physical activities included in Yulunga (ASC, 2009). This particular content can make 
an important contribution to ‘value movement’ as a key idea within the AC HPE (ACARA, 
2015) by acknowledging and placing importance on activity that is not exclusively from the 
Eurocentric stock of knowledge. An area of further study is to investigate what else can be 
done to alter HPE teacher habitus so that Indigenous perspectives are genuinely accepted 
and embedded in the AC HPE (ACARA, 2015). As a relatively recent migrant to Australia, 
having moved from Scotland eight years ago at the time of writing, Indigenous games are 
appealing for inclusion in Australian PE content. I have used many of the games from the 
Yulunga (ASC, 2009) resource as a former HPE secondary school teacher and also in HPETE 
workshops more recently as a teacher educator. Further, I have found few challenges in using 
this resource to teach Indigenous perspectives in PE and have observed that my students, 
Indigenous and non-Indigenous alike, have enjoyed playing something different from what 
they usually do in PE. 
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