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Abstract

The present study aimed at examining the effectiveness of a team-sports-based life-skills program taught as part of physical

education lessons. One hundred sixty-five sixth and eighth graders were assigned either in an experimental or in a control group

and received an abbreviated version of SUPER, a team-sports-based program. The program focused on setting goals, on positive

thinking, and on problem solving. Students were assessed on four sport-skills tests, knowledge about life skills, and beliefs about

effective use of life skills. Results showed gains of the experimental group on two of the four sport-skills tests, knowledge and self-

beliefs.

� 2007 Elsevier Ltd. All rights reserved.
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1. Introduction

Sport is a metaphor for life. This statement captures the widespread belief that sport participation is beneficial for

youth because it promotes their capacity to deal with life’s challenges. However, respective research results have been

equivocal and youth sport theorists warn that various factors will determine whether participating in sport will have

positive or negative effects for youth. As Petitpas, Cornelius, Van Raalte, and Jones (2005) note ‘‘Sport can provide

a wonderful forum for youth to learn about themselves and to acquire skills that can assist them throughout life, or it

can create a negative environment that may have a detrimental effect on participants’ self-esteem confidence and

physical self-efficacy’’ (p. 76). Therefore, it is probably not the mere participation in sport that enhances positive

development but the individual’s experience in sport that may be the critical factor. For personal growth and devel-

opment to be realized sport programs must be developed with this goal in mind.

‘‘Positive youth development refers to promoting competent, healthy, and successful youth and involves the pro-

duction of experiences, supports and opportunities known to enhance positive developmental outcomes’’ (Benson,

Scales, Hamilton, & Sesma, 2006, p. 895). Within this movement, training life skills is recognized to have a positive

impact on youth development. According to World Health Organization (1999), teaching life skills is essential for the
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promotion of healthy child and adolescent development, as well as for the preparation of young people for changing

social circumstances. Life skills enable individuals to succeed in the environments in which they live (Danish &

Nellen, 1997). Life skills can be physical (e.g., taking a right posture), behavioral (e.g., communicating effectively),

or cognitive (e.g., making effective decisions) (Danish & Donohue, 1995). It is recognized that sport can be used as

a medium for enhancing youngsters’ development if it incorporates the teaching of skills and strategies useful for life.

Thus, Petitpas et al. (2005) claim, ‘‘youth sport programs that promote psychosocial development are those that use

sport as a vehicle to provide experiences that promote self-discovery and teach participants life skills in an intentional

and systematic manner’’ (p. 66).

There are several reasons why sport is a suitable context for teaching life skills. First, there is a resemblance be-

tween performance excellence in sport and personal excellence in life and an apparent similarity between the mental

skills needed for successful performance in sport and in non-sport domains (Danish, Forneris, & Wallace, 2005).

Second, many of the skills learned in sport are transferable to other life domains. These skills include the abilities

to perform under pressure, to solve problems, to meet deadlines and/or challenges, to set goals, to communicate,

to handle both success and failure, to work with a team and within a system, and to receive feedback and benefit

from it. Third, most youngsters are acquainted with sport as it is a pervasive activity throughout our society. Fourth,

sport is a context that emphasizes training and performance just as school and work (Danish, Petitpas, & Hale, 1992).

Fifth, sport skills and life skills are learned in the same way, through demonstration, modeling and practice (Orlick &

McCaffrey, 1991). Sixth, sport is a significant factor in the development of adolescents’ self-esteem and perceptions of

competence (Danish, Petitpas, & Hale, 1993; Fox, 1992). Moreover, sport can provide for successful and satisfying

goal accomplishment as goals in sport are generally tangible and short term. Thus, sport can instill to individuals the

value of experiencing success in setting and achieving goals (Danish, Forneris, Hodge, & Heke, 2004). Additionally,

school physical education may benefit from sport’s potential for life-skills teaching as it is a setting where sport and

physical activity is presented to almost all children. Therefore, it has been proposed that an optimal way to promote

skill acquisition is to integrate sport and life-skills instruction (Petlichkoff, 2004).

Today, there is a small number of youth sport programs that teach concurrently life and sport skills and focus on

personal, social, and sport development. These programs are the Sports United to Promote Education and Recreation

(SUPER; Danish, Fazio, Nellen, & Owens, 2002), the Play It Smart (Petitpas, Van Raalte, Cornelius, & Presbrey,

2004) and the First Tee (Petlichkoff, 2001, 2004).

SUPER is a sport-based adaptation of the Going for Goal program (GOAL; Danish et al., 1992a, 1992b), which

used sport metaphors to teach adolescents a sense of personal control and confidence about their future so that they

can make better decisions and ultimately become better citizens. O’Hearn and Gatz (1999, 2002) conducted two stud-

ies using GOAL with mostly Hispanic students. In the first study, participating students, as compared to a wait-list

Control group, gained knowledge about the skills being taught and were able to attain the goals they set. In the second

study, in addition to the above stated goals they also improved their problem-solving skills. Hodge, Cresswell,

Sherburn, and Dugdale (1999) applied GOAL to at-risk New Zealand students. Their results showed that the

GOAL program was successful in achieving positive change in self-esteem and intrinsic motivation for school work.

SUPER is taught like sports clinics with participants involved in three sets of activities: learning the physical skills

related to a specific sport; learning life skills related to sports in general; and playing the sport. Skill modules are

adapted to fit the specific sport and time and most of them require 20e30 min to teach. Brunelle, Danish, and Forneris

(2007) reported significant changes on several ‘character-related’ measures following an abbreviated version of

SUPER. Adolescents who received the program in the context of a golf academy exhibited increased social interest

and social responsibility from pre- to posttest.

Papacharisis, Goudas, Danish, and Theodorakis (2005) reported the evaluation of an abbreviated form of SUPER.

In this study, young athletes were tested in sport skills and then they were taught to set goals regarding the sport-skills

tests, to think positively regarding their goal, and to solve problems inhibiting them to reach their goal. The results

showed that young volleyball and soccer athletes who received the program performed better in sport skills, and

showed enhanced knowledge and improved confidence in applying life skills relative to athletes of a Control group.

In a subsequent study, Goudas, Dermitzaki, Leondari, and Danish (2006) employed a wait-list Control group design

and had physical education students tested in seat-and-reach and push-up tests. Then, simultaneously with and in

relation to physical practice students were taught goal setting, making plans, and positive thinking in relation to

the physical skills tests. Results showed gains and retention on physical fitness, knowledge, and self-beliefs regarding

goal setting.
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Team sports represent an important and strong element of physical education curricula. This element is often the

one most enjoyed by physical education students (Goudas & Biddle, 1993). Therefore, a life-skills program that is

delivered through team sports would be of apparent practical value to physical education teachers. Furthermore,

team sports offer unique opportunities to teach specific life skills such as problem solving. When playing team sports,

students face situations where they have to produce motor responses to problems related to game strategy and tactics.

These situations may be employed by physical educators to serve as a vehicle for teaching problem solving. In the

Papacharisis et al. (2005) study, the life-skills program involved a problem-solving component, but only in relation

to the goal achievement plan. The present study extended the Papacharisis et al. (2005) and the Goudas et al.

(2006) studies by including a problem-solving component that is taught and practiced through problem-based situa-

tions relating to team sports.

The present study also extended the Papacharisis et al. (2005) and the Goudas et al. (2006) studies with respect to

the positive thinking component of the life-skills program. In these studies, students were instructed to use keywords

when practicing to enhance their performance. The present study added an additional subcomponent (namely, change

of negative thoughts) by instructing students to spot their negative performance-related thoughts and changing them to

positive ones. This differentiation is also reflected in the instruments used to assess the effectiveness of the program:

students’ self-beliefs for applying life skills were assessed both for positive thinking and for changing negative

thoughts in contrast with the previous studies in which only positive thinking was assessed.

Integrating life-skills teaching with physical skills teaching was expected to produce superior results in comparison

to teaching physical skills solely. Motor-learning theorists have pointed that ‘‘in order to direct and regulate behavior

effectively, the control of emotions, attitudes and thought must occur integratively’’ (Singer, 1988, p. 59), and have

developed strategies for learning physical skills that emphasize both cognitive and affective considerations (Singer,

1988). Therefore, ‘‘an integrated mental management approach that guides the systematic and progressive develop-

ment of effective mental skills during the regular practice or class schedule of the athlete or student’’ has been

proposed (Sinclair & Sinclair, 1994, p. 16).

Based on the above, it was hypothesized that, in comparison to a Control group, students who received training of

life skills: (a) would perform significantly better on sport skills (hypothesis 1), (b) would demonstrate greater knowl-

edge of life skills (hypothesis 2), and (c) their belief in their ability to effectively use life skills would be higher due to

the enhanced knowledge and opportunities to practice these life skills (hypothesis 3).

2. Method

2.1. Participants

Participants in the study were 165 students from two elementary and two junior high schools. Of them, 86 students

were in the sixth year of elementary school (age 12� 0.5 years) and 79 were in the second year of junior high school

(age 14� 0.5 years). The four schools were in the broad district of Thessaloniki (Greece) in middle class areas. Each

school had one physical education teacher who taught two classes; one class received the life-skills intervention

program and the other served as the Control group. However, absences from the program and missing data resulted

in a full data set from 130 participants (Experimental group n¼ 69, Control group n¼ 61).

2.2. Procedure

Permission to implement the program was secured from the school principals as well as from the Greek Ministry of

National Education and Religious Affairs. The physical education teachers were trained by one of the authors and

received analytical lesson plans. Moreover, one of the authors was present during the lessons to assist in the imple-

mentation of the program.

Both the Experimental and the Control groups were taught for 17 teaching hours corresponding to 17 sessions. In

the first 10 sessions, students were taught two basketball skills: dribbling and chest-pass. In the rest seven sessions,

students were taught two volleyball skills: overhead-pass and underside service. The practice sessions were the

same for Experimental and Control groups. The difference was that the Experimental group had in every session about

10 min life-skills lectures, while the Control group spent the same time for lectures about body function issues during

exercise.
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2.3. The life-skills program

An overview of the program is presented in Table 1. It comprised three life skills: (a) goal setting, (b) problem-

solving strategies, and (c) positive thinking. In the beginning of the basketball and volleyball sections, students

were tested in respective sport tests (described below). Then (Sessions 1e4 for basketball and Sessions 11e12 for

volleyball) using their test score as a stimulus, students were taught what a goal is and principles of effective goal

setting; they were also asked to set goals for the retest on these tests and were instructed how they could set up their

personal action plan to reach their goals.

In the fifth, sixth, seventh, fifteenth and sixteenth session the students were taught a three-step procedure for prob-

lem solving. The first step referred to thinking of as many possible solutions for the existent problem. The second step

referred to considering the consequences of each choice. The third step referred to picking up the solution with the best

anticipated consequences, as well as to applying and to evaluating the solution. Students were presented with modified

basketball and volleyball games requiring a novel solution and were asked to use the three-step procedure to find

a solution. Moreover, in the seventh and fifteenth session the students had to consider roadblocks that prevented

them from reaching theirs goals and to consider ways to overcome these roadblocks by using the three-step procedure.

In the eighth, ninth, thirteenth and fourteenth sessions the students were taught what positive thinking is, how it

influences performance and how they could spot a negative thought when practicing and change it to a positive

Table 1

Description of the program

Session Life skills Team sport Lesson content

1 Goal setting Basketball Introduction to goal setting, principles of goal setting

Basketball dribble pretest

Goal setting for basketball dribble test

2 Goal setting Basketball Goal setting examples

Basketball pass pretest

Goal setting for basketball pass test

3 Goal setting Basketball Goal achievement plan

Basketball passing and dribbling drills

4 Goal setting Basketball Development of personal goal achievement plan

Basketball passing and dribbling drills

5 Problem solving Basketball Problem-solving strategy

Applying the strategy to modified games

6 Problem solving Basketball Applying the problem-solving strategy to overcome roadblocks to goal achievement

Applying the strategy to modified games

7 Problem solving Basketball Applying the problem-solving strategy to overcome roadblocks to goal achievement

Applying the strategy to modified games

8 Positive thinking Basketball Introduction to positive thinking and self-talk

Drills practice using keywords

9 Positive thinking Basketball Changing negative thoughts to positive ones

Drills practice using keywords and changing negative thoughts

Reminding of goals

10 Goal setting Basketball Dribble and pass posttest

Check for goal achievement

11 Goal setting Volleyball Service and pass pretest

Goal setting for service and pass tests

12 Goal setting Volleyball Goals achievement plan

Pass and service drills

13 Positive thinking Volleyball Positive thinking and self-talk

Drills practice using keywords

14 Positive thinking Volleyball Drills practice using keywords and changing negative thoughts

15 Problem solving Volleyball Applying the problem-solving strategy to overcome roadblocks to goal achievement

Applying the strategy to modified games

16 Problem solving Volleyball Applying the strategy to modified games

17 Goal setting Volleyball Service and pass posttests

Check for goal achievement
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one. Moreover, they were taught about self-talk and, specifically, instructional self-talk, and how they could use

appropriate keywords for channeling their attention to the most important element of each motor skill. For basketball

they were instructed to use the keywords ‘low’ and ‘tempo’ for dribbling, and ‘fingers’ and ‘target’ for the chest-pass.

For volleyball they used the keyword ‘triangle’ for the overhand-pass, and the keywords ‘open arms’ and ‘fist’ for

underarm service.

During the goal setting and positive thinking sessions, students worked mostly using a self-check approach

(Mosston & Ashworth, 2002). During the problem-solving sessions, students worked in groups. Experimental group

participants were provided with a workbook where students could find information about the life skills taught. Each

page of the workbook corresponded to one session where, apart from information, there were brief life-skills exercises

that had to be completed in group work during the session. For each skill there was optional homework asking students

to teach what they had learned to another person and to write about their experience.

2.4. Measures

2.4.1. Knowledge test

A modification of a test (Goudas, Karabekou, & Papacharisis, in press), which was developed by Papacharisis

(2004) based on the work of Hogan (2000), was used. The 15-item multiple-choice test evaluates knowledge of

how to set goals (5 items), think positively (5 items) and solve problems (5 items). For example, ‘‘In order to

make a dream come true: (a) I should dream more and more, (b) I must turn the dream into a goal, (c) I must sit

and wait for something to happen, (d) I don’t have to do anything. If I want it, it will happen’’. Goudas et al. (in press)

reported satisfactory difficulty and discrimination indices for all the items. For the present study, the difficulty index

ranged from 0.21 to 0.91 for the 15 items and the discrimination index ranged from 0.15 to 0.48.

2.4.2. Self-beliefs

A 21-item scale measuring self-beliefs for goal setting, problem solving, and positive thinking was administered.

The scale was a modification (Goudas et al., in press) of a test developed by Papacharisis (2004). Papacharisis (2004)

reported satisfactory internal consistency and structural validity results for a three-factor structure accounting for 58.6

of the variance; Cronbach’s alphas for the three factors were 0.82 for goal setting, 0.76 for problem solving, and 0.84

for positive thinking. In the present study, 6 items were used to assess students’ perception of goal setting ability (e.g.,

‘‘I am very good at setting goals for myself’’); 4 items were used to assess individuals’ perception of positive thinking

(e.g., ‘‘I am very good at thinking positively for myself’’), 4 items were used to assess individuals’ perception of their

ability to change negative thoughts to positive ones (e.g., ‘‘I can spot a negative thought of mine and change it to a pos-

itive one’’), and 7 items were used to assess individuals’ perception of problem-solving ability (e.g., ‘‘I am very good

at finding appropriate solutions for the problems that I confront’’). A seven-point Likert-type scale was used from 1

(strongly disagree) to 7 (strongly agree). An exploratory factor analysis with oblimin rotation yielded four factors that

accounted for 59% of the variance. The four factors were goal setting (4 items), positive thinking (3 items), change of

negative thoughts (4 items), and problem solving (4 items). Cronbach’s alphas for these four factors were 0.72, 0.81,

0.64, and 0.69, respectively. The rest of the items had loadings less than 0.3 and were not included in the analysis.

2.4.3. Sport-skills tests

Basketball dribble. Students had to dribble among five cones that had 3.05 m distance between each other. The task

lasted 30 s and the score was the total number of cones the student had dribbled (Harisson, 1969).

Basketball chest-pass. Students tried from a distance 4.5 m to hit three cycles, each one having diameter of 30 cm,

painted on a wall. Each cycle was on a different height from the ground and the distance between them was 1.6 m.

Students tried to score as many cycles as they could in 30 s (Stubbs, 1969).

Volleyball overhand-pass. Students tried to make as many continuous passes to themselves, upwards of their head,

as they could during a period of 45 s. The ball had to get over 50 cm from their head (Strand & Wilson, 1993).

Volleyball underhand-service. Students made 10 continuous services and tried to get as many points as they could.

The other side of the playfield was separated into different sections that gave different points. The most difficult

section gave 4 points, next gave 3, next 2 etc. The maximum score that a student could get was 40 points (Strand

& Wilson, 1993).
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3. Results

Means and standard deviations of all variables are reported in Table 2.

3.1. Sport-skills tests

A 2� 2 repeated measure MANOVA, with the four sport skills as the dependent variables, Time of measure as the

within-subject factor and Group as the between-subjects factor, revealed a significant multivariate Group� Time

interaction, F(4, 119)¼ 7.43, p< 0.001, partial h2¼ 0.20, observed power¼ 0.99 for a< 0.05. Univariate tests

indicated a significant interaction effect for all sport-skills tests: for basketball dribble, F(1, 122)¼ 14.04,

p< 0.001, partial h2¼ 0.10, for basketball chest-pass, F(1, 122)¼ 5.23, p< 0.05, partial h2¼ 0.04, for volleyball

underhand-service, F(1, 122)¼ 7.97, p< 0.01, partial h
2
¼ 0.06, and for volleyball overhand-pass, F(1,

122)¼ 7.82, p< 0.01, partial h2¼ 0.06. According to Cohen (1988) the h2 values reported in this study correspond

to medium effect sizes.

To further investigate these interactions, the two groups (Experimental and Control) were compared before and

after the intervention, using Tukey’s Honestly Significant Difference test (Vincent, 1995, p. 159, formula 9.15 for

comparing unequal groups). The analyses showed that there were no significant differences before the intervention

on the four sport skills. After the intervention there were significant differences with the Experimental group scoring

higher than the Control on the basketball chest-pass and on the volleyball underhand-service, but not on basketball

dribble and on volleyball overhead-pass. The Experimental group improved their scores on basketball dribble and

on volleyball overhead-pass, 26.38% and 33.27%, respectively, whereas the percentage improvement for the Control

group on these two skills was only 1.26% and 6.62%, respectively.

3.2. Knowledge tests

A repeated measure ANOVA showed a significant Group� Time interaction for the knowledge test, F(1,

128)¼ 28.22, p< 0.001, partial h2¼ 0.18 (high effect size; Cohen, 1988), observed power¼ 1.00 for a< 0.05.

Tukey’s Honestly Significant Difference test showed that there was no significant difference between the two groups

before the intervention, but there was a significant difference between the groups after it, with the Experimental group

scoring higher than the Control group, 33.8% increase and 10.6% decrease, respectively.

3.3. Self-beliefs

A repeated measure MANOVA showed a significant Group� Time multivariate interaction, F(4, 125)¼ 2.72,

p¼ 0.033, partial h2¼ 0.08 (medium effect size), observed power¼ 0.74 for a< 0.05. Univariate tests showed

Table 2

Mean and SD scores as a function of group and testing

Variables Experimental group Control group

Pretest Posttest Pretest Posttest

M SD M SD M SD M SD

Basketball dribble 21.21 4.42 24.43 4.65 21.75 4.10 23.16 3.83

Basketball chest-pass 3.97 2.63 5.01a 2.71 3.87 2.47 3.90b 2.59

Volleyball underhand-service 9.85 6.13 13.19a 6.46 10.22 6.98 10.82b 6.96

Volleyball overhead-pass 48.21 18.02 57.97 19.01 51.75 15.44 56.88 17.07

Knowledge test 9.03 2.04 11.87a 2.69 8.62 2.81 9.28b 2.85

Self-beliefs e goal setting 5.07 0.96 5.27 0.74 5.10 1.08 5.08 1.17

Self-beliefs e problem solving 5.09 0.92 5.34 0.79 5.09 1.00 5.18 0.79

Self-beliefs e positive thinking 5.16 1.17 5.33 1.12 4.80 1.31 4.73 1.44

Self-beliefs e change

of negative thought

4.96 1.16 5.27a 1.01 4.82 1.18 4.59b 1.24

Significant mean differences between the Experimental and the Control groups in the same row are indicated by different subscripts, p< 0.05 in the

Tukey’s Honestly Significant Difference test.
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significant Group� Time interaction only for change of negative thought, F(1, 128)¼ 9.01, p¼ 0.003, partial

h
2
¼ 0.06. To investigate this interaction the two groups were compared before and after the intervention using

Tukey’s Honestly Significant Difference test. Before the intervention there were no significant differences in change

of negative thought between the two groups. In contrast, after the intervention the Experimental group had signifi-

cantly higher score than the Control group, 6.95% increase 4.57% decrease, respectively.

4. Discussion

The present study examined the effectiveness of a team-sports-based life-skills program carried out in a physical

education context. Considering that the intervention consisted of seventeen 10e15 min sessions, the results are very

encouraging and in agreement with the findings of the application of the GOAL program in school settings (Danish &

Nellen, 1997; O’Hearn & Gatz, 1999, 2002) and with respective results regarding the application of SUPER in sport

and physical education settings (Brunelle et al., 2007; Danish et al., 2002; Goudas et al., 2006; Papacharisis et al.,

2005).

Previous research on the application of GOAL reported significant increases on participants’ knowledge about life

skills and perception of their competence to achieve the goals they have set (Danish & Nellen, 1997). Brunelle et al.

(2007) have also reported significant changes on social responsibility, goal knowledge, and social interest, as a result

of implementing an abbreviated version of SUPER. The present study replicated and extended these results to include

students’ performance on team-sport skills that are very popular among students and are broadly used in Greek

physical education. Students who received the program demonstrated enhanced knowledge about life skills and higher

self-beliefs for changing negative to positive thinking compared to students of the Control group. Further, the present

research adds to the results of previous related studies two distinct points: First, a new subcomponent of positive think-

ing e change of negative thoughts during practice e can successfully be added to the life-skills program and, second,

a novel way for teaching problem-solving skills can be employed using modified team sports.

Hypothesis 1 was verified. Life-skills training resulted in an improvement in sport skills relative to the Control

group. Previous studies that had applied SUPER and GOAL (Brunelle et al., 2007; Danish & Nellen, 1997; Hodge

et al., 1999) did not evaluate this potential benefit of life-skills training for sport or physical fitness. The finding of

the present study corroborated those of Papacharisis et al. (2005) and Goudas et al. (in press) denoting that when

life-skills training is appropriately embedded in sport or physical education practice, their learning is not at the

expense of learning sport and fitness skills. On the contrary, students can improve their performance by applying

the life skills they are taught.

The results of the self-report instruments showed that students who received the program gained knowledge about

life skills, thus hypothesis 2 was verified, but their self-beliefs about applying these skills were not altered to a signif-

icant extent, for three of the four skills assessed, although for all four skills scores of the Experimental group

improved. Therefore, hypothesis 3 was partly verified. This finding is in contrast with respective results of previous

applications of this abbreviated form of SUPER (Goudas et al., 2006; Papacharisis et al., 2005) and may be attributed

to two reasons. First, the scores in the first measure were high preventing from a significant increase. To rectify this

problem, it has been suggested that a retrospective form of the questionnaires can be used (Brunelle et al., 2007).

Second, as the present study involved an additional skill taught, it may be argued that the increased number of skills

prevented from effective learning.

The three skills taught in this program, that is, goal setting, positive thinking, and problem solving were selected

due to a strong theoretical basis and their potential to enhance performance both in sport and in other settings. Goal

setting coupled with problem solving are central strategies of a life-development intervention approach (Danish et al.,

1993) as a means of empowerment. Further, goal setting has been consistently shown to increase performance in

awide variety of settings (Locke &Latham, 1990). Moreover, several studies have shown that positive self-talk, a strat-

egy to enhance positive thinking, is a useful psychological skill for ensuring high sport performance (Theodorakis &

Goudas, 2006). These three skills can be transferred and used in other settings like other school subjects or at home.

For example, a student may set process goals and develop a goal achievement plan for studying music or practice

specific self-talk keywords to focus his/her attention when taking an exam.

An important limitation of this study is that the transfer of skills to other domains was not examined. However, in

earlier applications of the program, Papacharisis (2004), employing interviews, reported that many of the young ath-

letes who received the program went on to apply the skills they had learned at school or at home. Danish and Nellen
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(1997) have discussed that in order to have a transfer of skills learned in new settings ‘‘.it may be necessary to pro-

vide information about the new setting and ‘coach’ the student through the process of preparing for and implementing

the skill’’ (p. 110). Future studies may in addition employ behavioral measures of students’ use of life skills perhaps in

settings other than physical education.

The results of this study could be strengthened if the program was introduced to the Control group after its imple-

mentation to the Experimental group as in the Goudas et al. (2006) and the O’Hearn and Gatz (1999, 2002) studies.

These studies allowed for a follow-up measure and showed retention of the skills learned. Another potential limitation

is that intact classes were assigned in the experimental and in the control replication conditions. Nevertheless, this

resembles a real-life situation since the program would normally be provided to normal classes of students. Moreover,

the results showed that the two groups did not differ before the application of the program, and the implementation of

the program was based on standardized written procedures, which were strictly followed. An additional limitation

could be the involvement of the researcher in the experimental procedures, which may have introduced a subtle

bias. A final limitation regards the assignment of a control and an experimental class in each school. This choice

was made in order to ensure matching of environmental conditions and of teachers between the Control and the

Experimental groups. Nevertheless, this may have resulted in possible contamination between the two conditions.

In conclusion, the present study supported the effectiveness of a life-skills program that integrated sport- and life-

skills training. Students who participate in such a program can improve their sport skills, while at the same time the

inclusion of life-skills training in practice may serve as an effective model for learning life skills. Physical education

teachers may facilitate students’ learning if they place it within the context of goal setting for a specific measurable

learning goal and positive thinking and problem solving regarding the achievement of this goal. Moreover, the life-

skills program equips students with knowledge and skills that are necessary for successful coping with complex

situations in life.
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