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Abstract

This study, conducted in Senegal, explores how secondary school pupils in
Dakar subjectively experience physical guidance in PE, that is, the physical
gestures through which the teacher corrects or directs the pupil’s movement.
Using a mixed-methods design combining questionnaires completed by 153
pupils and interviews with 8 teachers, the research highlights a cognitive-af-
fective paradox reflected in the fact that 31% of pupils recognize the educa-
tional value of guidance whilst expressing discomfort at receiving it. This par-
adox is strongly influenced by gender and year group. Girls in Year 11 experi-
ence the highest level of tension, due to the combined effect of cultural norms
of modesty, peer scrutiny and the developmental vulnerability associated with
adolescence. Conversely, boys in their final year of secondary school demon-
strate almost complete ease. The study identifies four typological profiles of
pupils, each requiring a differentiated pedagogical strategy, and highlights the
moderating role of extracurricular physical activity as a form of bodily capital
that facilitates the reception of guidance. These results call for a rethinking of
PE teacher training within specific socio-cultural contexts.

Keywords

Cognitive-Affective Paradox, Bodily Guidance, Weighted Discomfort Index,
Physical Education

1. Introduction

Every pedagogical practice engages learners in representations, affects and mean-

ings that go beyond the mere transmission of knowledge [1]. In physical education
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(PE), these representations are particularly salient, insofar as the body itself—both
the student’s and the teacher’s—simultaneously constitutes the medium, the ob-
ject and the tool of the teaching-learning process [2] [3]. It is through this process
that bodily guidance is actualized as a form of “professional touch” [4]. Defined
as the set of professional gestures [5] by which the teacher acts physically on the
student’s body to support, correct or orient their motor action, bodily guidance
appears as one of the most frequent modes of intervention by PE teachers. It partly
reflects the singularity of this discipline, while crystallizing all the tensions inher-
ent to the embodied educational act.

However, bodily guidance in the school context remains a particularly complex
practice. It is not merely a technical act whose effectiveness needs to be optimized.
It encompasses ethical, communicational, relational and psychological dimen-
sions that are important to understand, particularly from the perspective of those
who experience it—namely the students. These dimensions remain insufficiently
explored in existing research, even though some works have attempted to grasp
their significance [6]-[8]. Furthermore, most of this research has been conducted
in Western settings that do not necessarily share the same social and cultural re-
alities as other contexts. In settings such as Senegal, where physical contact is cul-
turally codified and socially regulated, the teacher’s guidance actions on students
are neither perceived nor experienced as neutral. They are subject to diverse in-
terpretations within the imaginary of individual and collective representations.
This observation is also applicable in other social contexts comparable to Senegal,
particularly in Maghreb countries, where authors [9] [10] have shown that the
body in PE is never neutral, but is traversed by norms of gender, modesty and
religion, creating an environment in which any intervention on the student’s body
is necessarily charged with social and cultural meanings.

It is in this perspective that the present study attempts to explore the cultural,
social and psychological dimensions of bodily guidance, focusing on students’
subjectivity through their affects and potential reluctance toward this practice.
Specifically, it seeks to explore how students in PE classes subjectively experience
the bodily guidance they receive from their teacher, with regard to their represen-
tations and their cultural and social histories. In doing so, we posit that students
do not experience their PE teacher’s guidance as a simple neutral pedagogical act,
but interpret it through the prism of their cultural and social representations of
bodily contact. Therefore, depending on gender and internalized cultural norms,
bodily guidance generates contrasting affective experiences, ranging from ac-
ceptance to various forms of reluctance, thus revealing the tensions between the
didactic requirements of PE teaching and the sociocultural realities of the Senega-
lese context.

The article is organized into five sections. The first is devoted to literature re-
view. The second presents the theoretical framework underpinning our approach.
The third presents the methodology and analytical apparatus mobilized, while the

fourth sets out the analysis, interpretation and discussion of results. The final sec-
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tion, devoted to the conclusion, closes the article and draws implications for

teacher training while opening research perspectives.

2. Literature Review

Scientific literature on teachers’ bodily guidance practices shows that work in this
field has long been dominated by an essentially technicist logic, seeking to deter-
mine whether this practice is effective or not for learning motor skills in classroom
settings. In this regard, it should be noted that results indicate an overall positive
trend [11]-[13]. However, beyond the demonstrated advantages of this practice in
supporting and accompanying motor learning, several authors [14]-[16] are now
interested in its psychological, moral and ethical effects, which have until recently
been poorly documented in the field of physical education. For these authors, the
concern is to determine, beyond its instrumental dimension, under what condi-
tions bodily guidance and the touching actions it involves are pedagogically rele-
vant and ethically legitimate—even if, according to [17], the teacher holds justified
access to the student’s body within the framework of their teaching.

In this perspective, the work of [16], approaching the question of bodily touch
through the lens of the didactic contract [18], shows that students identify several
situations in which guidance is perceived as inappropriate and likely to break this
contract. This is notably the case when the student wishes to feel autonomous and
capable, such that any teacher intervention is experienced as an intrusion that un-
dermines self-confidence. Moreover, when the activity being practiced does not
require the acquisition of specific techniques, recourse to guidance appears unjus-
tified and therefore poorly received. In this regard, [19] argues that self-controlled
guidance—where the learner decides when to seek physical assistance—produces
better learning outcomes than guidance imposed by the teacher. In other words,
guidance that preserves the learner’s bodily autonomy is simultaneously more ef-
fective motorically and more respectful of their subjectivity. Similarly, the ethical
analyses of [6] and the reflections of [7] consider almost unanimously that peda-
gogical touch is only legitimate if it respects the student’s bodily subjectivity and
does not substitute itself for their own motor engagement. Across these authors,
the appropriateness or otherwise of guidance does not depend solely on the situa-
tion or activity, but primarily on the person who receives it. In other words, what is
acceptable for one student may be experienced as uncomfortable by another. From
this perspective, communication between teacher and student appears to be an es-
sential condition for guidance to be consented to and well received.

In the same vein, [11] concluded in their research that a minority of students
wish to receive neither smiles nor physical contacts. Moreover, the majority prefer
smiles to contacts, considering that the teacher’s role is not to touch them as this
constitutes an overly personal action. Nevertheless, they feel less discomfort when
it concerns corrective action. Furthermore, these authors note the existence of dif-
ferences related to class level (hence age), as well as to students’ gender. Indeed,

the gendered dimension of bodily guidance has been documented by several au-
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thors [6] [20] [21]. It should be emphasized that gender norms not only structure
the frequency of bodily contacts, but also their subjective interpretation—that is,
the same gesture of guidance may be perceived as technical support by boys and
as an intrusion into intimate space by girls.

This interpretive asymmetry is amplified, in Francophone African contexts, by
specific cultural constructions of modesty that confer upon the female body a par-
ticularly salient status as an object of collective gaze in physical exercise spaces. In
this regard, in their work conducted in an Arab-Muslim context marked by strong
cultural codification of the body, [10] shows that the teacher’s gender significantly
modulates recourse to corrective touch: male teachers report avoiding touching
female students out of respect for cultural norms, while female teachers resort
more frequently to touch with students of both sexes, adopting a more affective
and reassuring posture. In the same sociocultural configuration, [9] notes the dis-
comfort of male teachers when it comes to physically assisting female students in
gymnastics, preferring to have a girl take charge—suggesting that physical contact
between a (male) teacher and a female student is socially constructed as problem-
atic in this context.

In the same vein, the studies of [15] emphasize that the acceptability of bodily
guidance rests above all on the legitimacy of its pedagogical purpose and the qual-
ity of the teacher-student relationship. They also indicate that guidance between
teachers and students of the opposite sex generates specific tensions depending on
students’ cultural profiles. [15] has shown, for example, that Swedish female stu-
dents, influenced by markers of heteronormativity, develop a principled mistrust
toward their teachers while paradoxically showing them sympathy, whereas girls
from immigrant backgrounds struggle to identify the pedagogical purpose of
guidance due to the cultural or religious norms of their countries of origin. In both
cases, the teacher’s professionalism, though recognized as a legitimizing factor, is
insufficient to dispel the sense of insecurity felt.

In sum, bodily guidance must pursue a clearly identifiable pedagogical purpose,
be embedded in a relationship of trust between teacher and student, and take into
account the singularity of each student—notably their relationship to the body, to
autonomy and to their cultural context. These conditions are not always met,
however, and their appreciation remains eminently subjective and contextual.
This observation invites moving beyond general and normative approaches to in-
terrogate more precisely how these conditions unfold in specific contexts, where
the cultural, social and relational variables specific to students can considerably

modify the experience, acceptability and perception of bodily guidance.

3. Theoretical Framework: The Body between Cognition and
Affect

3.1. The Body in Debate

For a long time, the body was perceived as a simple biomechanical instrument, a

tool for performance. It was nothing more than a fleshy envelope independent of
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the other dimensions (namely the soul and/or spirit) that are nonetheless consti-
tutive of the human being [22]. This body/mind dualism, according to [23], “was
constructed in the West by separating flesh and sex on one side... and soul and
consciousness on the other” (p. 24). This maintained disconnection between these
different dimensions of the human has led to the idea that the biological body—
arising from its distinction from the mind—has only a mechanical function, an
objectification of the body that has led to a valorization of the mind at the expense
of the body.

However, the reflections of authors such as [24] and [25] began a different re-
reading of the body. The body is perceived not only as an embodied and reflexive
experience, but also as an entity inseparable from human subjectivity. In their line
of argument, body and mind indivisibly form a whole. Beyond its purely biological
dimension, [24] apprehends the body as the complex product of a socialization.
For his part, Merleau-Ponty develops in the same perspective the idea of corporeal
thought. The body ceases to be a simple object of medical prescription to become
a “body-subject” [25], a locus of experience, responsibility and self-construction
[26]. This unity restores to the body a constitutive value of the human being. It is
now seen as the reflection of experiences felt and lived by the self [27], symbolizing
at once the biological, the social, the psychological [23].

It is this conception of the body as a subjective, social and culturally constructed
entity that grounds our approach to bodily guidance in PE. If the body is not a
simple mechanical instrument but a “body-subject” bearing a history, a culture
and a subjectivity, then touching a student’s body in the framework of a PE session
cannot be reduced to a purely technical act. It necessarily engages the student’s
subjectivity, their intimate relationship to the body, their cultural representations
of touch, and the social norms governing bodily interactions in their environment.
This perspective thus invites moving beyond the purely technical dimension of

guidance to interrogate its relational, ethical and cultural dimensions.

3.2. Bodily Guidance: A Complex Educational Act

Bodily guidance cannot be reduced to a simple technical gesture. It constitutes a
full-fledged educational act, situated at the intersection of cognitive, affective, re-
lational and cultural dimensions. In the school context, it is not limited to tactile
contact alone, but also encompasses forms of symbolic contact—such as gaze, ges-
ture and spatial proximity—which actively participate in constructing the stu-
dent’s bodily image. On the cognitive level, guidance exploits what the theory of
embodied cognition [28]-[30] calls kinesthetic knowledge—a form of incorpo-
rated know-how, non-verbalizable, that can only be acquired through the direct
experience of guided movement. On the affective level, it engages the relationship
to one’s own body [25] in an interaction that may be experienced as reassuring or
intrusive depending on context and subject [16]. Reference [31] has proposed a
continuum model that situates guidance on an axis ranging from direct physical

contact to deferred verbal instruction, each modality being more or less appropri-
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ate depending on the student’s level of expertise. This model, developed in a West-
ern context, implicitly assumes a subject disposed toward bodily interaction—yet
the context in which our study takes place appears different. Furthermore, self-
determination theory [32] offers a complementary framework insofar as it allows
understanding why some students perceive guidance as help and others as con-
straint, depending on the satisfaction or frustration of their basic psychological
needs. Finally, the concept of the “body as object of the gaze”, developed from [26]
and taken up by [33] in his theory of stigmatization, allows understanding how the
feeling of being observed amplifies the discomfort felt during bodily corrections.
These theoretical frameworks constitute a relevant and coherent conceptual
foundation for apprehending the complexity of bodily guidance in the school con-
text. By articulating embodied cognition, phenomenology of the lived body, self-
determination theory and the sociology of the gaze, we have a plural and inte-
grated theoretical apparatus capable of grasping guidance in all its dimensions,
without reducing it to a single disciplinary perspective. Far from excluding one
another, these frameworks complement each other, each illuminating a specific
facet of our object of study. It is on this plural and contextualized theoretical basis
that we intend to produce a new understanding of bodily guidance, as it is expe-

rienced and felt by students in PE classes.

4. Methodology

Guidance is a complex object of study that cannot be grasped by a single method-
ological approach. To obtain a broad spectrum, a mixed design is adopted, com-
bining quantitative and qualitative methods [34] [35]. The study was conducted in

public high schools in Dakar and involved two populations: students and teachers.

4.1. Sampling and Sample

Firstly, a probabilistic sampling procedure based on simple random sampling
without replacement [35] was used to select the four schools (n = 4) in which the
investigation took place. Schools were located within the Dakar-Plateau educa-
tional district, an urban area characterized by a relatively homogeneous socioec-
onomic profile among the student population. This context made it possible to
partially control for institutional-context effects while preserving the representa-
tiveness of the broader urban environment of Dakar.

Secondly an intentional non-probabilistic sampling [35] was used to constitute
a sample for the students. The inclusion criteria were as follows: 1) being enrolled
in one of the four selected public high schools within the Dakar-Plateau district;
2) currently attending compulsory Physical Education (PE) classes at the time of
the survey; 3) having completed at least one full PE instructional cycle during the
current academic year. The final sample (n = 153) includes 73 Grade 11 students
(47.7%) and 80 Grade 12 students (52.3%), with a mean age of 18.82 years. Gender
distribution shows 76 girls (49.7%), 75 boys (49.0%), and 2 respondents (1.3%)

who, for unknown reasons, did not indicate their gender.
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Finally, a purposive non-probability sampling strategy was also used to select
the eight (n = 8) participating teachers. To this end, given that our study was con-
ducted in four high schools, we first interviewed one teacher in an initial institu-
tion. At the end of the interview, we asked this teacher to refer us to one of their
colleagues working in the same school. Once the interviews had been completed
in this first institution, the last teacher interviewed put us in contact with a col-
league from a second high school. This process was progressively repeated until a
total of eight teachers across the four high schools involved in the study had been
reached. The selection criteria were: 1) teaching PE in one of the four selected
public high schools within the Dakar-Plateau district; 2) having at least three years
of secondary-level teaching experience; 3) using bodily guidance gestures in their
declared teaching practice. This criterion of declared practice ensures that the
qualitative data effectively relate to the object of study.

4.2. Data Collection Instruments

Data collection mobilized two instruments: a questionnaire for students and

teacher semi-structured guide.

4.2.1. The Questionnaire
The questionnaire, composed of 16 multiple-choice items, was administered to
students to gather data on their perceptions of bodily guidance and their relation-
ship to the body in PE. This questionnaire validation was conducted in two com-
plementary stages. Prior to data collection, a pre-test with a small group of stu-
dents (n = 15) verified the clarity of item formulations and adjusted ambiguous
items, in accordance with the recommendations of [35].

Following data collection, a comprehensive psychometric analysis was con-
ducted on the full dataset (n = 153). Table 1 presents the structure of the meas-
urement instrument and identifies the dimensions retained for psychometric val-

idation.

4.2.2. Summary of Psychometric Indices
Table 2 below presents the main psychometric properties of the instrument,

including indicators of content validity, internal reliability, convergent validity,

Table 1. Instrument structure and dimensions retained for validation.

Sec. Dimension (D)
I Sociodemographic data
II Body in PE-D1*

III Teacher practices-D2
IV Bodily discomfort-D3*

IV-V  Body relationship/Open

Items (Q = Questions) K Scale
Q1 - Q4: gender, age, grade level, extracurricular sport 4 Nominal
Q5 (body centrality), Q6 (learning through the body), Q7 (physical ability Likert 5
development)
Q8 (demonstration), Q9 (physical correction), Q11 (perceived usefulness) 3 Likert 5
Q10 (discomfort with touch), Q13 (feeling observed/evaluated) 2 Likert 5
Q12, Q14 (multiple choice), Q15 - Q16 (open-ended) 5 Nominal

*Dimensions retained for psychometric analyses. D1 and D3 are the primary dimensions of this exploratory instrument.
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Table 2. Summary of reliability and validity indices.

Criterion Indicator Result Conclusion
Content validity Pre-test + theoretical grounding Completed Satisfactory
Reliability-D1 Cronbach’s a 0.617 Satisfactory (>0.60)
Reliability-D1 Split-half Spearman-Brown 0.728 Satisfactory (>0.70)
Reliability-D2 Cronbach’s a (3 items) 0.298 Theoretical multidimensionality
Reliability-D3 Cronbach’s a (2 items) 0.441 Moderate-emerging indicator
Convergent validity PCA variance-D1 57.5% Common factor confirmed
Convergent validity D2-D3 correlation r = 0.304*** Inter-dimension coherence
Discriminant validity Gender t-test-Q10 t=4.908%%* Large effect (d = 0.800)
Discriminant validity Grade-level t-test (expected ns) t=0.784 ns Gender not grade
Discriminant validity Extracurricular practice t-test t=3.741%%* Medium-large effect (d = 0.660)

(*) indicates a statistically significant result, (ns) stands for “not significant” and indicates a non-significant result.

and discriminant validity. Taken together, these results provide an overall assess-
ment of the coherence and scientific robustness of the measurement tool used in
this study.

As shown in the above table, results indicate satisfactory reliability for the Body
in PE dimension (D1): Cronbach’s a = 0.617, exceeding the exploratory threshold
of 0.60 recommended by [36] for first-version instruments; Spearman-Brown
split-half = 0.728, reaching the classical threshold of 0.70 (Nunnally & Bernstein,
1994). The first component of a principal component analysis accounts for 57.5%
of D1 variance, attesting to a robust common factor. The discriminant validity of
the instrument is established by a highly significant gender effect on the central
discomfort-with-touch item (Q10): t(149) = 4.91, p < 0.001, Cohen’s d = 0.800
(large effect), confirmed non-parametrically by the Mann-Whitney test (U = 4050,
p < 0.001). Extracurricular practice constitutes a third discriminating variable:
t(148) = 3.74, p < 0.001, d = 0.660. The positive correlation between the Teacher
Practices (D2) and Bodily Discomfort (D3) dimensions (r = 0.304, p < 0.001) pro-
vides an inter-dimension convergent validity index. In other words, the more fre-
quently physical interventions are perceived, the higher the reported discomfort
level, consistent with the theoretical framework. The low internal consistency of
D2 (a=0.298) reflects the inherently multidimensional nature of bodily guidance,
in that demonstration, physical correction, and perceived usefulness constitute
three pedagogical facets that the literature explicitly distinguishes [6] [12], rather

than an instrumental deficiency.

4.2.3. The Semi-Structured Guide
The semi-structured interview guide, used with teachers, enabled the collection of
qualitative data on their bodily guidance practices and the strategies deployed to

adapt their gestures to different student profiles. The interview guide is structured
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around five main themes: 1) representations of PE and the body, 2) guidance mo-
dalities employed, 3) perception of student reactions, 4) professional experience,
5) adaptive pedagogical strategies. Thematic content analysis [37] was applied to
the eight semi-structured interviews (mean duration: 45 min; recorded and tran-
scribed in full). Coding followed a two-stage procedure: inductive open coding, then

thematic grouping by categorical saturation, reached after the sixth interview.

5. Results: Presentation, Analysis and Interpretation

The results presented in this section are organized around six analytical axes that
progressively build a comprehensive understanding of students’ experience of bod-
ily guidance in Physical Education. The first axis examines the overall pattern of
discomfort toward guidance across the four gender x grade-level profiles, using the
Weighted Discomfort Index (WDI) as a synthetic indicator. The second identifies
points of convergence and divergence between profiles, with particular attention to
the asymmetry between cognitive and affective variables. The third explores the am-
plifying role of peer gaze as a social mechanism that intensifies discomfort experi-
enced during bodily corrections. The fourth characterizes the cognitive-affective
paradox—defined as the coexistence of perceived usefulness of guidance and the
experienced discomfort in receiving it—and proposes three complementary mech-
anisms to account for it. The fifth examines extracurricular physical activity as a
moderating variable, revealing an unequal distribution of bodily capital among stu-
dents. The sixth presents the inferential statistical analyses confirming the signifi-
cance of the observed differences according to gender, grade level, and extracurric-
ular practice. These six quantitative axes are then triangulated, in Section 5.7, with
qualitative data from semi-structured interviews conducted with eight PE teachers,
whose accounts of perception, interpretation, and pedagogical negotiation of the

paradox constitute the final and integrative dimension of the analysis.

5.1. A Disparate Configuration of Discomfort with Bodily
Guidance

Results from the analyses show that discomfort toward guidance, structured by
two crossed dimensions (gender x class level), generates very different configura-
tions. As indicated in Table 3 below, the application of the Weighted Discomfort
Index (WDI) reveals important polarization. At one extreme, Grade 12 boys pre-
sent a WDI of =+8, signifying near-inexistent discomfort, within the comfortable
reception zone. At the other extreme, Grade 11 girls display a WDI of =+60 (a
value eight times higher), placing this subgroup in a zone of major pedagogical
tension. Between these two poles, Grade 12 girls (WDI = +51) and Grade 11 boys
(WDI = +14) occupy intermediate positions that inform us about gender and ma-
turity dynamics.

These results call for a nuanced interpretation, however. The strong discomfort
of girls does not necessarily signify a rejection of guidance, insofar as the results

concerning perceived effectiveness show that 87.5% of Grade 12 girls and 86.5%
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Table 3. Multivariate cross-analysis of four profiles (gender x level) and six key variables.

Cognitive variables Pedagogical variables Affective variables
Body as Bodily Guidance
Learnin Teacher demo
Profile central ) & development perceived useful ~ Comfortable
with body useful (Often + . WDI*
(Strongly (A lot + (A lot + Strongly ~ with touch %
(Always %) Always %)
agree %) Enormously %) agree %)
Boys-Grade 12 71.8% 74.4% 70.5% 42.3% 93.0% 64.9% =+8
Boys-Grade 11 61.1% 69.4% 63.9% 38.9% 87.5% 58.3% =+14
Girls-Grade 12 71.8% 60.5% 64.1% 56.4% 87.5% 38.5% =+51
Girls-Grade 11 62.2% 56.8% 56.8% 54.1% 86.5% 27.0% =+60

*WDI = Weighted Discomfort Index. Formula: WDI = (% Uncomfortable x 1) + (% Indifferent x 0.3) — (% Comfortable x 0.5).
Range: —50 (maximum ease) to +100 (total discomfort). Source: survey data.

of Grade 11 girls judge guidance useful to their success. This rather signals a dis-
sonance between the cognitive recognition of bodily guidance and its bodily, af-
fective and social experience. It is precisely this dissonance that we call the “cog-

nitive-affective paradox”.

5.2. Convergences Revealing Divergences

On the one hand, the results of Table 3 also show four profiles converging on
cognitive variables. Indeed, the centrality of the body in PE (scores of 61% to 72%
depending on profile), perceived guidance effectiveness (86% to 93%) and bodily
development (56% to 70%) present fairly homogeneous distributions, without
major discontinuity between girls and boys, nor between Grade 11 and Grade 12
students. This means there is no properly cognitive reluctance toward guidance
among girls or Grade 11 students. These students are no less convinced of the utility
of the body in learning, nor less persuaded of guidance’s effectiveness. They know
that guidance works, they understand its pedagogical intention and acknowledge
its effects on their motor progression. The divergence is therefore not of epistemic
order, but of affective and social order.

On the other hand, the second strongly differentiated variable is the teacher’s
demonstration as a model (scores ranging from 38% among Grade 12 Boys to 56%
among Grade 12 Girls). At this level, girls seem to value more the teacher’s bodily
demonstration, certainly because it offers them access to kinesthetic guidance
without the intrusive dimension of direct physical contact. It is within this per-

spective that one of the teachers surveyed states the following:

“With girls, I prefer demonstration. I show them the movement, break it
down, and ask them to correct each other. It works better and avoids misun-

derstandings.” (Teacher_8)

This is what [31] calls distal guidance—a bodily mediation that respects per-
sonal space while activating the mechanisms of embodied cognition through mir-

DOI: 10.4236/0japps.2026.166115

2082 Open Journal of Applied Sciences


https://doi.org/10.4236/ojapps.2026.166115

D. P. Diompy

ror neurons [38].

5.3. The Gaze of Others: An Amplifying Dimension

The multivariate table above (Table 3) reveals another particularly interesting re-
sult. Indeed, the variable “comfort with touch” is the one for which the gap be-
tween profiles is most pronounced (from 27.0% for Grade 11 Girls to 64.9% for
Grade 12 Boys, a gap of 37.9 points), much more so than for cognitive-order var-
iables (centrality of the body, guidance effectiveness), which present much more
homogeneous distributions across profiles. This observation from the results
points toward a mechanism well identified by [33] and documented in the PE
context, namely that peers’ gaze functions as an amplifier of discomfort. In other
words, when a teacher touches a female student’s body to correct her posture, this
gesture is not experienced solely within the dual student-teacher relationship. It
is inscribed in a social space where gazes cross, where bodies are exposed, and
where gender norms operate with particular force. The interviews conducted with

teachers testify to this with striking precision:

“When you help a girl, the boys say something... I notice that when I correct
a girl, some boys stop their activity to watch. It is as if they are waiting for
her to fail.” (Teacher_6)

This phenomenon of exposure considerably amplifies the emotional charge of
guidance for girls, who perceive the teacher’s gesture not only as an intervention
on their own body but as a social event producing visibility and potentially stig-
matization. Moreover, cross-analyses confirm this dynamic, insofar as 75.9% of
girls who declare feeling “always observed” simultaneously present a high discom-

fort index, compared to only 25.9% of those who feel “never observed”.

5.4. The Cognitive-Affective Paradox: Magnitude and Explanatory
Mechanism

In Table 4 below, the systematic identification of the paradoxical segment

Table 4. Distribution of the cognitive-affective paradox by profile.

n paradox (useful % paradox (within

Tension index

Profile S uncomfortable) profile) p:fj:ic::zf::;;y) Priority
Boys-Grade 12 39 3 7.7% -8.5 Near-zero tension
Boys-Grade 11~ 36 4 11% -5.2 Mild tension, inexperience without rejection
Girls-Grade 12 39 17 43.6% +12.4 Moderate tension, utility acknowledged
Girls-Grade 11~ 37 24 64.9% +28.1 Maximum tension

Total 151 48 31.8% +5.7 31.8% of sample in a paradoxical situation

NB: This table isolates students presenting a cognitive-affective paradox: they acknowledge the pedagogical utility of guidance (A
lot + Strongly agree) while expressing discomfort (A little + Very uncomfortable). This group is particularly revealing of the ethical

tensions in PE. Source: survey data.
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[students combining high perceived effectiveness (A lot + Strongly agree) and de-
clared discomfort (A little + Very uncomfortable)] reveals that 31.8% of the total
sample presents this configuration. This figure, already significant at the aggregate
level, takes on a critical dimension when disaggregated by profile.

The tension index, calculated as the difference between the discomfort score
and the perceived utility score, is particularly revealing. For Grade 12 Boys, it is
negative (-8.5), signifying that perceived satisfaction clearly outweighs discom-
fort. For Grade 11 Girls, it reaches +28.1, revealing a major structural tension. In
reality, these students simultaneously carry the conviction that guidance would
help them and the suffering of receiving it. It is this unresolved tension that de-
fines the full scope of the paradox.

Three mechanisms can account for this contradictory coexistence.

The first of a cognitive order holds that students in a paradoxical situation have
integrated, through cumulative school experience, the instrumental value of guid-
ance. In other words, they have observed its effects on their peers, received peda-
gogical explanations from their teachers, and progressed motorically thanks to it.
This cognitive recognition operates independently of affective experience.

The second mechanism of a social order refers to the fact that in a culture like
Senegalese culture, where the female body is subject to strong injunctions of mod-
esty and invisibility, consent to guidance cannot be expressed without identity
cost. The student who accepts that her teacher touches her body risks being judged
by her peers—a judgment that may bear on her femininity, her conformity to gen-
der norms, or even her morality. This social cost is sufficiently high to maintain
discomfort, even among students cognitively convinced of the utility of guidance.
In this sense, one of the teachers interviewed describes this social mechanism in

the following terms:

“In some activities like gymnastics, you sometimes have to physically reposi-
tion students. And I often see girls tense up even before I touch them, as if

they re anticipating an intrusion.” ( Teacher_6)

The third mechanism, of a developmental order, holds that in adolescence, pu-
berty transforms the body into an object of attention, uncertainty and vulnerabil-
ity [39] [40]. For Grade 11 students (16 - 18 years old), this process is at its apex.
Guidance intervenes at a sensitive biological moment when the body has not yet
stabilized into a secure physical identity. This state of developmental vulnerability
amplifies discomfort, without however annulling the cognitive recognition of

bodily guidance.

5.5. Extracurricular Physical Practice: A Hidden and Moderating
Variable

The results have enabled exploration of a dynamic dimension of guidance, show-
ing that the reception of guidance is not an ontological given, but a disposition
susceptible to being modulated by contextual and experiential factors. Thus, anal-

ysis of the impact of extracurricular physical practice (a reality for 108 students,
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representing 70.6% of the sample) reveals that this factor constitutes a significant
moderator of guidance reception, as shown in Table 5. Students practicing a phys-
ical activity outside school present a comfort rate with touch of 47.2%, compared
to 26.2% for non-practitioners—a gap of +21 points in favor of the former. This

effect is found, with lesser but consistent amplitude, across all variables examined.

Table 5. Impact of extracurricular practice on guidance reception.

% % Comfortable .
Difference
. Comfortable (non-
Variables . . (Percentage
(Practitioners) practitioners) ]
points)
(n=108)  (27.5%/n = 42)
Comfort when touched 47.2% 26.2% +21.0
Effectiveness of guidance (Very + Quite) 93.5% 81.0% +12.5
Physical development (A lot + A great
72.2% 59.5% +12.7
deal)
Core training in PE (Definitely) 74.1% 59.5% +14.6
Learning with the body (Always) 65.7% 50% +15.7

Source: Survey data.

These results make extracurricular practice not only an indicator of sports so-
cialization, but a genuine bodily capital in the Bourdieusian sense [41]—that is, a
set of embodied dispositions that facilitate entry into the pedagogical relationship
with the body. Students who practice physical activity outside school have learned,
in other contexts, to accept the gaze, receive corrections, and be touched with
technical intent. In reality, this extracurricular bodily experience constitutes fun-
damentally a resource directly mobilizable in PE.

A particularly important aspect of this result is that it reveals a hidden variable
in studies on bodily guidance. Indeed, most North American and European works
underpinning the literature were conducted in contexts where extracurricular
sports practice is widely spread and institutionalized (clubs, school sports associ-
ations, etc.). In our study, 27.5% of students practice no physical activity outside
school—a significant proportion that concentrates precisely on the profiles least

receptive to guidance.

5.6. Inferential Analyses

To determine whether the observed differences across gender, grade level, and
extracurricular practice are statistically significant or merely attributable to sam-
pling variability, complementary inferential analyses were conducted on the full
dataset, as shown in Table 6 below.

Regarding discomfort with touch (Q10), a student’s t-test reveals a highly sig-
nificant gender difference (t(149) = 4.91, p < 0.001), with a large effect size ac-
cording to Cohen (d = 0.800), confirmed by the non-parametric Mann-Whitney
test (U = 4050, p < 0.001). In contrast, no significant difference is observed
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Table 6. Inferential statistical tests—validation of inter-group differences.

Hypothesis tested Test Statistic P Effect size Conclusion
Discomfort (Q10): Girls > Boys Student’s t t(149) = 4.91 <0.001 d =0.800 (large) Confirmed***
Non-parametric confirmation Mann-Whitney U =4050 <0.001 — Robust
Discomfort (Q10): Non-sig.-
(Q10) Student’s t t(151) =0.78  ns (0.434) d=0.127 (negligible) 5
grade level (G11 vs G12) expected v
Discomfort (Q10): d = 0.660 (medium-
. Q ), Student’s t t(148) =3.74 <0.001 ( Confirmed***
extracurricular practice large)
Binarized discomfort x Gender Chi-square Y (2)=6.64 <0.05 V =0.208 (moderate) Confirmed*
Q10 by profile gender x grade ANOVA F(3,147) =6.92  <0.001 7P estimated = 0.12 Confirmed***
Feeling observed x discomfort Link
. Pearson r r=0.289 <0.001 — (n =150)
(correlation) confirmed***

Effect sizes follow Cohen’s (1988) conventions: d < 0.20 = negligible; 0.20 - 0.49 = small; 0.50 - 0.79 = medium; >20.80 = large. (***)
indicates a statistically significant result, (ns) stands for “not significant” and indicates a non-significant result, (/) indicates a
confirmed result, and (*) indicates a result of moderate statistical significance.

across grade level (t(151) = 0.78, p = 0.434, d = 0.127, negligible effect), which is
consistent with the theoretical hypothesis that discomfort is structured by gender
rather than academic progression. Extracurricular practice constitutes a third sig-
nificant determinant. In other words, practicing students report significantly
lower discomfort than non-practitioners (t(148) = 3.74, p < 0.001, d = 0.660, me-
dium-to-large effect), empirically validating the moderating role of extracurricu-
lar bodily capital documented in Section 5.5. A one-way ANOVA on the gender
x grade profile (F(3, 147) = 6.92, p < 0.001) confirms that it is specifically the
gender—grade interaction that structures variance in discomfort, rather than grade
level alone. Finally, the correlation between the feeling of being observed (Q13)
and discomfort with touch (Q10) is positive and significant (r = 0.289, p < 0.001,
n = 150), empirically demonstrating the amplifying role of peer gaze on bodily
discomfort, theoretically grounded in Goffman (1963). Theoretical and practical
implications can be summarized in four propositions. First, gender is the primary
and only structuring determinant of discomfort (d = 0.800, p < 0.001). This dif-
ference is large in magnitude, robust across parametric and non-parametric tests,
and consistent across all analytical modalities (t-test, Mann-Whitney, Chi-square,
ANOVA). Second, school level has no independent effect on discomfort (d =
0.127, p = 0.434). Post-hoc ANOVA comparisons confirm that all significant dif-
ferences oppose girls and boys, rather than Grade 11 and Grade 12 students.
Third, extracurricular practice constitutes the only modifiable factor (d = 0.660, p
< 0.001). Its medium-to-large effect suggests that bodily capital is a transferable
resource in Physical Education, opening concrete avenues for pedagogical inter-
vention. Fourth, peer gaze amplifies discomfort (r = 0.289, p < 0.001). The covari-

ation between perceived observation and discomfort with touch empirically es-
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tablishes the mechanism of the Goffmanian gaze, central to explaining the cogni-

tive-affective paradox.

5.7. The Cognitive-Affective Paradox in Teachers’ Discourse

Based on semi-structured interviews conducted with eight PE teachers working in
selected public high schools in the Dakar-Plateau district, this section examines
three interrelated dimensions of the paradox as it appears in teachers’ discourse.
First, the extent to which teachers are aware of and perceive the paradox in their
daily interactions with students. Second, the spontaneous explanatory frame-
works they develop to make sense of it, integrating cultural, gender-related, and
developmental factors. Third, the adaptive pedagogical strategies they have em-
pirically constructed, without formal training, to navigate between the require-
ment of physical guidance and students’ affective resistance. Taken together, these
three dimensions enable a triangulation of the quantitative findings and provide
a richer, more grounded understanding of the cognitive-affective paradox as a

phenomenon that is simultaneously real, structural, and negotiable.

5.7.1. Teachers’ Perception of the Paradox

Although the cognitive-affective paradox was evidenced quantitatively in 31.8%
of the sample (Table 4), the interviews reveal that all eight teachers interviewed
are clearly aware of it. This finding attests to the reality of this tension in the daily
professional experience of Senegalese PE teachers, and constitutes a noteworthy
result in itself, considering that it is not an analytical construction external to the
actors, but a lived reality named and articulated by the practitioners themselves.
The two following excerpts illustrate with precision the internal structure of the

paradox as it is perceived and formulated by the teachers:

“I know my students need me to guide them physically to improve. I know
they know it too. But some girls will do everything to avoid it. If s not that
they don’t want to learn (...) they want to learn. They just dom’'t want to be
touched. Those are two different things.” (Teacher_2)

“What I often experience is a student who asks me to explain why she can’t
do it, but who, the moment I want to help her physically, steps back. She

understands the intention, but her body says no.” (Teacher_4)

These formulations clearly illustrate the structure of the paradox, namely that
the cognitive recognition of the usefulness of guidance (“she understands the in-
tention”) coexists with a bodily experience of resistance (“her body says no”).
These two dimensions (understanding and feeling) are clearly distinguished by
the teachers, who thereby empirically identify what the literature designates as a
cognitive and affective double bind [25] [33]. These teachers’ accounts are fur-
thermore consistent with the quantitative findings revealing that among Profile 4
students (Girls-Grade 11), 64.9% simultaneously present a high perceived-useful-
ness score and a high discomfort score (Table 4, tension index = +28.1). As such,

the convergence between quantitative data and teachers’ discourse strengthens the
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construct validity of the study, in the sense that the paradox is not a measurement
artifact but a real phenomenon, perceived and named independently by the teach-

ers.

5.7.2. Teachers’ Interpretation of the Paradox

Furthermore, teachers do not merely acknowledge the paradox. They spontane-

ously produce their own explanatory theories, articulating the cultural, gender-re-

lated, and developmental dimensions that the quantitative analysis has objectified.
Indeed, some teachers, such as the one whose words are transcribed below,

spontaneously identify cultural norms of bodily modesty as the primary explana-

tory factor for girls’ resistance to physical guidance:

“I think girls know very well that guidance would help them. But they re also
thinking about what their classmates will say. It s not a rational choice—it s

social pressure.” (Teacher_6)

This excerpt highlights the identity cost of consent within a culture of modesty.
In reality, the student is not only confronted with her own relationship to her
body, but also with the peer gaze and the cultural injunctions that govern bodily
interactions between genders. This social mechanism, quantitatively identified as
the second explanatory factor of the paradox, is here formulated autonomously
by a teacher, which strengthens its empirical validity.

Other teachers, for their part, emphasize the role of maturity and school expe-
rience in the reception of physical guidance:

“Grade 12 students have had time to see that a teacher s touch has nothing to
do with that of a stranger on the street. It takes time. Grade 11 students don’t
have that perspective yet” (Teacher_3)

This interpretation is noteworthy on two counts. On the one hand, it converges
with the developmental mechanism identified in the quantitative analysis, namely
that bodily vulnerability is heightened in Grade 11 compared to Grade 12. On the
other hand, it points to a process of progressive socialization toward pedagogical
touch, which operates over time and through the accumulation of school experi-
ence; a process that the quantitative data partially confirm through the effect of
extracurricular practice (t(148) = 3.74, p < 0.001, d = 0.660).

Finally, the capacity of teachers to read students’ bodily signals as indicators of
the paradox constitutes a third interpretive register emerging from the interviews.

It is in this sense that a teacher states:

“I've learned to read non-verbal signals. If I see a student tense up, I step
back. I comment verbally, I say what I would have done, and I come back
later” (Teacher_5)

This excerpt reveals a tacit, non-formalized professional competence: the read-
ing of the body as text. The teacher interprets the student’s physical tensing as a
signal that the paradox has been activated, with affective resistance overriding

cognitive recognition. This real-time reading forms the basis of the adaptive strat-
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egies described in the following section.

5.7.3. Pedagogical Negotiation of the Paradox

Faced with the cognitive-affective paradox, teachers do not remain passive. The
interviews reveal a repertoire of adaptive strategies developed empirically, without
formal training, to navigate between the pedagogical imperative of guidance and
students’ affective resistance. The interviews brought to light two distinct and
complementary registers.

The first register rests on two complementary and inseparable pedagogical
practices. The first is prior depersonalization of contact, whereby the teacher ex-
plicitly announces the gesture before performing it, allowing the student to visu-
alize the physical intervention before experiencing it, thereby reducing surprise
and partially neutralizing affective resistance. The second is the progressive con-
struction of bodily consent, whereby the teacher modulates physical proximity
according to the perceived student profile and explicitly leaves the student the
choice to accept or refuse contact, thus transforming guidance from an imposed
intervention into a negotiated one. These two practices work jointly on the cogni-
tive mechanism of the paradox by making the gesture predictable and consent
explicit, which allows the student to mobilize her recognition of the usefulness of
guidance before affective resistance is activated. It is in this sense that the follow-
ing excerpts should be read, illustrating respectively the prior depersonalization

of contact and the progressive construction of bodily consent.

“My technique with reluctant profiles is to always name what I m going to do
before doing it. ‘I m going to position your leg here’ The student can visual-
ize the movement before experiencing it. That reduces both the surprise and
the discomfort.” (Teacher_7)

“I never touch directly. I place my hand on the shoulder, I say ‘I m going to
correct your posture, and I leave them the choice to say no. In general, they

accept because they can see I m respecting their space.” ( Teacher_5)

Thus, these two excerpts illustrate a shared logic, that of making the gesture
predictable before performing it. By naming the intention, the teacher transforms
touch from a potential intrusion into a consented intervention. This strategy op-
erates directly on the cognitive mechanism of the paradox, insofar as the student
can mobilize her recognition of the usefulness of guidance before affective re-
sistance is activated.

The second register corresponds to peer mediation, that is, delegating the cor-
rective demonstration to a trusted student, thereby transferring the intervention
into a shared space of modesty. The following teacher’s account gives a clear illus-
tration of this approach:

“When I sense that direct contact is going to be a problem, I take a trusted
student and ask her to show the correct movement to her classmate. The in-
tervention happens between peers, within the same space of modesty. The

discomfort almost disappears.” ( Teacher_8)
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The strategy deployed in this second register circumvents the paradox rather
than resolving it. By transferring guidance to a peer, the teacher eliminates the
gendered dimension of the interaction (adult teacher vs. female student) and neu-
tralizes the identity cost of consent. The space of modesty is here shared between
peers of the same gender, which renders the touch socially acceptable. This mech-
anism is consistent with the work of [42] on differentiated guidance practices in
PE.

Indeed, these two registers converge toward what designate as an integrated
bodily consent procedure, that is, a pedagogical intervention modality that makes
the intention of guidance explicit, preserves the student’s decisional autonomy,
and modulates physical proximity according to the perceived profile. The statisti-
cal result regarding extracurricular practice (t(148) = 3.74, p < 0.001, d = 0.660)
provides additional empirical grounding for these strategies. If prior bodily capital
significantly reduces discomfort, then teacher interventions aimed at constructing
this capital in the school context—which is precisely what these teachers are do-
ing—rest on a solid empirical foundation.

The analysis of the semi-structured interviews made it possible to triangulate
and enrich the quantitative findings at three levels. First, it confirms the reality of
the cognitive-affective paradox by showing that it is perceived and named inde-
pendently by teachers, which strengthens its construct validity. Second, it clarifies
the explanatory mechanisms of the paradox by adding a bodily and non-verbal
dimension that the quantitative data alone could not capture. Finally, it identifies
a repertoire of adaptive strategies developed by practitioners, which constitute as

many concrete and evidence-based pedagogical intervention pathways.

5.8. A Taxonomy of Four Profiles

By crossing receptivity to guidance and the feeling of being observed, our data
have produced a taxonomy of four profiles (Profile 1: confident learner; Profile 2:
reluctant observer; Profile 3: confident spectator; Profile 4: vulnerable target) rep-

resented below (Table 7), each calling for a distinct pedagogical strategy.

5.8.1. Profile 1: The Confident Learner

This profile, dominant among Grade 12 boys and representing 27% of the sample,
is characterized by a double disinhibition: on the one hand, an absence of discom-
fort toward touch, and on the other, the rare feeling of being observed or judged.
Learning through direct guidance is not only accepted but expected as a tool for
rapid progress. Interviews confirm this configuration: teachers describe these stu-
dents as “comfortable with their body”, “who don’t make complications”, “who
immediately try again when they fail”. For these students, guidance can be mobi-
lized across its entire range—from targeted physical contact to demonstration—
without special precautions. The pedagogical challenge is not managing discom-
fort but optimizing the technical density of interventions. Habituation constitutes

the symmetrical risk at this level: overly frequent and systematic guidance can, in
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the long term, inhibit motor autonomy [43].

5.8.2. Profile 2: The Reluctant Observer

Identified primarily among Grade 11 boys, this profile represents 12% of the sam-
ple. It presents moderate discomfort not linked to social gaze but to bodily inex-
perience. These students have not yet integrated guidance into their relationship
with physical learning. Contact is perceived as an intrusion—not culturally but
developmentally—a form of disorientation in the face of a bodily interaction un-
usual in the school framework. In this perspective, Teacher_7 expresses it thus:
“Younger students sometimes have difficulty letting themselves be guided when
we correct their posture; they feel embarrassed or avoid contact.” The strategy for
this profile is one of progressive mediation: explaining verbally the intention be-
fore any contact, soliciting explicit consent, and gradually building bodily confi-
dence over several sessions. [32] shows that satisfaction of the need for autonomy
is, in this case, the most powerful determinant of the transition toward increased

receptivity.

5.8.3. Profile 3: The Confident Spectator

This profile, estimated at 23% of the sample, characterizes particularly Grade 12
girls. It presents a surface-level paradoxical configuration: relative receptivity to
guidance coexists with a strong feeling of being exposed to peers’ gaze. These stu-
dents accept guidance but experience the correction space as an uncomfortably
visible space. They do not reject the teacher’s touch but dread its social effects
(comments, judgments, involuntary exposure). This configuration calls for inter-
vention on the social environment rather than on guidance itself: working in small
groups, organizing corrections in peripheral spaces, valorizing errors as normal
moments of visible learning. The objective is to attenuate the exposure dimension
of bodily correction—to limit what it can take on of the spectacular on the social

level—in order to fully preserve its pedagogical value.

5.8.4. Profile 4: The Vulnerable Target

This profile, massively represented by Grade 11 girls, constitutes the most critical
pedagogical case in the study. Estimated at 37% of the sample, it cumulates the
highest discomfort (WDI = +60, see Table 1). These students know that guidance
is useful, feel they need it—and yet they suffer from receiving it. This suffering is
not an individual fragility but a social construction. Teachers’ discourses paint a

striking picture:

“It is cultural: girls are especially told that they do not have the right to spread
their legs. There are girls who will tell you that a boy has no right to touch

mé’ (Teacher 2).

These gender injunctions, internalized from primary socialization, transform the
body into a minefield for physical guidance. Thus, each contact risks being inter-

preted as a transgression of modesty norms, regardless of its educational intention.
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For this profile, indirect guidance must be the rule, not the exception—that is,
demonstration by female peers, precise verbal instructions, deferred proprioceptive
feedback, avoidance of direct physical contact until an explicitly constructed rela-
tionship of trust is established. Kim et al (2024) [44] advocate the systematic inte-
gration of a bodily consent procedure into PE teaching protocols. This is a recom-

mendation that our study validates and reinforces in the Senegalese context.

Table 7. Cross-analysis of guidance receptivity and feeling of being observed.

Dominant

Profile %

gender/level

Description Warning signal

Profile 1—Confident
Learner

Profile 2—Reluctant
Observer

Profile 3—Confident
Spectator

23% Grade 12 Girls

Profile 4—
Vulnerable Target

27% Grade 12 Boys

12% Grade 11 Boys

37% Grade 11 Girls discomfort + peers’ gaze. Indirect approach imperative (peers,

Optimal direct guidance. Engaged, autonomous, confident Dependency/loss
student. Physical contact accelerates learning without resistance. of autonomy

Discomfort linked to inexperience rather than social gaze. Avoidance without
Prioritize demonstration before any contact. Explain intention. resolution

Accepts guidance but feels exposed to peers’ gaze. Work in small Withdrawal from
groups, back to group, privileged moment. central areas

Profile most at risk of exclusion. Double pressure: bodily Abandonment of
tivit
verbal, opt-in). activity

Source: Survey data.

6. Discussion: Toward a Theory of Differentiated Guidance

Placed in an integrative perspective, the five analyses converge toward a central
theoretical proposition: bodily guidance in PE is not a neutral tool whose effec-
tiveness is solely a function of the technical precision of its execution. It is a so-
cially situated tool whose reception depends on a constellation of conditions—
gender, class level, extracurricular bodily capital, relationship to peers’ gaze, and
cultural construction of modesty—that define what might be called the ‘acceptable
guidance zone’ for each student [45]-[47]. A zone that is neither fixed nor defini-
tive, but constructed progressively over the course of school experience, extracur-
ricular practice and the relational quality built by the teacher. This connects with
Stodden et al (2023) [48] on the developmental dynamic of perceived motor com-
petence, and [32] on the role of satisfaction of basic psychological needs. However,
a contextual specification emerges in contexts marked by strong gender norms
and unequal distribution of extracurricular bodily capital—as in Senegal—the ac-
ceptable guidance zone is narrower, more heterogeneous, and more sensitive to
affective and social variables than the models elaborated in Euro-American con-

texts had suggested.

7. Conclusions

This study has produced a multivariate and interpretive analysis of bodily guid-

ance in PE, mobilizing mixed analysis instruments on a sample of 153 high school
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students and 8 Senegalese teachers. It has highlighted a structuring cognitive-af-
fective paradox (31% of students acknowledge the utility of guidance while ex-
pressing discomfort toward touch) and has identified four typological student
profiles, each calling for a differentiated guidance strategy. On the theoretical
level, the study proposes three major contributions. First, the concept of “accepta-
ble guidance zone” as a subjective and social space defining the conditions for
productively received guidance. Second, the analytical distinction between the
cognitive dimension (perceived utility) and the affective dimension (felt experi-
ence of touch) of guidance reception, and their articulation in a theory of produc-
tive tension. Third, the empirical demonstration of the moderating role of extra-
curricular bodily capital as a hidden variable in guidance studies in contexts of
low sports institutionalization.

Ultimately, this research underlines the importance of adopting a contextual
approach to understanding the impact of guidance in PE, particularly in environ-
ments where students’ pre-existing bodily experiences vary significantly. Moreo-
ver, the results obtained call for a reassessment of the theoretical frameworks of
students’ productive disciplinary engagement, integrating cultural specificities
and gender dynamics [45]. These new perspectives invite teachers to adapt their
motivational style by taking into account the pressures linked to the teaching con-
text, as well as their own relationship to the body and to knowledge, which influ-
ences proximity with students [49]. This study contributes to a better understand-
ing of how the bodily dimensions of teachers’ activity can energize, control, ac-

company and harmonize student engagement.

Conflicts of Interest

The author declares no conflicts of interest regarding the publication of this paper.

References

[1] Vecchi, G.D. (1992) Aider les éléves a apprendre. Hachette.

[2] Canvel, A. (2016) “Apprendre par corps” ou comment associer climat et réussite sco-
laire. Administration & Education, 152, 85-89.
https://doi.org/10.3917/admed.152.0085

[3] Parlebas, P. (1999) Jeux, sports et sociétés. Lexique de praxéologie motrice. Editions
INSEP.

[4] Andrieu, B. (2008) Toucher: Se soigner par le corps. Belles Lettres.

[5] Jorro, A. (2018) Les gestes professionnels comme arts de faire: Education, formation,
médiation culturelle. Presses Universitaires du Septentrion.

[6] Boizumault, M. and Cogérino, G. (2015) Les touchers en EPS: Entre usages et réti-
cences? Revue frangaise de pédagogie, 191, 73-87. https://doi.org/10.4000/rfp.4757

[7] Burel, N. (2013) Entre écologie pré-motrice et psychophénoménologie: La rencontre
éducative du point de vue de I'enseignant d’éducation physique et sportive. Move-
ment & Sport Sciences— Science & Motricité, 81, 79-89.
https://doi.org/10.1051/sm/2013052

[8] Owen, P.M. and Gillentine, J. (2011) Please Touch the Children: Appropriate Touch

DOI: 10.4236/0japps.2026.166115

2093 Open Journal of Applied Sciences


https://doi.org/10.4236/ojapps.2026.166115
https://doi.org/10.3917/admed.152.0085
https://doi.org/10.4000/rfp.4757
https://doi.org/10.1051/sm/2013052

D. P. Diompy

(9]

(10]

(11]

(12]

(13]

(14]

(15]

(16]

(17]

(18]
(19]

(20]

(21]

(22]

in the Primary Classroom. Early Child Development and Care, 181, 857-868.
https://doi.org/10.1080/03004430.2010.497207

Boughattas, W. and Moella, N. (2022) Body and Sartorial Paradox in Physical Edu-
cation: A New Look at the Gender Interaction and Co-Educational System in Physical
Education Class. Journal of Educational and Developmental Psychology, 12, 14-20.
https://doi.org/10.5539/jedp.v12nlpl4

Mounira, B.C., Naceur, A. and Mohamed, E. (2018) Body Proximity in PSE Sessions,
in Arab-Muslim Countries: Case of Tunisia. Advances in Physical Education, 8, 84-
97. https://doi.org/10.4236/ape.2018.81010

Barriére-Boizumault, M. and Cogérino, G. (2010) Les touchers en EPS: Catégorisa-
tion, croyances des enseignants et perceptions des éleves. Actes du colloque AREF.
https://archives.uness.fr/sites/uv2s/media/s1401 supervision/res/TEXTE BARRI-
ERE BOIZUMAULT 2010.pdf

Heinen, T., Vinken, P. and Olsberg, P. (2010) Manual Guidance in Gymnastics: A
Case Study. Science of Gymnastics Journal, 2, 43-56.
https://doi.org/10.52165/sgj.2.3.43-56

Nobari, H., Azimzadeh, E., Hassanlouei, H., Badicu, G., Pérez-Gémez, J. and Ardigo,
L.P. (2021) Effect of Physical Guidance on Learning a Tracking Task in Children with
Cerebral Palsy. nternational Journal of Environmental Research and Public Health,
18, Article No. 7136. https://doi.org/10.3390/ijerph18137136

Andersson, J., Ohman, M. and Garrison, J. (2018) Physical Education Teaching as a
Caring Act—Techniques of Bodily Touch and the Paradox of Caring. Sport, Educa-
tion and Society, 23, 591-606. https://doi.org/10.1080/13573322.2016.1244765

Andersson, J., Caldeborg, A. and Ohman, M. (2025) Physical Contact in Education-
al Settings. Common Ground Publishing.
https://cgscholar.com/publishers/books/physical-contact-in-educational-settings
Caldeborg, A., Maivorsdotter, N. and Ohman, M. (2019) Touching the Didactic Con-
tract—A Student Perspective on Intergenerational Touch in Pe. Sport, Education and
Society, 24, 256-268. https://doi.org/10.1080/13573322.2017.1346600

Burel, N. (2014) Du geste didactique au plaisir eudémonique. Le toucher de I'ensei-
gnant d’Education Physique et Sportive, une communication des corps vivants. Re-
cherches en Didactique des Mathématiques, 2, 221-266.
https://www.researchgate.net/profile/Nicolas-Burel/publica-

tion/269629236 Du_geste didactique au plaisir eude-

monique Le toucher de Penseignant d’EPS une communication des corps vi-
vants/links/54900dd50cf214269f264ael/Du-geste-didactique-au-plaisir-eude-
monique-Le-toucher-de-lenseignant-dEPS-une-communication-des-corps-vi-
vants.pdf

Brousseau, G. (1998) Théorie des situations didactiques. La pensée sauvage.
Wulf, G. and Toole, T. (1999) Physical Assistance Devices in Complex Motor Skill

Learning: Benefits of a Self-Controlled Practice Schedule. Research Quarterly for Ex-
ercise and Sport, 70, 265-272. https://doi.org/10.1080/02701367.1999.10608045

Boizumault, M. (2020) Le toucher en éducation physique et sportive: Analyse d’une
démarche de formation pour développer la pensée critique des enseignants stagiaires.
Recherche & Formation, 95, 41-55. https://doi.org/10.4000/rechercheformation.7189
Hall, J.A. and Veccia, E.M. (1990) More “Touching” Observations: New Insights on
Men, Women, and Interpersonal Touch. Journal of Personality and Social Psychol-
0gy, 59, 1155-1162. https://doi.org/10.1037/0022-3514.59.6.1155

Revardel, J.-L. (2015) Haptonomie et Psychothérapie. Presses Universitaires de

DOI: 10.4236/0japps.2026.166115

2094 Open Journal of Applied Sciences


https://doi.org/10.4236/ojapps.2026.166115
https://doi.org/10.1080/03004430.2010.497207
https://doi.org/10.5539/jedp.v12n1p14
https://doi.org/10.4236/ape.2018.81010
https://archives.uness.fr/sites/uv2s/media/s1401_supervision/res/TEXTE_BARRIERE_BOIZUMAULT_2010.pdf
https://archives.uness.fr/sites/uv2s/media/s1401_supervision/res/TEXTE_BARRIERE_BOIZUMAULT_2010.pdf
https://doi.org/10.52165/sgj.2.3.43-56
https://doi.org/10.3390/ijerph18137136
https://doi.org/10.1080/13573322.2016.1244765
https://cgscholar.com/publishers/books/physical-contact-in-educational-settings
https://doi.org/10.1080/13573322.2017.1346600
https://www.researchgate.net/profile/Nicolas-Burel/publication/269629236_Du_geste_didactique_au_plaisir_eudemonique_Le_toucher_de_l%E2%80%99enseignant_d%E2%80%99EPS_une_communication_des_corps_vivants/links/54900dd50cf214269f264ae1/Du-geste-didactique-au-plaisir-eudemonique-Le-toucher-de-lenseignant-dEPS-une-communication-des-corps-vivants.pdf
https://www.researchgate.net/profile/Nicolas-Burel/publication/269629236_Du_geste_didactique_au_plaisir_eudemonique_Le_toucher_de_l%E2%80%99enseignant_d%E2%80%99EPS_une_communication_des_corps_vivants/links/54900dd50cf214269f264ae1/Du-geste-didactique-au-plaisir-eudemonique-Le-toucher-de-lenseignant-dEPS-une-communication-des-corps-vivants.pdf
https://www.researchgate.net/profile/Nicolas-Burel/publication/269629236_Du_geste_didactique_au_plaisir_eudemonique_Le_toucher_de_l%E2%80%99enseignant_d%E2%80%99EPS_une_communication_des_corps_vivants/links/54900dd50cf214269f264ae1/Du-geste-didactique-au-plaisir-eudemonique-Le-toucher-de-lenseignant-dEPS-une-communication-des-corps-vivants.pdf
https://www.researchgate.net/profile/Nicolas-Burel/publication/269629236_Du_geste_didactique_au_plaisir_eudemonique_Le_toucher_de_l%E2%80%99enseignant_d%E2%80%99EPS_une_communication_des_corps_vivants/links/54900dd50cf214269f264ae1/Du-geste-didactique-au-plaisir-eudemonique-Le-toucher-de-lenseignant-dEPS-une-communication-des-corps-vivants.pdf
https://www.researchgate.net/profile/Nicolas-Burel/publication/269629236_Du_geste_didactique_au_plaisir_eudemonique_Le_toucher_de_l%E2%80%99enseignant_d%E2%80%99EPS_une_communication_des_corps_vivants/links/54900dd50cf214269f264ae1/Du-geste-didactique-au-plaisir-eudemonique-Le-toucher-de-lenseignant-dEPS-une-communication-des-corps-vivants.pdf
https://www.researchgate.net/profile/Nicolas-Burel/publication/269629236_Du_geste_didactique_au_plaisir_eudemonique_Le_toucher_de_l%E2%80%99enseignant_d%E2%80%99EPS_une_communication_des_corps_vivants/links/54900dd50cf214269f264ae1/Du-geste-didactique-au-plaisir-eudemonique-Le-toucher-de-lenseignant-dEPS-une-communication-des-corps-vivants.pdf
https://doi.org/10.1080/02701367.1999.10608045
https://doi.org/10.4000/rechercheformation.7189
https://doi.org/10.1037/0022-3514.59.6.1155

D. P. Diompy

(23]

(24]
[25]
[26]
(27]

(28]

(29]

(30]

(31]

(32]

(33]

(34]

(35]

(36]
(37]
(38]

(39]

(40]

(41]

France. https://doi.org/10.3917/puf.reva.2014.01
Gaussel, M. (2022) Le Corps a I'école. In: Engager le corps pour enseigner et ap-
prendre, Presses de 'Université Laval, 15-36. https://doi.org/10.2307/j.ctv30dxxgm.5

Mauss, M. (1936) Les Techniques du corps. Journal de Psychologie, 32, 3-4.
Merleau-Ponty, M. (1945) Phénoménologie de la perception. Gallimard.
Foucault, M. (1975) Surveiller et punir: Naissance de la prison. Gallimard.

Mino, J.-C., Muller, J.-D. and Ricard, J.-M. (2018) Le corps, objet et sujet du malheur
physique. In: Mino, J.C., Muller, ].D. and Ricard, ].M., Eds., Soin du corps, soin de
sol. Activité physique adaptée en santé soin de soi, Presse Universitaire de France, 11-
33. https://shs.cairn.info/article/PUF MINO 2018 01 0011

Forte, P., Pugliese, E., Ambretti, A. and D’Anna, C. (2023) Physical Education and
Embodied Learning: A Review. Sport Mont, 21, 129-134.
https://doi.org/10.26773/smj.231020

Valentini, M. and Guarnacci, S. (2021) Embodied Cognition, Effective Learning and
Physical Activity as a Shared Feature: Systematic Review. Journal of Human Sport
and Exercise, 16, S539-S552.

https://web.archive.org/web/20210715075817id /https://rua.ua.es/dspace/bit-
stream/10045/113647/1/THSE 16 Proc2 38.pdf

Varela, F.J., Thompson, E. and Rosch, E. (2016) The Embodied Mind, Revised Edi-
tion: Cognitive Science and Human Experience. MIT Press.

Cereda, F. (2024) Addressing Complexity in Motor Learning: Practical Strategies for
Teachers and Coaches. American Journal of Creative Education, 7, 1-13.
https://doi.org/10.55284/ajce.v7i1.1022

Ntoumanis, N., Ng, J.Y.Y., Prestwich, A., Quested, E., Hancox, ].E., Thogersen-Ntou-
mani, C., et al (2021) A Meta-Analysis of Self-Determination Theory-Informed In-

tervention Studies in the Health Domain: Effects on Motivation, Health Behavior,
Physical, and Psychological Health. Health Psychology Review, 15, 214-244.

https://doi.org/10.1080/17437199.2020.1718529

Goffman, E. (1963) Stigma: Notes on the Management of Spoiled Identity. Prentice-
Hall, Inc.

Creswell, J.W. and Creswell, ].D. (2017) Research Design: Qualitative, Quantitative,
and Mixed Methods Approaches. 4th Edition, Sage Publications.

Fortin, M.-F. and Gagnon, J. (2016) Fondements et étapes du processus de recherche:
Méthodes quantitatives et qualitatives. Cheneliére Education.

DeVellis, R.F. (2012) Scale Development: Theory and Applications. 3rd Edition, Sage.
Bardin, L. (2013) L’analyse de Contenu. 2nd Edition, Quadrige.

Gallese, V. and Goldman, A. (1998) Mirror Neurons and the Simulation Theory of
Mind-Reading. Trends in Cognitive Sciences, 2, 493-501.
https://doi.org/10.1016/s1364-6613(98)01262-5

Harter, S. (2015) The Construction of the Self: Developmental and Sociocultural
Foundations. 2nd Edition, Guilford Publications.

Rohde, P., Stice, E. and Marti, C.N. (2015) Development and Predictive Effects of
Eating Disorder Risk Factors during Adolescence: Implications for Prevention Ef-
forts. International Journal of Eating Disorders, 48, 187-198.
https://doi.org/10.1002/eat.22270

Bourdieu, P. (1979) La Distinction: Critique sociale du jugement. Les éditions de
Minuit.

DOI: 10.4236/0japps.2026.166115

2095 Open Journal of Applied Sciences


https://doi.org/10.4236/ojapps.2026.166115
https://doi.org/10.3917/puf.reva.2014.01
https://doi.org/10.2307/j.ctv30dxxgm.5
https://shs.cairn.info/article/PUF_MINO_2018_01_0011
https://doi.org/10.26773/smj.231020
https://web.archive.org/web/20210715075817id_/https:/rua.ua.es/dspace/bitstream/10045/113647/1/JHSE_16_Proc2_38.pdf
https://web.archive.org/web/20210715075817id_/https:/rua.ua.es/dspace/bitstream/10045/113647/1/JHSE_16_Proc2_38.pdf
https://doi.org/10.55284/ajce.v7i1.1022
https://doi.org/10.1080/17437199.2020.1718529
https://doi.org/10.1016/s1364-6613(98)01262-5
https://doi.org/10.1002/eat.22270

D. P. Diompy

(42]

(43]

[44]

(45]

[46]

(47]

(48]

[49]

Cogérino, G. (2007) Propos d’enseignants d’éducation physique face a la mixité.
Staps, 75, 25-42. https://doi.org/10.3917/sta.075.0025

Winstein, C.J., Pohl, P.S. and Lewthwaite, R. (1994) Effects of Physical Guidance and
Knowledge of Results on Motor Learning: Support for the Guidance Hypothesis. Re-
search Quarterly for Exercise and Sport, 65, 316-323.
https://doi.org/10.1080/02701367.1994.10607635

Kim, B.Y., Yang, W. and Lim, S. (2024) Between Lookism and Bodily Capital: Under-
standing Female Personal Trainers’ Appearance in Occupational Socialization. Infer-
national Review for the Sociology of Sport, 59, 975-993.
https://doi.org/10.1177/10126902241246283

Bennour, N. (2014) L’engagement disciplinaire productif des éléves dans I'action di-
dactique conjointe en gymnastique: Etudes de cas dans deux établissements con-
trastés en Tunisie. PhD Thesis, Université Toulouse le Mirail-Toulouse II.
https://theses.hal.science/tel-01214514/

Debars, C. (2020) Analyse didactique des pratiques d’enseignement et d’étude selon
le genre en contexte d’éducation prioritaire: Etudes de cas en éducation physique et
sportive lors de deux cycles de handball en college REP+. PhD Thesis, Université
Toulouse le Mirail-Toulouse II. https://theses.hal.science/tel-03164968/

Vinson, M. (2013) Sous la dynamique non verbale des interactions didactiques, le
genre: Analyse de I'action conjointe du professeur et des éléves: deux études de cas en
EPS. PhD Thesis, Université Toulouse le Mirail-Toulouse II.
https://theses.hal.science/tel-00860894/

Stodden, D.F., Pesce, C., Zarrett, N., Tomporowski, P., Ben-Soussan, T.D., Brian, A.,
et al. (2023) Holistic Functioning from a Developmental Perspective: A New Synthe-
sis with a Focus on a Multi-Tiered System Support Structure. Clinical Child and Fam-
ily Psychology Review, 26, 343-361. https://doi.org/10.1007/s10567-023-00428-5
Joméa, H.B., Karoui, H.A., Chihi, H., Majdoub, S. and Kpazai, G. (2018) A Clinical
Didactics Analysis of the Use of Proxemics Forms in the Teaching-Learning Process
of Sports and Physical Education Setting: A Case Study in Tunisia. International Jour-
nal of Learning, Teaching and Educational Research, 17, 155-165.

https://doi.org/10.26803/ijlter.17.1.9

DOI: 10.4236/0japps.2026.166115

2096 Open Journal of Applied Sciences


https://doi.org/10.4236/ojapps.2026.166115
https://doi.org/10.3917/sta.075.0025
https://doi.org/10.1080/02701367.1994.10607635
https://doi.org/10.1177/10126902241246283
https://theses.hal.science/tel-01214514/
https://theses.hal.science/tel-03164968/
https://theses.hal.science/tel-00860894/
https://doi.org/10.1007/s10567-023-00428-5
https://doi.org/10.26803/ijlter.17.1.9

	Analysis of Cognitive-Affective Tensions in Bodily Guidance in Physical Education in Senegal: Between Recognized Utility and Lived Discomfort
	Abstract
	Keywords
	1. Introduction
	2. Literature Review
	3. Theoretical Framework: The Body between Cognition and Affect
	3.1. The Body in Debate
	3.2. Bodily Guidance: A Complex Educational Act

	4. Methodology
	4.1. Sampling and Sample
	4.2. Data Collection Instruments
	4.2.1. The Questionnaire
	4.2.2. Summary of Psychometric Indices
	4.2.3. The Semi-Structured Guide


	5. Results: Presentation, Analysis and Interpretation
	5.1. A Disparate Configuration of Discomfort with Bodily Guidance
	5.2. Convergences Revealing Divergences
	5.3. The Gaze of Others: An Amplifying Dimension
	5.4. The Cognitive-Affective Paradox: Magnitude and Explanatory Mechanism
	5.5. Extracurricular Physical Practice: A Hidden and Moderating Variable
	5.6. Inferential Analyses
	5.7. The Cognitive-Affective Paradox in Teachers’ Discourse
	5.7.1. Teachers’ Perception of the Paradox
	5.7.2. Teachers’ Interpretation of the Paradox
	5.7.3. Pedagogical Negotiation of the Paradox

	5.8. A Taxonomy of Four Profiles
	5.8.1. Profile 1: The Confident Learner
	5.8.2. Profile 2: The Reluctant Observer
	5.8.3. Profile 3: The Confident Spectator
	5.8.4. Profile 4: The Vulnerable Target


	6. Discussion: Toward a Theory of Differentiated Guidance
	7. Conclusions
	Conflicts of Interest
	References

