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I was recently watching my three year old daughter as she was playing in the garden. Lily was lying across the swing on her tummy and she was obviously enjoying the feeling of the swing carrying her body backwards and forwards again and again. “Mummy” she called, “Watch me!” The big squeals of delight and sheer pleasure at discovering that if she pushed her feet against the ground, she could swing further and higher and for longer. Lily was feeling the sense of joy and achievement we have all felt at some time on finding out something new that our bodies can do.  Lily also learned how her body can apply force, swing, spring, fly and land and how good it feels to find new ways to move with her body. As I observed her, my thoughts centred around the following questions; 

How does this learning differ from what she will learn at school? 

Will physical education help her to develop a positive attitude towards physical activity and indeed, towards herself and others? 

Will she learn how to move more confidently and continue to take risks? 

Will she continue to experience feelings of achievement? 

These questions are significant for every child as they head toward their years of formal schooling.

Introduction

What is currently happening in Physical Education in our schools? In particular, what is being taught by teachers and learned by students in relation to Physical Activity
? The picture is very mixed. 

Resonating the tenor of Robertson (2005) in her exploration of curriculum approaches to health promotion, physical activity is something that schools perceive they are doing all the time through formal and informal processes. It is questionable however, whether or not these physical activity opportunities are grounded in educational aims that are educative in their purpose. Overt connections to Health and Physical Education in the New Zealand Curriculum (Ministry of Education, 1999) are frequently made at the surface level during the planning phases of Physical Education programmes but not at a deeper level when the teaching and learning takes place. However, on a more optimistic note, many primary school teachers are embracing aspects of the H&PE curriculum with enthusiasm (Burrows, 2005) and the ‘change process’ is revealing positive shifts in the implementation of curriculum-based Physical Education. But there is still a long way to go before the educative purpose of Physical Activity in Physical Education is realised.

With the 2004 amendments to the Ministry of Education’s National Education Goals and National Administration Guidelines, physical activity within the educational setting has been given a priority in primary schools. 

The National Education Goals now state:

The Government sets the following goals for the education system of New Zealand:

(5) A broad education through a balanced curriculum covering essential learning areas. Priority should be given to the development of high levels of competence (knowledge and skills) in literacy and numeracy, science and technology and physical activity.

The National Administration Guidelines have been similarly amended by adding a further clause to NAG 1:

1.Each Board of Trustees is required to foster student achievement by providing teaching and learning programmes which incorporate the New Zealand Curriculum (essential learning areas, essential skills and attitudes and values) as expressed in national Curriculum Statements.

Each Board, through the principal and staff, is required to:

(i)develop and implement teaching and learning programmes:

(c) giving priority to regular quality physical activity that develops movement skills for all students, especially in years 1-6. 

(New Zealand Gazette, no. 175, 23 December 2004, p4406)
These policy changes have some important implications for Physical Education in that they increase the opportunities to move the Physical Education ‘change process’ forward. However, teachers will need access to valid information and consistent messages in order to develop a  clear understanding about the roles, positioning and contribution that physical activity (curricula and co-curricular) has in an education setting. 

Schools are in the business of education and consequently, Physical Activity as an educative process, (as with any other curriculum learning) needs to be distinguished from physical activity outside of the educative process. The need for an improved understanding of the purpose and potential of Physical Education, sport and other forms of movement, and their relationship to Physical Activity and what Physical Activity might be in a school setting is critical (Gillespie, 2005). 

The national physical activity initiative launched in 2005 represents a partnership between the Ministry of Education (specifically the regional teacher support services) and Sport and Recreation New Zealand (SPARC) who are working collaboratively to ensure curricular and co-curricular
 physical activity needs are met within schools. Physical Activity (as a key area of learning in the curriculum, and therefore a teaching and learning requirement of Physical Education programmes) will be developed in conjunction with physical activity practices that happen outside of formal curriculum teaching time. The physical activity initiative will offer professional development for primary teachers and will aim to:

· enable teachers to deliver quality learning experiences in Physical Activity to primary –school students.

· raise the profile of physical activity within schools and communities.

 (Ministry of Education, 2005:2)

Aims of this paper

The purpose of this paper is to provide a perspective on what Physical Activity is in relation to Physical Education (within the H&PE curriculum) and to consider understandings of physical activity as part of the co-curriculum in school settings. To acknowledge the inherently different issues faced by primary schools in the implementation of the H&PE curriculum (in comparison to the specialist Physical Education teaching more common in secondary schools) the following discussion represents a predominantly primary teacher’s perspective.

 The guiding questions to achieve these aims are:

· What is the intended relationship between Physical Activity and Physical Education in the curriculum?

· How does this intent vary from what is actually happening in schools?

· What are the elements of New Zealand/Aotearoa culture that influence what is happening in schools with regard to physical activity, and Physical Activity and Physical Education?

In responding to these questions, it is important to be mindful of Tinning (2004) who stated that implementing the H&PE curriculum relies less on the curriculum document and more on the ability of teachers to clearly know what they are attempting to do and what is realistic in the doing. The experience of many teachers and teacher educators suggests this is frequently the case as many teachers are still largely unclear about what Physical Activity means within a curriculum context, and what it can ‘look like,’ in comparison with a more general understanding of physical activity.  It is in this spirit that this paper concentrates largely on the transfer from theory to practice. 

To set the scene, the paper will begin with a brief explanation of curriculum philosophy with reference to the Physical Education application of these underlying concepts and teaching approaches.  Following this is a discussion on what ‘Physical Activity’ means in an educational context, that is, what Physical Activity is in Physical Education. Thirdly, an examination is made of the ways the learned curriculum can vary from the intentions of the H&PE curriculum including an exploration of the dominant influences that shape physical education programmes. Lastly, consideration is given to the questions ‘Where to from here? and ‘How do we move forward?
Teaching and learning approaches

How a teacher defines or thinks of Physical Activity within a Physical Education programme must first be located in the broader context of the H&PE curriculum to gain an understanding of the philosophy that underpins the design of Physical Education. This is important because the philosophy that underlies the curriculum model which frames the teaching and learning process, is based on constructivism. 

The challenge here for teachers is to develop a clear idea of what constructivism means for them in delivering their physical education programmes. Fundamental questions such as ‘what is the role of the teacher?’, ‘what is the role of the learner?’, ‘what should I be teaching?’, ‘how should I be teaching it?’ are still unclear for many teachers who are predominantly used to exclusively adopting a technical approach (training students to replicate certain behaviours or skills) in their teaching of Physical Education.  A constructivist position reflects a more complex view of learning. It strongly challenges the assumption that learning is a linear process involving the acquisition of discrete pre-determined pieces of information or clearly defined skills (Willis, 1994). Learning itself is viewed as a constructive process where individuals set out to create meaning and a deeper understanding of what they are learning and why they are learning it. Learning is therefore not merely an increase in the amount of one’s knowledge but a change in student thinking with the result that the world is viewed differently. Constructivism uses the likes of problem solving, tasks, and groups, sharing activities to provide learning that can be structured around basic concepts (Butler & McCahan, 2005). 

Underlying concepts of the curriculum

Encompassed within the curriculum philosophy are key underlying and inter-related concepts:

· The underpinning philosophy of hauora which is a concept of well-being. Hauora, as described by Durie’s (1994) whare tapa wha model is a Māori philosophy of health, which is unique to New Zealand (Ministry of Education, 1999: 31). ‘Physical Activity programmes contribute to the enhancement of the physical, mental and emotional, social and spiritual aspects of hauora by capturing the intrinsic and instrumental values of physical activity (Health and Physical Education in the New Zealand Curriculum, Ministry of Education, 1999:42).’ 

· Health promotion is a process that helps to create supportive physical and emotional environments in classrooms, whole schools, communities and society (Ministry of Education, 1999: p32). It is more than a single lesson or one-off-event. It is an active process that creates or builds a supportive school environment…it is not something we do to children but rather, something we do with students (Robertson, 2005). ‘Schools should develop policies and practices that create a positive learning environment by supporting physical activity, promoting emotional safety, encouraging diversity, and providing equitable access to opportunities (Health and Physical Education in the New Zealand Curriculum, Ministry of Education, 1999:42).’

· Attitudes and values contribute to the well-being of individuals and society. Through learning in physical education, students will develop a positive and responsible attitude to their well-being, respect and rights of other people, care and concern for other people in the community and for the environment and a sense of social justice (Ministry of Education, 1999:34). Students who are involved in Physical Activity will be taught how to participate positively and will be encouraged to meet competition and challenge constructively and strive for their personal best. 

· The socio-ecological perspective promotes a ‘way of teaching’ that acknowledges the learner operates within a social context (Culpan, 2000) and recognises that students do not come to school encased in a bubble. Through specific pedagogical processes in Physical Education, students are ‘able to understand how broader physical, social, political, economic, ethical, and cultural contexts and histories influence the ways in which they (and other people) make meaning out of their physical activity experiences.’ (Ministry of Education, 2004: p9) ‘Students will be encouraged to question their own decisions critically and work towards improving practices relating to Physical Activity within the school and wider community (Health and Physical Education in the New Zealand Curriculum, Ministry of Education, 1999:42).’

In conceptualising Physical Education in this manner, the central construct of learning in, through and about movement
 is integral to the H&PE statement (Culpan, 2000). Arnold (1979) proposed that any form of movement can contribute to and promote learning, but that Physical Education needs to be viewed as more than a single dimensional subject. It is through the multi-dimensional approach of in, through and about which are inter-related dimensions of movement, that need to be considered in the context of Physical Education. Physical Activity contributes to and promotes learning by:

· Learning in movement students will have opportunities to learn basic and more advanced locomotor, non-locomotor skills, manipulative skills, use physical skills to develop and extend their personal capabilities in a range of physical activity contexts

· Learning through movement students will have opportunities to use imagination, initiative, flexibility when creating movement sequences, use physical skills for personal expression, demonstrate effective interpersonal skills when working to achieve common movement goals, take responsibility for their own safety and that of others

· Learning about movement, students will have the opportunity to consider societal, cultural, religious and environmental factors that influence people’s attitudes and behaviours in relation to participating in physical activities, identify ways in which the bodies respond to different movement skills (Moving in Context (Yrs 1-6) Ministry of Education, 2002:7). 

The H&PE curriculum model and the philosophy and concepts which underpin it, require time for learning about, looking at, discussing, and trying out new ways of thinking and teaching Physical Education. Any educator working with the H&PE curriculum knows that coming to grips with the curriculum’s conceptual framework and imperatives has not been a straightforward matter (Burrows, 2005).  It’s not just a matter of making practical or technical changes such as implementing a new resource or programme that provides glossy lesson plans. It requires change efforts which are based on thinking and emotion; matters of the soul/wairua (Youngs, 2004) about the value of Physical Education, what Physical Education might look like in the classroom and what can be achieved through Physical Education. 

Physical Activity and Physical Education in an educational context 

There is confusion among teachers about the difference between general understandings of physical activity and Physical Activity as a key area of learning in Physical Education in an educational setting. Physical Activity is an integral part of Physical Education, but in a wider school setting the different roles that physical activity has needs to be clarified. That is, physical activity as part of the co-curriculum, and Physical Activity as part of a Physical Education programme. The similarities that stand out are:

· Physical activity describes many forms of movement, including activities that involve large skeletal muscles (Georgetown University, 2005). Students can be ‘physically active’ and can engage in physical activity opportunities both in the co-curriculum and in Physical Education. 

· Physical activity whether it is in an educational context or not, engages learning. As students are physically active, whether this is in co-curriculum time or in Physical Education, learning is ‘caught,’ continuously. 

Physical Activity as part of school-based Physical Education and within an educative process is distinctive because it takes on a more deliberate role (see Fig 1), that is, to physically educate the child. Through Physical Activity in Physical Education as an educational process, the focus is on the child who makes choices, has a point of view and whose growing understanding and ability to assess the value of Physical Education in relation to her/his own life will be vital in this process (Wright, 2004). As specified in the H&PE curriculum Physical Activity within a Physical Education programme should, 

‘encourage students to enjoy movement, to learn about the movement culture, and to develop positive attitudes towards regular participation in physical activities.’ 

(Health and Physical Education in the New Zealand Curriculum, Ministry of Education, 1999:42)
Physical Education provides a fundamental and significant place in the provision of Physical Activity experiences. Physical Activity becomes a context for learning in, through and about movement. Through this teaching and learning process, the value of Physical Activity is explored and experienced (Gillespie, 2005).  

Figure.1.Physical Activity: Curriculum and Co- Curriculum 












As the following scenario illustrates, learning in Physical Activity as part of school Physical Education is characterised by the educative component. 

“When I wake up in the morning the first thing I do is go out to the letterbox to get the paper for my Mum. As I walk up the driveway, I experience the difficulty of walking up a hill and that my body has to work harder as the hill gets steeper. I realise that my breathing gets heavier and notice how my body responds to the cooler temperature outside, and that my body increases in temperature as it works harder. This is physical activity, not Physical Activity (KAL) and therefore not Physical Education, but I am making sense about what is happening to me because of my previous learning in Physical Education.

Once I am at school, I join in with a game on the playground. I am reminded that playing with my mates is fun and that it feels good for my body to be exerting more energy. I discover new ways to play with a ball. This is physical activity, not Physical Activity (KAL) and therefore not Physical Education.
During the school day, the teacher discusses what we are going to learn in our Physical Education lesson. The teacher then explains what we are going to do to achieve this learning (through physical activities). Throughout the lesson, the teacher stops us a few times (sometimes as a class and sometimes individually) to question us and make us think about what we are learning, why we are learning it and how we could use the learning in other physical activities we do. The teacher also talks to us about how well our learning is going and how we could improve with our learning. We also get to work in groups at times. This is using the context of Physical Activity to learn in Physical Education.
At lunchtime, I meet up with my rugby coach. We practice rugby skills and tactics. It is reinforced to me how important it is to know the rules and what my team mates are doing while we are on attack. I experience how good it feels when I score a try. I learn that if I don’t play fairly, I get taken off the field.  This is physical activity, not Physical Activity (KAL) and therefore not Physical Education. But yet again, my learning in Physical Education and what I also learn from my team mates, helps me at rugby practice.”

Physical Activity in the curriculum and physical activity in the co-curriculum are interrelated. This needs to be acknowledged and attention should be paid to what the connections are. Physical Activity within a Physical Education programme should and can support the decisions and choices that children make about engaging in physical activity in the co-curriculum and beyond the school gates. What sets this learning apart in Physical Education according to the H&PE curriculum? What is the relationship between Physical Activity in the curriculum and physical activity in the co-curriculum? Gillespie (2005) suggests that teachers need to examine closely and honestly, how they teach and what they teach.

What we teach about Physical Activity in Physical Education 

Physical Education should be relevant to children and inclusive, so that all children enjoy it (Salter, 1999; Australian Broadcasting Commission, 2001). Changes in the meaning and practice of education challenges teachers to develop and implement practices that are educationally valued and relevant to the needs and interests of students (Light, 2003). The H&PE curriculum recognises that this is important. A needs-based curriculum means selecting Physical Activity contexts that are both relevant and interesting for students. Far too often the interests and expressed desires of children have been ignored or silenced in favour of the teachers own convictions that they know what is best for children (Burrows, 2000). That is, ‘children’s needs’ become what adults think children need. The H&PE curriculum (p50) suggests that the needs of learners should be considered within the contexts of:

· their current physical, social, intellectual, and emotional development;

· the classroom and school environment;

· the special nature of their communities; and

· a wider knowledge about the health status, needs and physical activity patterns of children, adolescents, and adults in New Zealand society. 

In considering these learning needs teachers should accept and appreciate that movement experiences enjoyed by young people today are more diverse than the games, sport and movement activities traditionally taught in Physical Education classes (Gillespie, 2003).  Based on current Physical Education programmes it is imperative that teachers discuss the following fundamental questions:

· Is our physical education programme meeting the needs and interests of all our students? 
‘The H&PE curriculum encourages teachers to view children’s needs as diverse and intimately related to the cultural, community and familial contexts in which they live’ (Burrows, 2000; 37).

· Does the current programme cater for the minority or majority of students?

· What attitudes do our students have toward physical education? Do they enjoy it? Is it fun?

· Have we asked the students about what their interests are? 

Note: The HPE curriculum encourages teachers to facilitate children’s participation in Physical Education. If teachers want to meet the needs of those at the centre of their practice, then teachers have to talk to them, listen to them, and most importantly, hear them. (Burrows, 2000). 
· Have we collected information about the students in relation to their current physical, social, intellectual and emotional learning needs?

· Are the Physical Activity learning experiences we give our students relevant or connected to their physical activity experiences outside of school?

· What are we preparing our students for? 

· And what are our students actually learning when engaged in physical activity/Physical Activity and Physical Education? 

Teachers need to provide Physical Activity learning opportunities in, through and about movement that will contribute to the acquisition of knowledge, skills, attitudes and values for living in today’s world (Gillespie, 2003). The learning that happens at school has to be meaningful and relevant for students. An integral component of preparing students for living in today’s world is ensuring that  learning (knowledge, skills and understanding) is revisited in a range of contexts in contrast to traditional practice where learning is often connected or associated with only one ‘topic’ or body of knowledge (Salter, 1999). Students need to be able to make sense of how they can use their knowledge, skills and understanding across a range of physical activity experiences and in their everyday lives, whether it is riding their bike, jumping over a stream or fence, competing in sport or tip-toeing around the puddles to stop their feet getting wet!  To achieve these principles, teachers may need to rethink how they plan Physical Education units of learning. 

The following table illustrates an example of a process used by a group of teachers in a junior syndicate, to develop a unit of work based on their students learning needs. At the beginning of the year, they had carried out a traditionally taught topic on ‘Summer Games,’ which comprised a series of co-operative tag games. With careful reflection on their student learning needs and interests the teachers reframed the unit to encompass a ‘Super Heroes are Super Safe,’ theme based predominantly on the use of the adventure playground. The positive effect that the teaching and learning in Physical Education had on co-curricula physical activity was significant.

Table 1. 

	PHYSICAL EDUCATION

Hannah teaches a Year 1/2 class in an inner city school. Her students were excited about the opportunities they got to explore the junior adventure playground and the available equipment before and during school hours. Some of the students seemed really confident and moved with ease on it. However, Hannah (and other teachers) noticed that the level incidents resulting in injuries and upsets (for example, shoulder injuries, children not taking turns) were increasing. After some observations and discussions with the students they noted that a considerable number of children were not confident nor had the competence to attempt to use some of the components of the playground equipment such as the monkey bars and swing bridge. 

As a syndicate, the teachers of year 1/2 students planned a unit of work based on the following student learning needs:

i. Developing their movement capabilities; body and spatial awareness on the playground, swinging, balance

ii. Taking turns, helping others and knowing how to ask for help on the playground

iii. Playing safely on the playground

Some of the learning opportunities the teachers planned for included: creative play/co-operative games (problem solving approach) using the playground as the focus for learning; learning opportunities for fundamental skills in swing / balance / body /spatial awareness; discussion and questioning about issues relating to ‘feeling left out,’ what safe play looks like, feels like, sounds like.’
	CO-CURRICULUM 

The impact of the physical education programme on physical activity in co-curriculum time generated some of the following results: 
· Increase in the amount of students using the playground 

· More students creating their own games in/on/around the playground

· Students taking greater risks on the playground

· Increase in co-operation amongst students; waiting their turn, helping their friends and being able to ask for help or support

· Decrease in accidents on the playground

· More students enjoying their lunchtime.
Evidence collected from classroom teacher, by interview while reflecting on the process (Gatman, 2003) 


The Physical Activity contexts that teachers teach through, need to prepare students for their physical activity experiences.  The Curriculum in Action: Moving in Context, resource, (Ministry of Education, 2002) provides a useful example to show teachers how they can reframe a traditional Physical Education topic such as gymnastics to include other physical activity experiences which encompass some of the same skills, knowledge and understanding. The resource outlines a variety of learning opportunities, placed in a range of contexts (decided upon by the teacher and students) that allow students to explore, develop and think critically about these movement skills and to analyse the role of physical activity in the wider world as they experience a broad range of interesting and physically challenging activities. 

Skills, relationships, equipment, understandings, enjoyment, and safe environments are identified as factors which affect student’s willingness to participate in movement activities (Ministry of Education, 2002). An example of one context given is ‘skateboarding.’ Elements such as flight: springing/landing, pathways: body awareness/spatial awareness, awareness of where there body is going, how it is moving, understanding qualities of movement like control, skill, vision, timing, rotation, balance, safety, technology: equipment/clothing, culture, social interaction and environment, are included. The idea of exploring balance on cardboard cut-outs of skateboards (or scooters) rather than solely relying on a balance beam, would seem more appealing to both students and teachers! A coastal school might choose to explore the same elements, but on a surfboard, along with a focus on water safety.  

How we teach Physical Activity in Physical Education

Constructivist approaches give children and adolescents a voice and place them in control of their learning (Robertson, 2005). Gillespie argues that physical education needs to be taught from a critical pedagogical perspective in order to create in-depth learning that contributes to a broad education of our young people by their learning in, through and about movement (as described by Arnold, 1979). Critical pedagogies encompass key components such as critical thinking, emancipation, dialogue, critique and student voice (Brown, 2000). Research around ‘quality teaching for diverse students in schooling,’ fits well with this educational approach to teaching and learning (Ministry of Education, 2003). 

The following table sums up the quality teaching characteristics in the physical education context and in doing so helps to articulate what teaching and learning might ‘look like.’ 

· The left hand column in the following table is a précis of the factors for quality teaching identified in Alton-Lee’s work (Ministry of Education, 2003). 

· The right hand column identifies the factors for quality teaching. They provide some tangible ways of illustrating the principles and how they might ‘come alive’ when teaching Physical Education.

Table 2.

	Quality Factors

Adapted from Best Evidence Synthesis (Ministry of Education, 2003) by Cynthia Shaw, 2004 with further adaptations made by A.McKay, 2004 


	What do these factors look like?

Note: These factors are overlapping and inter-related. They do not serve as a ‘checklist,’ for teaching. Rather they act as guide toward a constructivist approach to teaching and learning.

	Success for   all students
	Appropriate expectations

Inclusive

Promotes positive attitudes/values

Enhances self concept and self esteem

	Teaching and Learning

(Part of a sequential and progressive learning pathway)

· Do I know what my students need to learn in physical education?

· Do I know how best to teach what my students need to learn?

· Do I know what it ‘looks like’ when they have learned it? (What does successful learning look like?)
	Clear understanding of the curriculum philosophy and intentions

Range of teaching approaches and strategies used

Focus on process not outcome

Units of work match readiness

Sufficient and effective opportunities to learn

Questioning

Sufficient and appropriate   opportunities to practice – Longer units of work

Involves thinking skills- critical thinking, creative thinking, problem solving

Learning is scaffolded

Formative assessment is foregrounded (gather, analyse and discuss student achievement data to inform future planning)

Feedback, feed-forward

 

	Meaningful
	Based on student needs

Has relevance for life long learning

Builds on students prior knowledge and experiences

Cultural practices are transparent and taught 

Student diversity utilized as a resource

	Promotes a Learning Community
	Supportive and caring environment

Demonstrate co-operative and social skills

Students help each other

Builds sense of community – celebrates diversity

Language and practices are inclusive

Students have input

	Showing what is learned
	Learning outcomes are made explicit

Students are involved in setting specific learning goals

Teachers adjust teaching to take into account results of assessment


One approach for encompassing many aspects of an educational approach which cultivate these teaching and learning factors is the ‘Teaching Games For Understanding’ (TGFU) model (Bunker & Thorpe, 1982). Taking the Physical Activity context of ‘games’ more generally (for example, invasion games like rugby, soccer, basketball)  the idea is that students develop skills, knowledge, understanding of games in order to transfer them into whatever game they choose to play in. TGFU has been around for some years in England and Australia (where it is referred to as ‘Games Sense’) and is becoming more prominent in school Physical Education programmes in New Zealand. Light (2003) states that TGFU is a pedagogical model which highlights the cognitive dimensions of games by contextualizing all learning within games or game-like activities. In doing so, Butler (1996) and Light (2002) claim that TGFU offers an inclusive approach to games and sport teaching that can engage students of varying abilities, interests and dispositions towards games. The idea that the game is the medium for teaching the skills required in the game (or teaching the game through the game) is consistent with the constructivist approach to learning (Rossi, 2000), for example, teaching factors such as questioning is emphasised in order to develop ‘thinking players,’ and promotes the teacher as facilitator rather than a transmitter of information. Salter (2003) suggests that TGFU provides and promotes a model of teaching that is responsive to the learning needs of Māori because TGFU fosters learning that is student- and game centred rather than teacher- and teaching-centred (as described by Chandler,1996) and provides opportunities for students to take more responsibility for their own learning, and promotes understanding and transfer to other games and activities (Salter 2003;31). The following table gives an example of what this might look like.

Table 3.

	Physical Activity Context: TGFU
	physical activity: co-curriculum

	The knowledge, skills and understanding of invasion games are developed through a unit of work. Some of the examples might include: 

Create open space and reposition to gain an advantage.

Guard space and reposition to deny or close space.

Guard opponents to interfere with their movements or object manipulation.

Move an object into more advantageous space to reach a specified area to score points.

Communicate with and use team mates effectively.
Australian Sports Commission (1999)
	Opportunities might include:

A range of equipment is made available to students before school, at interval and lunchtime, so they can create their own games

Organised invasion games (ie. soccer, basketball) at lunch time

A tournament or competition which includes a variety of invasion games

Outside agencies/clubs visit to provide information and a practical session to those students who are interested, at lunchtime

Practice time for ‘Sport’ specific invasion games for interschool competitions, Saturday sport. 


Another way to approach these deliberate and planned learning experiences in Physical Education is through an understanding of the experiential learning cycle.  This is a process which can be applied to Physical Activity because it emphasises learning through doing. Through a four phase cycle (as described in The Curriculum in Action: Making Meaning Making A Difference, Ministry of Education 2004:29-31) students process their learning in order to derive meaning from their experiences and construct new knowledge.
1. Experience - Physical Activities are selected in order to demonstrate a concept or concepts. 

2. Reflect- Students question and discuss what happened or what they have done in their Physical Activities in relation to the concepts being focussed on. 

3. Generalise- Students are given an opportunity to think more deeply about their Physical Activity experiences. Students are encouraged to ask “how”, “what if”, and “so what” questions and to make connections between new knowledge and their actual Physical Activity experiences 

4. Transfer – Students begin to apply the knowledge they have gained to the next activity or to their daily lives. Using questions that begin with “now what’ students begin to take critical action. 
‘The experiential learning cycle process encourages learners to think more deeply, develop critical- thinking skills, and transfer their learning into action through successive phases of the cycle. The phases are revisited, and students’ conceptual understandings and strategies for change are developed further each time. They discover more about the practical limits and the wider applications of their new knowledge as they begin to take what they have learned in one situation and use it in another, demonstrating what they have learned.’

(The Curriculum in Action: Making Meaning Making A Difference, Ministry of Education 2004:29)
The learning environment in which Physical Activity is taught in Physical Education 

The importance of the learning environment for student learning has been highlighted by research in New Zealand classrooms (Ministry of Education, 1999). Alton-Lee’s research and Salter’s (2003) work on culturally responsive pedagogies for Māori learners in particular, both build on this work by underlining the importance of the learning environment. Research-based characteristics linked to ‘Quality Teaching,’ include teaching and learning practices, which create an environment that works as a learning community. The notion of building a learning community emphasises not only the role the teacher takes in directly interacting with students, but also the role the teachers teaching and learning approaches have in shaping peer culture within classrooms. Co-operative learning approaches emphasise these features. 

‘Co-operative learning approaches have been linked to outcomes such as an increase in conceptual achievement, increase in the use of critical thinking and higher order thinking skills, as well as increases in individual self esteem, and positive attitudes toward those who are culturally or racially different.’

(Salter, 2003:32) 

‘When the school provides a caring and supportive environment, students feel valued and are able to contribute to school and community life (Ministry of Education, 1999:54).’

‘The dual dimensions of care and valuing diversity are core features of a learning community (Ministry of Education, 2003:22-23).’ 
In considering these features, teachers need to ask the following questions:

· Do I use teaching approaches and strategies that help my students to feel valued and enjoy Physical Activity?

· Do I cater for all abilities? (Like other curriculum areas, do I provide learning opportunities which challenge my students at their level?)

· Do I provide learning opportunities that foster high student participation in Physical Activity?

· Do my current teaching practices in Physical Activity foster a positive attitude toward physical activity?

· Do my current teaching approaches provide an opportunity for students to develop their own values, attitudes, behaviours and actions in physical activity settings (and those of others)? 

An example of a teaching approach, which cultivates a positive learning environment is ‘Adventure Based Learning’ (Schoel, Prouty, and Radcliffe, 1988). This approach makes use of sequenced games and activities aimed at the improvement of individual concept, self worth, and decision making ability, and leading to the development of interpersonal and co-operative skills, through trusting and competent behaviour. 

How the learned curriculum can vary from the intent of the H&PE curriculum 

Despite the use of the H&PE curriculum to plan Physical Education programmes, the intent of the H&PE curriculum, in many cases, has not been transferred to where teaching and learning takes place. Therefore there are variances between what the H&PE curriculum intends teaching and learning in Physical Activity to ‘look like’ and what the reality is in the classroom. Whilst many teachers are beginning to develop their thinking around Physical Activity in a new way and are adopting new teaching and learning strategies, there are still many teachers who have not. The following table summarises some of the common discrepancies.

Table 4.

	The Intent of the H&PE Curriculum
	The Learned Curriculum

	The focus of teaching and learning is what the learner needs to learn and is based on Physical Activity learning contexts which are relevant to students’ physical activity experiences (see Fig 2). 
	The teacher usually selects the content based on what has been previously taught and is mainly centred around what school ‘physical activity’ events are occurring.

A source of programmes, resources and initiatives ‘drive’ the content of Physical Activity contexts



	Physical Activity is taught within a Physical Education programme. The Physical Education programme is educative. 
	Opportunities to be ‘physically active’ through participating in a range of physical activities is offered to students. This might include ‘fitness’ activities, a range of sports, and physical activities centred around the use of equipment, such as the high jump. There is a teaching and learning component connected with  movement skills that is most often put within ‘PE’ time. 

	The teacher is a facilitator of learning. The H&PE curriculum promotes a student centred approach to teaching and learning. 
	The teacher is the transmitter of specific information. A teacher directed approach is used. External resources sometimes used to benchmark students’ achievement.

	The emphasis is on in-depth learning within a Physical Activity context.   
	Short units of work mean that opportunities for in-depth learning and mastery of specific knowledge, skills and understanding  are not present. 

	A holistic approach to Physical Activity is promoted through teaching and learning centred around strands A,B,C,D 
	Shorter units of work have a stronger focus on strands B and C, but strands A and D are not paid as much attention to. 

	Knowledge, skills and understandings are developed within a range of Physical Activity contexts.
	Knowledge, skills and understandings are developed within one Physical Activity context only.

	Assessment is part of the teaching and learning process. The place of formative assessment is emphasised.
	Assessment is mainly focused on B strand and occurs at specific times such as at the beginning and end of a unit.


As a consequence of these variances between the intent of the H&PE curriculum and what is often the reality of what is actually happening in Physical Activity, teaching and learning is predominantly approached through a behavioural change model of health promotion (as described in The Curriculum in Action: Making Meaning Making A Difference, Ministry of Education, 2004:16 or online at

http://www.tki.org.nz/r/health/cia/make_meaning/sociohealth_models_e.php), which comprises of characteristics such as: 

· A transmission approach to teaching- the learners are largely passive (teaching is done ‘to’ students and Physical Activity involves participation in a variety of physical activities)

· Often reflects healthism where most of the focus is on the health related benefits of Physical Activity.

· Tends not to reflect the socio-ecological perspective. Teaching strategies which promote critical thinking and critical action are not integrated into Physical Activity.

· Transmits knowledge and increases people’s knowledge of the factors that improve and enhance performance in Physical Activity contexts, mainly through physical skill development.

This does not match up with a constructivist approach to teaching and learning which is central to the way students learn in Physical Education.

Schools face a big challenge in designing Physical Education programmes that support the H&PE curriculum and the role of a teacher is not an easy one. As a result of the minimal pre-service training offered to teacher trainees, teaching practices in Physical Education are often implemented with limited expertise and confidence. Consequently, teachers fall back on what they know and this is often connected to their own schooling experiences (which are framed within more traditional views of physical activity) and other cultural and societal influences which impact on their thinking around physical activity. 

Dominant (cultural) influences that shape Physical Education programmes 
It is important to acknowledge that a range of social, economic and political forces play a commanding role in shaping and influencing Physical Activity in school Physical Education programmes. Schools must recognise that they both spread and endorse both information and practices through Physical Activity that can conflict with the concepts and principles of the H&PE curriculum. Often teachers unknowingly support the influential voices of interest groups, many of whom come from outside the education setting (eg Goodson, 1983; Brooker and MacDonald, 1993) and consequently have no expressed interest in educative outcomes.

The health sector plays a big part in influencing Physical Activity within school Physical Education. We live in a societal context that gives unprecedented attention to the body, to sport and physical activity and to physical/medicalised understandings of health (Tinning, 2004).  Images of lean and muscular bodies saturate the pages of magazines, and the pictures on our television screens exalt the benefits of getting ‘fit,’ fighting disease, and slimming down, perpetuating the idea that if teachers achieve these goals in their teaching of Physical Education, they are somehow successful. This reinforces a narrow message about the purpose and value of physical activity in that Physical Activity programmes are seen as a powerful immunizing agent against heart disease and other lifestyle related diseases (Pipe, 1992). Physical Activity is seen in terms of physical health outcomes only, an outlook which severely limits the potential of Physical Activity to contribute to educative and social outcomes (Gillespie, 2005).   

In practice, this can be seen in the priority schools place on the ritual of ‘fitness’ and ‘exercise’. There are several issues here that are problematic, two of which are discussed below. 

Firstly, ‘fitness’ for performance purposes only foregrounds the notion that physical activity is only worthwhile when it’s in the ‘out of breath’ category (Clifton, 2005). Hurdle (2005) says that it is important to distinguish between sports-style training exercise and more functional movement that most people do. Students are both constructed by and construct their own notions and practices of fitness on the basis of what they see around them (Burrows, Wright & Jungersen-Smith, 2003) therefore school based fitness needs to encompass a broader and more holistic range of messages . 

‘Fitness for what?’ is the cliché, which teachers can begin to answer by deciding whether they are interested in fitness for ‘living’ or fitness for ‘performance’ (Ross, 2000:14). A better question to ask, suggests Ross (2000:13), is ‘how active do we want to be?’ Do students want to be able to participate in some specific physical activities like swimming, or cycling, or a specific sport, or do students want to be active to participate in an active recreation such as walking or gardening?’ Based on Ross’s arguments teachers need to reflect on the following questions:

· Is it the place of a teacher to prescribe exercise at school? Do we know how much physical activity our students are currently doing? Do we know how much physical activity they need? 

· How active do our students want to be? 

· What opportunities are we currently offering our students to be physically active in their co-curricula time? 

· Are we offering our students a narrow understanding of what it is to be physically active?  

· Are we fostering in our students, a desire to be physically active? 

· Are we reinforcing a cultural idea of fitness = slimness = healthy which conflicts with a more holistic view of health promoted in the H&PE curriculum?

· Does a daily ‘fitness’ programme have a valid place in school based Physical Education?  Or, should the physical activity opportunities teachers currently provide fit within  the co-curriculum time ? 

Secondly, ‘money-making’ enterprises taking advantage of the societal concern with (physical) health, are playing a big part in shaping Physical Education programmes. Stothard (2004) highlights this point well when he refers to the army of people and organisations offering quick fix programmes, who are waiting for approval at the school gates! The problem here is that the resource becomes the physical education programme (see Fig 2.) and there is often no consideration or match to the HPE curriculum, or student needs. Consequently, the aims and values (or the lack of such) that underpin the ‘packaged’ programmes are taken as read, at the expense of meeting the learning needs of students and students’ understandings about Physical Activity. 



Consequently, Salter (1999) argues that many teachers still tend to unreflectively foreground certain beliefs and practices at the expense of others (they simply don’t know what they don’t know), thus neglecting the potential of providing transformative rather replicative programmes. The frequent use of teaching packages and  resources which associated with the idea of ‘ going with what works,’ and searching for ‘cookbook knowledge’ to guide practice (Zeichner, 1981 as cited in Salter, 1999) reinforces the assumption that the teacher is in control as both the ‘provider,’ ‘expert’, and ‘regulator,’ regarding all information and knowledge. In effect, we are ‘distilling’ (Tinning, 1995) Physical Education and teachers become little more than ‘marketers’ for ‘money-making’ physical activity endeavours. 

Sport plays a big part in influencing what is included in school Physical Education programmes. In many schools, Physical Education is taken to mean a ‘participation in sport.’  Brown (2000) discovered in her research of student’s perceptions of Physical Activity, that the current opinion was, ‘physical activity equals sport.’ 


‘Sport and physically vigorous recreational activity have traditionally been valued in New Zealand as essential constructs of national identity, and this has defined and validated both content and pedagogy in school Physical Education.’

 (Salter, 2000:17)

This is problematic in two ways. First because professional sport is based on an elite model, and second, because schools have come to assume that what is good for the elite is good for all (Thomson, 2000). Thomson (2000) argues that this model does not promote an inclusive ethic that allows all individuals to reach their full potential. School Physical Education should cater for all students and not just a select few. School Physical Education should not strive to become a mirror of professional sport where only a few succeed, but rather physically educate students in a variety of Physical Activity contexts so that they can apply knowledge, skills and understanding into a range of sporting contexts (traditional or non-traditional) or any other physical activity opportunity they have an interest or ability in. The following questions need to asked in order to ensure that sport is presented to students in a way that is inclusive of all students: 

· What are the diverse learning needs of our students?

· Are we educating our students in Physical Education time through Physical Activity contexts (ie. games) with a focus on the process, in preparation for participation in sport or are we exposing our students to a few sporting opportunities that only focuses on performance and outcomes? Further,  

· What are the interests of our students? 

· What are the aspirations of our students?

· What motivates them? 

· Does sport cater for the minority? Or the majority? 

· What opportunities do we provide for both competitive and non-competitive situations?

· Do we have links with the community to ensure that students know about sporting opportunities or so that the community can support physical activity in school within co-curricula time? 

Tradition and history play a big part in influencing school Physical Education programmes. Our professional identities are shaped by time-honoured conventions (Rossi, 2003). In Physical Education we can see this in the long-established practices typically centred around skill production for events such as athletics, gymnastics, or cross country. Arguably, many students enjoy these Physical Activity opportunities, but as a model for meeting the diverse learning needs and interests of today’s students’, it can fall short because of the following reasons: 

· Skills, knowledge and understandings are mostly taught through one ‘topic’ or context and this is predominantly performance orientated. For example, balance is typically related to a beam within a gymnastics unit, jumping for height to a high jump in an athletics unit, and running long distance to the cross- country event? Through this approach the value and purpose of skills, knowledge and understanding is associated to only one Physical Activity context and in some cases, to one piece of equipment within these contexts. If students living in a rural area associate jumping for height to a high jump bar and learn the ‘scissors jump’ to do this, does this enable them with the knowledge, skills and understanding to jump for height in a line out in rugby or over a fence on the farm? Will they make the connection between the learning in a ‘performance’ Physical Activity context to other Physical Activity contexts and to physical activity in everyday life? By using a predominantly performance orientated approach, teachers are restricting the potential of developing skills, knowledge and understanding in a range of Physical Activity contexts so students can make sense of their learning beyond a school physical activity event.

· The traditional approach includes the use of equipment which often limits the amount of practice a student gets. This is problematic in two ways. The traditional approach does not provide adequate time for many students to gain a confidence-building level of competence in Physical Activity (Lambert, 2000). Rather, it gives them ‘a go’ at it before a physical activity event takes place. We would never expect to students to compete in a test on how well to use a calculator by offering them ‘a go’ on it a few times. Students need sufficient practice to develop both competence and confidence if they are going to achieve personal success and mastery in Physical Activity.

· The traditional approach is mostly organised around events which require students to publicly display their physical abilities. This has the potential to create anxiety and embarrassment for some students who have not increased their confidence and competence (due to the way in which it taught) within the Physical Activity context. This is problematic in that students’ capacity for achievement is significantly reduced when they experience feelings that are powerful and pervasive (Ross, 2000) and the opportunity to emotionally engage students in a positive way toward Physical Activity can be jeopardised. The H&PE curriculum is centred around a whakatauaki in relation to ‘raising your sense of self-worth with positive feelings in your heart’ (Ministry of Education,1999; p4), strongly indicating that the pleasures of Physical Activity and physical activity need to experienced in order to develop an intrinsic desire and love for being physically active. A traditional approach does not always achieve this goal for students.

· The traditional approach often uses a ‘one size fits all,’ model which advantages some students and disadvantages others. The H&PE curriculum promotes programmes which meet the needs of all students with regard to culture, gender, special needs and abilities. But does the traditional approach cater for these types of diversity? In his case study on a primary school athletics day, (Thompson, 2003) found that the traditional approach does not take into consideration different sizes, shapes, heights, weights or abilities. He also argues that grouping children for the competition on the basis of their age, regardless of their size or physical ability, is inequitable. Featherweight boxers are not expected to fight heavyweights. The All Blacks do not play rugby against a local club.
Assessment for accountability plays a part in shaping school Physical Education. Despite the profile of assessment, which has an emphasis on assessment for learning (Timperley and Parr, 2004), the focus in Physical Education still weighs heavily on assessment of learning. In particular, the dominant use of assessment data (usually focused on the mastery of physical skills) for summative purposes is employed. This expectation is still considered most important with the focus of judgements about student’s progress being based on the need to decide their ‘level’ of achievement in the curriculum.  As a result the formative use of information is often neglected (Harlen, 1998). The inconsistency here is that assessment is still viewed under the previously stated assumption that learning is a linear process involving the acquisition of discrete pre-determined pieces of information or clearly defined skills (Willis, 1994). The implementation of H&PE statement challenges this assumption. 

A prime example of assessment data, which fails to align with the intent of the curriculum, is the concern for fitness testing (such as ‘the beep test’). Indeed, monitoring young peoples physical fitness is common place in school based Physical Education programmes (Harris, 1995; ACSM, 2000). However, the likes of Ross (2000) states, that current fitness tests do not measure fitness. They provide some measure of performance and an indication of aerobic potential. As such they are unlikely to be helpful to the physical educator in encouraging people to enjoy their bodies in a variety of physical activities. 

‘Fitness tests tend to encourage the idea that the level of physical activity required to promote optimal health can be determined for any particular person and they devalue the regular physical activities that most people encounter in their daily lives. In addition fitness tests that force or encourage people to perform an all-out effort are unpleasant for those not training to perform at a high level and are likely to discourage many folk from participating in pleasant low intensity physical activity. In other words fitness tests do not measure fitness and they probably impede our positive imagining of our bodies-ourselves (Ross, 2000:32).’

All schools are ‘under the influence’ of the persistent and mammoth power of the fitness, diet, commercial and economic forces. Education should involve both transmission and transformation of knowledge about Physical Activity and ‘physical activity cultures’ of society (Tinning,1990). But as this short examination has shown, ideologies that centre around established and traditional identities of society and culture are often reproduced covertly in the curriculum and often transmit practices and values that may help us progress economically, but at the same time be oppressive and unjust. 

Where to? Moving Forward

The implementation of H&PE curriculum means that we need to move the parameters of the traditional approach in school based Physical Education. We need to connect Physical Activity and physical activity to the students’ world. This does not necessarily mean that schools need to begin from scratch. However, it does mean that the following actions will need to be considered for these changes to begin to ensure that Physical Activity in Physical Education meets the intention of the curriculum:
· Teachers need to think carefully and critically about their perceptions, understanding and knowledge of Physical Activity within a Physical Education programme. This might include rethinking what we teach and how we teach Physical Education.  

· Teachers need to think carefully and critically about the relationship between Physical Activity in the curriculum and physical activity in the co-curricula and beyond the school gates. 

· Teachers need to think beyond the traditional and consider alternative curricular strategies such as Adventure Based Learning and Teaching Games For Understanding that promote holistic and student-centred approaches. This does not mean that a social critical approach replaces a focus on skill production. Rather, as emphasised throughout this paper, it attempts to place Physical Activity within a more meaningful, purposeful and relevant teaching and learning framework that supports a constructivist approach and the learning needs of young people in an ever- changing society.

· Schools need to thoughtfully analyse the design and implementation of school Physical Education programmes to ensure that they are engaging, developmentally appropriate and include inclusive learning opportunities. A sequential learning pathway needs to show  expected skills, knowledge and understandings across a range of Physical Activity contexts.

· Skills, knowledge and understanding need to be taught and revisited across a range of Physical Activity contexts so that students can begin to make connections between what they learn in Physical Activity and their own lives- whether it is for physical activity that is deliberate or performance based or for physical activity as part of life more generally. Traditional events are enjoyed by the school and community, but schools need to rethink about how they are implemented and whether they are something they ‘do’ at the expense of turning many students ‘off’ physical activity. First, how can you place a traditional event into a context for learning that is more holistic and relevant to young people? Second, how can you broaden the types of learning opportunities you offer students to ensure challenge, choice and success is available to all students?

· Teachers need to employ teaching strategies such as questioning, feedback, feed-forward and sharing of learning intentions that engage students in the teaching - learning process and encourage student voice. 

· Teachers must be pro-active in actively questioning the values, which underpin ‘packaged’ programmes. ‘Packaged’ programmes need to support the Physical Education programme and need to match the student needs. 

· Schools need to work in partnership with the parents, whānau and community so that there is a shared understanding and purpose around physical activity. 
Conclusion

Physical Education in the H&PE curriculum encourages relevant, purposeful and enjoyable learning in, through and about movement. If teachers are to connect this vision with their programmes and with their teaching and learning in Physical Education, they need to pay attention to how they will engage their students in Physical Activity and how they will encourage their students to critique and value their participation in physical activities. It is not tradition nor the outer forces or influences that will guide us in this quest, it is the children themselves when given a voice. It is their voice that will guide us in designing our programmes and develop a shared vision and purpose of what we need to achieve in Physical Education. This can only happen when the teacher-learner relationship is seen as type of ‘co-authorship’ (Rossi, 2003) in alliance with the guiding aims and principles of the H&PE curriculum. 

Lily reminded us at the beginning of this paper that our physicality is a way of experiencing pleasure, adventure and risk taking as she enthusiastically participated in play. These are the meanings she currently associates with physical activity. As this examination has shown, these meanings might change over time as Lily enters into her formal schooling and learns socially constructed meanings around Physical Activity that give her quite different messages about the value of physical activity. The challenge for teachers is assist children like Lily to discern and challenge the limits these meanings place on the range and nature of physical activities they engage in (Burrows, 2000) and to ensure that they achieve success, enjoyment and confidence in their Physical Activity experiences. Whether Lily chooses to go skateboarding in the park, rock climbing, walking the dog, do the gardening, play for a national sports team or run in the rain, Physical Education is a powerful educative tool to generate the desire to embrace her physicality and to celebrate the many ways she can use her body. This may require teachers to take new risks in their Physical Education teaching, but if our goal is to face the issues and experiences facing our young people in relation to physical activity in today’s world, something has to change and the risks will be well worth it. 
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Figure 2 Potential issues when agency resources determine physical education programmes














Health and physical education learning area


Using the underlying concepts, key areas of learning and strands A, B, C and D, teachers will typically plan their physical education programme around these events, resources, and programmes and match the content to the curriculum aims. The needs of students mayu or may not match. THE PLANNING SHOULD BE CENTRED AROUDN THE STUUDENTS’ NEEDS











� For the purpose of this discussion, Physical Activity denoted by the use of capital letters will refer to the Key Area of Learning within the H&PE curriculum. All other references to physical activity (in its more general sense) will be denoted with lower case letters.


� Co-curriculum: all those learning activities that are part of the total school curriculum but do not necessarily take place in scheduled class time, such as school sport,  (Health and Physical Education in the New Zealand Curriculum, Ministry of Education, 1999; p56), and school breaks such as lunchtime.


� Movement should be inclusive of all Physical Activity. 
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