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Editorial

Ben Weinberg

Welcome to issue No. 65 of ICSSPE’s Bulletin, which provides a Special Feature on the
concept of physical literacy and its role in the context of physical education, physical
activity and sport. The section contains contributions on various aspects of the concept
including its historical background and definition; pedagogical implications; physical
literacy throughout different phases in life and with regard to particular populations; the
relationship of physical literacy with coaching, health or creativity; the role of physical
literacy in teacher education; and the profile of physical literacy in a number of countries.
The Special Feature was designed, compiled and reviewed by Margaret Whitehead and
Symeon Dagkas, both of whom are outstanding experts in the field. | would like to thank
them for their great commitment and dedication.

The Current Issue section consists of nine articles. The first named “Healthy Aging in the
21st Century” by Karin Volkwein-Caplan addresses the importance for communities to
provide availability of and access to health promoting behaviours. Carlos Vera Guardia
then provides insights into the 50th anniversary of the International Association for
Sports and Leisure Facilities, followed by Steffen Neubert’s contribution on the activities
of the European College of Sport Science in the year 2013. Christine Milner’s article
deals with “L’Arche, a Community of People with Disabilities and the University Graduate
in the Allied Health Fields: A Potential Collaboration®, while Paolo A. Adami, Mimi
Rodriguez and Gabriella Pappada describe the main results and methodology of “The
eLF - eLearningFitness Project’, which aims at facilitating the growth and expansion of
the health enhancing sport and physical activity sector in Europe and worldwide. Michael
Leitner, Yair Galily and Pini Shimon portray “The Effects of Mifalot Soccer Programmes
on the Attitudes of Arab and Jewish Youth towards Each Other”, and Rosa Lopez de
D’Amico depicts “New Doctoral and Masters Programmes in Venezuela”. The article by
Darlene Kluka, Anneliese Goslin and Rosa Lopez de D’Amico meanwhile is concerned
with the question “Women: Are they changing the face of global sport management?”.
The section closes with a compilation of recent ICSSPE news.

Finally, | would like to remind you that contributions for the Bulletin are always welcome,
whether you would like to submit an article, a review, or report on a meeting or
conference, introduce a new research project or university programme. Feedback on the
format, or any aspect of the Bulletin, is always appreciated. Please email me at
bweinberg@icsspe.org.


mailto:bweinberg@icsspe.org

Ben Weinberg
Manager Services




Bulletin 65 | October 2013

President’'s Message

Margaret Talbot

This ICSSPE Bulletin, which focuses on the concept of physical literacy and its
promotion through physical education and programmes of physical activity and sport, is
an excellent example of the power of ICSSPE’s international networks and the depth of
academic and practitioner expertise which is provided by its membership. The thinking
and debate on physical literacy has progressed significantly during the last 5-10 years,
with the Editor of this Bulletin, Dr Margaret Whitehead leading conferences and
symposia across the world. ICSSPE is indebted to her and to her co-Editor, Dr Symeon
Dagkas, for their hard work in assembling such a rich collection of contributions. It is
regrettable, as Margaret remarks in her Introduction, that the collection lacks coverage of
the importance of physical literacy for persons with a disability — and ICSSPE invites
practitioners and researchers working in this area, to come forward to fill that gap. It is
also hoped that this Bulletin will further stimulate debate and discussion of physical
literacy.

At the time of writing, ICSSPE is participating in the preparation of UNESCO'’s
Guidelines for Policy Makers in Physical Education, and its associated Toolkit, which
should be available early in 2014. This development is welcome, following as it does,
ICSSPE’s International Committee of Sport Pedagogy agreeing International
Benchmarks for Physical Education, which are designed to enable governments and
system leaders to evaluate their own systems and plan measures to address
weaknesses and build on strengths. It is vital that any advice offered at international
level accommodates the huge variation in infrastructure across different countries, and
the challenges faced by those rebuilding their education systems after strife, disaster or
crisis.



This was evident from the interventions by Ministers and Senior Officials during the
MINEPS V Conference in Berlin in May 2013. The Conference agenda and consequent
Declaration of Berlin were enhanced and enriched by the excellent scientific and
advocacy contributions from ICSSPE members — and the Conference itself provided a
unique example of the value of collaboration between UNESCO, government
organisations — in this case, the Federal Ministry of the Interior of Germany - and NGOs
— in this case, with conference organisation and scientific input led by ICSSPE. ICSSPE
is now assisting UNESCO in regional meetings to help to follow up the recommendations
in the Declaration of Berlin.

Partnership has been a recurrent and powerful element in ICSSPE activities during the
year following ICSEMIS 2012. Perhaps the most pleasing development has been the
many and varied invitations ICSSPE and its officers have received to participate in
events and programmes which aim to promote physical activity for health. This has
helped to progress ICSSPE’s strategic priority “Healthy Living Across the Lifespan”. Ten
years ago, organisations representing physical activity were routinely excluded from
health promotion fora. In 2013, ICSSPE has developed important partnerships with Nike
and the American College of Sport Medicine, in co-authoring and promoting “Designed
To Move”; with “Excellence in Paediatrics” and the PEARL Summit (Promote Energy
Balance, Active and Real Living); with the Hellenic Nutrition Foundation; and with
Generation Europe, to produce a healthy lifestyles planner for thousands of European
school students; and most recently with TAFISA, to establish a Global Coalition for an
Active World.

Beyond the health promotion field, too, new partnerships have been forged: examples
include development of a shared resource on values education through sport, with
WADA, I0C, IPC, UNESCO and International Fair Play; and a contribution on monitoring
and evaluation for Peace and Sport. ICSSPE members and partners have provided
venues and events to support ICSSPE meetings, notably Barry University Miami, for the
meeting of the Editorial Board; Tianjin University of Sport and the All China Sports
Federation, for the ICSSPE Statutory meetings and Conference on Quality Physical
Education; and the National Association of Sport and Physical Education India and
Shree Hanuman Vyayam Prasarak Mandal, Amravati, for the first meeting of the newly-
elected President's Committee and Global Conference on Traditional Cultures, Sport
and Games. ICSSPE values its ongoing partnerships with publishers, especially Human
Kinetics Publishers, for the 2014 Directory of Sport Science, now available on-line for all
ICSSPE members; and Routledge, for the “Perspectives” book series, which has
increased both distribution and quality. ICSSPE has agreed to become a Strategic
Partner of the International Working Group on Women and Sport, for its 2014
Conference in Helsinki in June 2014; and will hold its Statutory meetings there, hosted
by the Finnish Society of Sport Sciences.

ICSSPE has reviewed and developed its three strategic priorities — Quality Physical
Education; Healthy Living Across the Life Span; and Ethics and the Integrity of Sport —
each now with ICSSPE member organisations leading their development and activities,
and with potential seed funding to support their work. Planning has begun for ICSEMIS
2016 in Brazil. ICSSPE member organisations, as in 2012, will be vital contributors and
beneficiaries of this unique multi-disciplinary Convention. ICSSPE looks forward to



further development during 2014; and invites all members to play an active part in
ICSSPE events, programmes and publications.

Professor Margaret Talbot, PhD OBE FRSA
President
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Welcome New Members

Since July, ICSSPE has received the following new membership applications which will be ratified at the 75nd

Executive Board Meeting:
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11 Dezember 2012
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Faculty of Physical Education
Brazil

17 Dezember 2012
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World Silambam Federation
India
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B121-3
International Council of Sqay
India
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A174-1
Centro Sportivo Educativo Nazionale (CSEN)
Italy
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Brazilian Physical Education Council
Brasil
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University of Nine July
Brazil
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7 March 2013
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Escola Superior de Ciécias do Desporto / Universidade Eduardo Mondlane
Mozambique

15 April 2013
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Institute for Scholastic Sport Science & Medicine (ISSSM)
USA

15 April 2013
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University of Cassino and Southern Lazio, Department of Human Science Society and Health
Italy

25 April 2013
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Manghanmal Udharam College of Commerce, Department of Physical Education

India



6 June 2013
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Introduction

Welcome to the ICSSPE Bulletin on Physical Literacy. | hope that you find the papers
informative and easy to read. | am delighted that so many people have followed up my
suggestion that they write a paper — far more than | had anticipated! However this
willingness to write evidences a wide acceptance of the concept and an interest to share
ideas and developments from a range of perspectives. Very many thanks to all the
authors and to ICSSPE for offering us this opportunity to bring together current thinking
on physical literacy.

Physical Literacy defined as presented in the second paper in this Bulletin has
developed over the last 20 years, being presented for the first time at an IAPESGW
Congress in 1993 in Melbourne. Prior to this the concept had been referred to by a
number of writers but had not been widely debated or interrogated.

Physical Literacy as defined in this Bulletin is not a concept that has been randomly
selected to provide a rationale for the value of physical activity. Far from it, the concept
has been systematically developed, building on the philosophical foundations of
Existentialism and Phenomenology. One of the motivations behind the development of
physical literacy is to identify the significance of our embodied dimension and physical
activity in human life as we know it. With this significance secured we can assert that
physical activity has educational validity. The suffix of ‘literacy’ was never chosen to give
the subject a ‘back-door’ entreé into the ‘academic’ areas of the curriculum. Literacy as
used nowadays in many contexts signals the way any human capability can promote
human interaction with the world and, via this interaction, enhance quality of life.

While much of the work shared in this Bulletin is school focused it is important to
remember that physical literacy is a life-long journey and has relevance in all stages of
life — from cradle to grave.

While most of the papers are written against the background of ‘Western culture’, the
concept is applicable to all — notwithstanding customs and culture. One of the next tasks
in relation to physical literacy is to work with colleagues across the world and assist them
in shaping advocacy that is sensitive to their way of life. While the concept was
developed in England, it is excellent to have evidence that it is being seriously
considered across the world. Particular interest has been shown in Canada and Australia
as well as the Americas and Europe.

As indicated above, physical literacy is relevant to all people in all countries although it
needs to be incorporated appropriately into different societies. That said, to preserve the



integrity of the concept it is very important to stress that the key elements of physical
literacy must be addressed. The definition identifies the elements of motivation,
confidence, physical competence and knowledge and understanding. Whatever nuances
are needed for application in any context, these four elements must be addressed.
Omission of any one or having a sole focus on any one will not be promoting physical
literacy. While physical competence is at the heart of physical literacy, development
limited to this element alone will not necessarily foster physical literacy.

Physical literacy has seen exciting development over the last ten years. A national
seminar was held in UK in 2008 and this was followed up by four regional seminars. Two
International Conferences ran in 2011 and 2013. There are plans to re-launch the
website to share ideas and research. Scholarly writing and research are both increasing,
with growth in publications and in the number of students studying physical literacy as
the focus of doctoral and post-graduate work.

Alongside these developments it is interesting to read work by colleagues from other
disciplines such as neuro-science, cognitive psychology and sociology that clearly
support much of the underpinning rationale for the importance of capitalising on the
embodied dimension/motile potential as a significant characteristic of the human
condition.

This Bulletin is another step towards encouraging debate and discussion around
physical literacy. It is hoped that the contents will elicit further contributions and ideas
from colleagues across the world, who work in physical education and sport and related
areas.

The Bulletin is set out in Sections

Section 1 covers the background to the concept and sets out the definition, identifying
key aspects over which there is some misunderstanding. This is followed by three
papers on the value of the concept of physical literacy. Section 2 explains that physical
literacy is relevant cradle to grave and is best seen as a journey. Section 3 provides
some answers to the question ‘How can physical literacy be fostered?’ Papers set out
the implications for practitioners of adopting physical literacy as their goal in leading work
in physical activity/pursuits — whether this is in a school, coaching or leisure activity
context. One writer then reminds readers that physical literacy is a much broader
concept than simply the development of fundamental movement skills and the final
paper explains that while pedagogical implications are very important, content
implications should also be taken seriously.

Section 4 looks at the importance of promoting physical literacy in the early years and
shares a programme developed by the British Heart Foundation. Section 5 develops this
area and includes three case studies on work with younger learners. Section 6 focuses
on the secondary years with a particular interest in fostering motivation. Most papers
include reference to case studies while others are wholly concerned with sharing a small
scale investigation in school. Section 7 alerts readers to the importance of physical



literacy in the adult years and Section 8 looks at particular populations. We regret that
there is not a paper looking specifically at individuals with a disability. There is some
good work going on in this field and references are given for those interested to follow
this up.

Section 9 includes two papers that aim to relate physical literacy to other concepts,
namely health and creativity, while Section 10 contains two papers on the relationship
between physical literacy and coaching. Section 11 comprises three papers that look in
different ways at the role of physical literacy in initial teacher training in UK, at primary,
secondary and postgraduate level. Section 12 focuses on charting progress in an
individual's physical literacy journey. There is a range of initiatives being taken in this
filed and there are papers from Canada and Northern Ireland.

Section 13 is most welcome in that it reports on physical literacy across the world. Many
of these authors presented at the 2013 International Physical Literacy Conference and
agreed to re-present their paper for this Bulletin. The first three papers are from UK and
report on curriculum developments in Wales, the work of Sport Northern Ireland and a
new programme in Scotland. This is followed by papers on the developments in The
Netherlands, The Czech Republic, Sweden and Malta. Papers from South Africa and
Australia recount how physical literacy is being developed alongside particular
philosophies and colleagues from Canada share the extensive work taking place in their
country. The last four papers are from the Americas. A colleague from Venezuela shares
experiences of working to introduce physical literacy while three writers from USA each
take a different perspective on physical literacy in their country. These authors address
the relationship between health and physical literacy, teacher-learner interaction and
Continuing Professional Development.

The authors would welcome feedback on their work and look forward to hearing from
readers from all over the world. As we develop our physical literacy website we plan to
have an area in which ideas and research can be shared. There is still a great deal of
work to be done to embed physical literacy across the life-span and to accrue the
benefits this offers.
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The History and Development of Physical Literacy

Margaret Whitehead

Abstract

This article looks at the history of the development of the concept and makes reference
both to what are seen as current attitudes to physical activity and also to the philosophy
that underpins the concept. Issues concerned with the notions of ‘physical’ and ‘literacy’
are discussed and the piece concludes with an assertion that physical literacy provides a
sound footing on which physical activity can be seen as of intrinsic value.

Introduction

Over the past eighty years the notion of physical literacy has been referred to fleetingly by a
number of writers in a variety of contexts, not all related to physical activity per se. For
example some have been concerned with movement as communication or a form of
language. However the concept was never systematically developed. Nor was it perceived as
one that could be aligned with the thinking of certain philosophical schools of thought that
championed our embodied dimension as of significance in human life.

The development of the concept saw the coming together of a life in the world of physical
education and more recent philosophical study.

Physical Education and Physical Activity throughout Life

Over the fifty years in which | have been involved in physical education and physical activity | have become

increasingly concerned that:
o fewer people are continuing with physical activity after leaving school
e sedentary leisure pursuits are on the rise

e cases of obesity and stress related conditions are increasing

e in many schools and other physical activity settings there was, and is, a subtle
move towards high level performance being the principal focus of the subject.

In relation to this last concern, David Kirk (2010) describes the nature of the subject as
‘physical education as sport-techniques’, while Chris Shilling (2008) writes ‘that we are



living in an era of performative sport’. There would seem to be a possible link here with
the first two concerns mentioned above. It could well be that with high level performance
taking centre stage, those unable to match up to this aspiration are being seriously de-
motivated and thus all too ready to opt out of active participation when they complete
their schooling.

Together these situations present a worrying picture, and regrettably one that seems
unlikely to change in the short term. It would seem to be the case that the value of
physical activity, beyond the achievement of successful performance at international
level, is minimal. Indeed apart from the well rehearsed benefit of exercise to promote
physical fitness among the general population, physical activity is viewed as a
dispensable recreational pursuit.

This was a disturbing view and one that did not resonate with my own perception of the
significance and value of physical activity in human life. This disquiet led me to study
certain schools of philosophy, each of which articulated the view that movement and our
embodied dimension play a crucial role in life as we know it.

Philosophical Studies that played a Part in the Development of the Concept of
Physical Literacy

Three areas of philosophy provide well argued support for human embodiment as an
important human potential. These are monism, Existentialism and Phenomenology.

Monism

An early diagnosis in my quest to identify why physical activity and hence physical
education has such a low profile was the perception that there was an unquestioned
acceptance of dualism. Dualism views the human as comprising two separable parts ,
the mind and the body, with the mind being far superior to the body and the body being
only of importance to keep the mind alive. This view goes back to Plato (1928) but is
principally associated with Descartes (1641) who famously said ‘I think, therefore | am.’

In opposition to this view, Monism views a person as essentially an indivisible whole.
One of the longstanding issues in philosophy and the sciences is the problem of how the
body and the mind can work together. However Strawson (in Gill 2000), who advocates
Monism, dismisses this issue in asserting that the person is first and foremost one entity.
He argues that there is no problem concerning putting the body and the mind together as
they are two elements of an intricately integrated entity. We are comprised of a range of
potentials which are interdependent and mutually enriching. This view was supported by
Sartre (1957) who wrote that ‘For human reality, to be, is to act’. Similarly Burkitt (1999)
writes * prior to the Cartesian ‘/ think’ there is an ‘I can’’. This view is now held by many
philosophers, neuroscientists and cognitive psychologists. Modell (2006) writes that
nowadays there are ‘practically no neurobiologists who believe in a Cartesian dualism.

Notwithstanding these views, Descartes’ dualistic assertions have been locked into the
thinking of western cultures to such an extent, that habitual language use re-affirms
dualism in the way that it refers to the body as a noun. Leder (1990) writes that the



stranglehold of dualism has resulted in our being ‘trapped inside a picture — a dualist
picture that has limited our self- development and self-relation.’

What is overlooked is the fact that there is more than one way in which our embodiment
contributes to our nature as humans. Put simply, there are two very different modes in
which our embodiment plays a part in life — the embodiment as an instrument and the
embodiment as lived. It is the latter that is overlooked - yet it is this dimension of
ourselves which has a highly significant role to play. Habitual language use results in our
falling into the dualist trap of only seeing our embodiment as an instrument - forgetting
the all pervading role of the embodiment as lived. Our embodiment as lived functions
very much on a pre-conceptual level and is thus taken for granted. The exceptional
motile intelligence this dimension of ourselves displays is effected without conscious
thought and for this reason is overlooked.

Two schools of thought which build from a Monist perspective are Existentialism and
Phenomenology. Both schools have high regard for our embodiment as lived.

Existentialism

Briefly Existentialists assert that we create ourselves through our interaction with the
world. In other words our uniqueness or essence arises as a result of the experiences
we have in interacting with the world. Existence precedes essence. The nature of our
being is a result of the accumulated experiences we have in the different environments
we inhabit. We are quintessentially beings of the world. As we become familiar with the
world about us we also come to realise the wide range of capabilities we have with which
we can

interact with the world. Interaction is the key to life, the stimulus to our development. It
follows that all those aspects of our human nature that enable us to interact with the
world are key capabilities that should be nurtured in the interests of realising a fully
human existence. Our embodied capability is one such aspect and should therefore be
seen as an important human potential. That is, not as dualists would have it, an inferior
aspect of our nature, serving only to house the mind. This is endorsed by Burkitt (1999)
who writes — ‘prior to thought and representation, there is a primordial coexistence
between the body and its world, which grounds the possibility of developing conscious
awareness and knowledge’.

Phenomenology

Phenomenologists build from both Monism and Existentialism and interrogate the nature of perception, which
they view as a crucial element of interaction. A significant foundation of their work is that we perceive the world
from the backdrop of previous interactions. On account of the fact that each of us brings our personal cluster of
previous interactions to a situation, each of us will perceive the situation from a unique and personal point of
view. With the inherent involvement of our embodied capability in almost every interaction it follows that our
embodied capability will significantly influence our perception. Embodied experience is integral to human
existence, we see the world from the perspective of an embodied being. Phenomenologists have interrogated
perception with the consistent view, as exemplified by Leder (1990) that ‘Perception is itself a motor activity.

Moreover, that which is perceived is always saturated by the implicit presence of motility.’



Thus embodied experience is as important as all other experiences in our understanding
of the world — the world of animate and inanimate features. Research now shows that in
the early years embodied interaction is the most important medium of interaction and
furthermore its value persists throughout life as embodied interaction provides the
backdrop to most of our dealings with others and the world.

There is a great deal more to be said about these schools of philosophy (Whitehead
2010) however this brief explanation provides a window into a very different world - a
world in which our embodied dimension is a human dimension of incalculable
significance, and one that we ignore at our peril.

The Way forward

The challenge arising from my philosophical study was to find a way to share this
significance with others and to make a case for the recognition of the embodied
dimension as an important human capability. A concept was needed that identified the
role of our embodied capability in human life as we know it or put in another way to
identify the human ability to effect ‘fluent and productive embodied interaction with the
world’. The concept would need, firstly, to include reference both to the embodied
dimension. Secondly it would need to signal Monist principles and identify the
contribution this human capability makes in the majority of our interactions with the
surroundings. Physical literacy was the chosen concept, ‘physical’ fulfilling the first
requirement and ‘literacy’ fulfilling the second.

Challenges to the Concept of Physical Literacy

The concept of physical literacy as identifying a human capability with considerable significance and
philosophical support was first presented in 1993. Unsurprisingly there has been, and remains, ongoing debate

about the adoption of the concept.

‘Physical’ was seen to be perpetuating the idea of the ‘body’ as an object, and ‘literacy’
was seen as being too closely related to the ability to read and perhaps not a term that it
was appropriate to use in relation to our embodied capability.

In defence of ‘physical’

While ‘physical’ does have unfortunate dualist connotations there is no denying that we inhere a physical

dimension which is part of our human nature working in orchestrated harmony with all our other capabilities.

‘Movement’ was advocated as an alternative to 'physical’. While it is true that ‘movement’
avoids the dualist connotations of ‘physical’, the term ‘movement’ applies to a myriad of
non-human phenomena such as transport and the workings of machines. On this
account ‘movement’ has not, generally, been seen as appropriate for use in the field of
physical education — although it is been employed on occasion to describe the physical



activity undertaken in education in the early years and was, for a few years, used to
describe academic departments through giving them the title of ‘Human Movement
Studies’. Other alternatives to ‘physical’ are the philosophical terms ‘embodied’ and
‘motile’. Resultant terms would be either ‘embodied literacy’ or ‘motile literacy’. While
these might be acceptable terms in the context of philosophy, they were seen as
inappropriate for general use, being unfamiliar and somewhat esoteric in nature. So,
while accepting that the continued use of the term ‘physical’ has unfortunate
associations with dualism, rather than helping to signal the monist view that as humans
we are a whole, it was seen to be the most acceptable term to refer to our embodied
capability.

In defence of ‘literacy’

Alternatives to ‘literacy’ suggested were ‘competence’, ‘ability’ and ‘skill’. However ‘physical competence’,
‘physical ability’ and ‘physical skill would seem to leave the concept very much tied to pure physicality and to
perpetuate dualistic attitudes. While physical competence forms a key element of physical literacy, the terms
identified above would seem to focus on the embodiment as a machine or an instrument and do not address
important role of the embodiment as lived. Nor do these terms signal the interactive significance of the

embodiment as highlighted by Existentialists or endorse the monist foundation of the concept.

The notion of literacy as characterising a form of interplay with our surroundings or
productive relationship with the world is supported by UNESCO. The definition of literacy
given by UNESCO refers to literacy in its traditional use as a stand-alone concept being
the:-

"ability to identify, understand, interpret, create, communicate and compute, using
printed and written materials associated with varying contexts. Literacy involves a
continuum of learning in enabling individuals to achieve their goals, to develop their
knowledge and potential, and to participate fully in their community and wider society".

UNESCO Education Sector Position Paper. 13. 2004.

Notwithstanding the fact that this definition is directed to the written word, the reference
to literacy as facilitating full participation in the community and wider society undoubtedly
infers the development of a productive relationship between individuals and their
environment. In UNESCO'’s terms this relationship is made possible through the ability to
read and write. However | would argue that, in line with existentialist thinking, there are
multiple ways in which we can develop this productive relationship. This would seem to
be endorsed in that a good many subject areas have now adopted the suffix ‘literacy’ to
describe the value, goals and intentions with respect to their work. The following can be
found on the world-wide web:- Music literacy, Computer literacy, Digital Literacy,
Nutrition literacy, Political literacy, Media Literacy, Maths Literacy, Science Literacy,
Geographic Literacy, Arts Literacy, Health Literacy, and, of course, Physical Literacy

Clearly there has been a major shift in the understanding of the term ‘literacy’ — now
being subject to much wider use. In this context it could be asked ‘What are the common


http://unesdoc.unesco.org/images/0013/001362/136246e.pdf
http://unesdoc.unesco.org/images/0013/001362/136246e.pdf

threads of understanding among all those who are now adopting ‘literacy’ as an element
of their lexicon?’ | would propose that all would want to include attributes such as
appreciation, recognition, knowledge, understanding, assimilation, accommodation and
the initiation of an appropriate action, relevant to their specific context. In combination
these attributes would seem to point to the ability to respond appropriately and engage
productively within a particular field.

| suggest that the phrase ‘fluent and productive interaction’ with the world, sums up the
root characteristics of ‘literacy’ in any field/area. Effective interaction with the world is, in
the view of Existentialists, the key to a fulfilled life. This interaction is available in any
medium through which we interact with the world, hence the acceptability of the current
multiple uses.

In this context | feel it is not inappropriate to use the language and substance of the
UNESCO definition and to describe physical literacy as identifying a human capability
that affords us

‘the ability to identify, understand, interpret, create, respond effectively and
communicate, using the embodied human dimension, within a wide range of situations
and contexts. Physical Literacy involves a continuum of learning in enabling individuals
to achieve their goals, to develop their knowledge and potential, and to participate fully in
their community and wider society’.

At this stage it needs to be stressed that the adoption of the notion of ‘literacy’ in the field
of physical activity is not designed to give academic respectability or credibility to this
human capability, but rather to highlight its educational validity as part of a liberal
education that recognises all our human capabilities and potentials as of equal
importance and value.

Conclusion

In summary, | argue that the notion of ‘literacy’ in conjunction with the notion of ‘physical’
is both apposite and revealing. Physical literacy is in tune with certain schools of
philosophy and has resonances with life as we know it

Physical literacy:-

¢ signals the significance of the embodied dimension in interaction with the world,
and in so doing acknowledges the role of this dimension in perception

e implicates the embodied dimension in doing, interpreting, responding and
understanding, thus underwriting Monist views

e implicates the embodiment as lived and thus broadens the role of the embodied
dimension being purely a machine or instrument

¢ has non-exclusive connotations, indicating all can achieve this capability in line with
their unique endowment



The concept of physical literacy underwrites the key role that the embodied dimension
plays in life as we know it. In the context of our nature as beings-in-the —world physical
literacy affords us an essential avenue of interaction without which we could not realise
out potential as humans. Physical Literacy supports the view that we should celebrate
our embodied capability, a capability that needs no justification beyond its unique and
indispensible contribution to human life.
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Definition of Physical Literacy and Clarification of related
Issues

Margaret Whitehead

Abstract

This article sets out the current definition of physical literacy and then discusses a range
of issues, many of which seek to clarify the concept and counter misinterpretations that
have dogged the development and acceptance of the concept. The material in this article
draws on the physical literacy website and the publications by Whitehead et al in the
references.

The Definition of Physical Literacy

In short, as appropriate to each individual’'s endowment, physical literacy can be
described as a disposition to capitalize on our human embodied capability, wherein the
individual has:

the motivation, confidence, physical competence, knowledge and understanding to value
and take responsibility for maintaining purposeful physical pursuits/activities throughout
the lifecourse.

On account of our holistic nature, individuals who are making progress on their
individual/unique physical literacy journey, demonstrate the following attributes:

1. the motivation and confidence to capitalize on innate movement/physical potential
to make a significant contribution to the quality of life.

All humans exhibit this potential, however its specific expression depends on
individual endowment in relation to all capabilities, significantly movement potential,
and is particular to the cultural context.

2. movement with poise, economy and confidence in a wide variety of physically
challenging situations.

3. sensitive perception in ‘reading’ all aspects of the physical environment,
anticipating movement needs or possibilities and responding appropriately to these,
with intelligence and imagination.



4. a well established sense of self as embodied in the world. This together with an
articulate interaction with the environment, engenders positive self esteem and self
confidence.

5. sensitivity to and awareness of embodied capability, leading to fluent self
expression through non-verbal communication and to perceptive and empathetic
interaction with others.

6. the ability to identify and articulate the essential qualities that influence the
effectiveness of movement performance, and an understanding of the principles of
embodied health, with respect to fundamental aspects such as exercise, sleep and
nutrition.

Clarification of the Concept of Physically Literacy

Philosophical Foundation and the Breadth of the Concept

The concept of physical literacy has its roots in philosophy and arose from the study of
Monism, Existentialism and Phenomenology (see Article 1 on the History and
Development of the Concept). Significantly the concept is founded on a Monist viewpoint
and therefore rejects dualism.

The commitment to Monism is reflected in the definition which encompasses three of the
key characteristics of human nature - the affective, the physical and the cognitive. Focus
on only one of these areas of human potential does not constitute physical literacy. For
example developing fundamental movement skills is only a very small element in
promoting physical literacy.

Physical Literacy as a Concept that can best be understood as a Cradle to grave
Journey

Physical literacy is not a state that is reached and then persists throughout life. It is best
seen as a journey, a journey unique to each individual. Each journey is likely to
encounter twists, turns and maybe setbacks along the way. Journeys may stall on
account of a range of personal circumstances, some maybe beyond the individual’s
control. However with determination and the help of others, individuals’ journeys can re-
start and indeed flourish.

While all can be physical literate, it is the case that, if at any stage of life, individuals lack
or lose the motivation, confidence and physical competence to value physical activity
and take steps to maintain activity, they can no longer be described as being physically
literate, in other words they may become physically illiterate.

The key issue is that all who are supporting individuals need to provide experiences that
enable participants to make progress on their individual journeys. In circumstances in
which the individual could be described as physically illiterate, practitioners need to



encourage the participant to develop the motivation, confidence and physical
competence to enable the individual to start or restart their journey.

Physical literacy is much wider than physical education and encompasses all
participation in physical activity throughout the lifecourse. The promotion of physical
literacy is relevant throughout life and is as important to pre-school children, the adult
and older adult population as it is to learners in the years of schooling.

Physical llliteracy

Questions have been raised concerning how physical illiteracy could be described. From
one perspective every human is a physical being and exists only because each is, by
nature, embodied. In this context everyone, by definition, has, and employs physical
competence. However physical literacy only develops when this dimension is deployed
beyond what might be called subsistence level. Physically illiterate individuals will avoid
any involvement in physical activity in all situations wherever alternatives are possible.
This could include not walking short distances, avoiding tasks such as house cleaning
and gardening, preferring quick methods of preparing a meal and always using the
remote control to turn on an electrical appliance. Individuals will not be motivated to take
part in structured physical activity and will therefore not achieve any refinement or
development of their physical competence. They will have no confidence in their ability in
the field of physical activity, anticipating no rewarding feedback from such involvement.
Individuals will have a very low level of self-esteem with respect to this aspect of their
potential and will avoid all inessential physical activity in order to guard against failure
and humiliation.

Relevance of the Concept to every Individual whatever their Endowment

For some time there has been the misconception that physical literacy is only important
in the preparation of high level athletes. This is very far from the case. All can make
progress on their physical literacy journey, the challenge being to capitalise on individual
potential to take part in whatever physical activity is within an individual’s capacity.
Indeed the goal of nurturing physical literacy goes way beyond ambitions to produce elite
athletes. Wherever physical literacy is fostered, future elite athletes will benefit from the
breadth of activity covered and the positive and empathetic ambience of sessions.
However physical literacy is as valuable to the average performer and those with
particular challenges to overcome, as it is to the most able.

Motivation and Confidence as fundamental to Physical Literacy

As the definition anticipates the motivation and confidence to participate in physical
activity are at the heart of the concept. While it is the case that motivation and
confidence arise on account of progress in respect of physical competency, this
competency on its own does not constitute physical literacy. The mastery of a movement



skill in itself does not necessarily promote a desire to be involved in activity, rather it is
the rewarding satisfaction and pleasure generated from any experience in the movement
field that creates interest in further involvement. The long term aspiration of all
practitioners working to promote physical literacy in the field of physical activity is to so
enthuse participants that they adopt physical activity as a key element of their life
pattern.

The Relationship between Physical Literacy and Physical Education

There is some confusion concerning the relationship between physical literacy and
physical education. However physical literacy is not an alternative to physical education,
nor is it in competition with physical education. Physical education is a subject area in
the school curriculum while physical literacy is the goal of physical education, a goal that
can be articulated and defended with confidence to reveal the intrinsic value of physical
activity. (See ICSSPE Position Statement on Physical Education) The implications of this
clarification is that teachers or indeed any practitioners, DO NOT TEACH physical
literacy: rather they plan, guide and support learner involvement in experiences that are
rewarding, meaningful and develop self esteem and self respect.

Physical Literacy as a Concept with connotations beyond Schooling and the
Responsibility of many significant others to promote Physical Literacy

Another misunderstanding is that the concept of physical literacy is only relevant to
schooling. This is not the case. Fostering physical literacy is important in pre-school, out
of school and post school contexts — indeed in any situation involving physical activity.
This means that teachers of physical education are not alone in working to promote
physical literacy. All significant others who are in a position to influence attitudes to, and
competence in, physical activity have a role to play. This includes parents, carers,
nursery nurses, coaches, peers, family members, leisure management personnel,
employers, the medical profession and carers for the elderly. (See Whitehead with
Murdoch 2006) Teachers of physical education, however, do have a key role as they are
the only qualified professionals who will have contact with every young person. This puts
a responsibility on teachers to lay the ground for all learners to make progress on their
individual physical literacy journey.

The Implications of adopting Physical Literacy as the Goal of Physical Activity

The implications for all practitioners, e.g. teachers, coaches, instructors, working to a
goal of promote physical literacy are fivefold. They need to:-

e develop an informed and considered commitment to the concept

e conduct an honest self appraisal to ensure that they demonstrate equal interest in
every learner and design tasks to enable all to make progress

e undertake a thorough review of pedagogy to ensure motivation and confidence are
nurtured



e carry out a critical review of content to ensure sufficient time is spent on exemplars
from a broad range of activities, to facilitate enhancement of both physical
competence and self esteem

e engage in a comprehensive review of assessment so that this is used as a
motivational tool. Assessment should be ipsative (see note at end of this paper),
charting individual progress across all aspects of physical literacy. Comparison with
the achievements of others is seldom relevant.

All programmes working to promote physical literacy should evidence a common
pedagogical framework. Further detail of these implications can be found in Section3 of
the Bulletin.

Physical Literacy and pedagogical Models

There is also some confusion about the relationship between pedagogical models and
physical literacy. Physical literacy is not a pedagogical model. However physical literacy
can be promoted through any pedagogical model, be it for example sport education or
health related exercise. While it is suggested that a pedagogical model can be selected
for use in physical education, as and when appropriate, the goal of every learner making
progress on their individual physical literacy journey should underpin all curricular and
extra-curricular work in physical education.

Physical Literacy as encapsulating Significance and Value for Physical aActivity
as an end in itself and not as a means to other Ends

Physical literacy provides a clear rationale for the unique and intrinsic value of physical
activity. No extrinsic justifications are needed such as cognitive development, social
development or moral development. Physical activity should be seen as an end in itself
rather than a means to other ends. This is grounded on the philosophical support from
existentialists and phenomenologists who give unequivocal support for the centrality of
our embodied dimension in life as we know it. This issue is fully debated in Capel and
Whitehead (2013) with reference to Peter Arnold’s seminal paper that addresses
education about, through and in movement. The conclusion drawn here by Capel and
Whitehead is that while it is the case that, on account of our holistic nature wider benefits
may be experienced from participation in physical activity, these should not be used as
the justification of physical activity or of physical education in schooling. Physical activity
needs no justification beyond its intrinsic value.

NB Ipsative assessment is assessment against an individual’s previous performance.
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Abstract

In Margaret Whitehead’s more recent and updated definition of physical literacy
(Whitehead, 2013), she uses the words ‘understand’ and ‘value’. These words represent
key terms that underpin how her definition is interpreted and how it is translated into
practical steps that enable teachers and practitioners to implement it diligently and
steadfastly.

The starting point for this article is to pose two questions (1) what is the value of physical
literacy? and (2) why is it valuable? In this article | propose to answer these questions in
order to illuminate the significance of physical literacy and put them in the context of
what there is to understand.

What is the Value of Physical Literacy?

Our assessment of the value of physical literacy needs to be addressed in two ways (1)
on a personal level — of the young person or adult, and (2) professional level.

On a personal level physical literacy has value because it fosters a fundamental human
capability:

e a capability that has the potential to enhance and enrich the quality of lives
e a capability without which we could not develop as human beings

e a capability which operates in concert with our other capabilities

Purposeful physical pursuits represent a range of activities that can have great
significance and value that affect people in a very pervasive manner. A key aspect is that
the individual comes to understand the benefits of regular engagement in purposeful
physical pursuits. They have the power to enrich and transform lives, becoming an



absorbing interest that rewards and fulfls and also provides avenues for the
enhancement of human potential. When purposeful physical pursuits become part of an
individuals’ life pattern they can enrich lives. When people are engaged in something
they consider valuable and worthwhile they become aware of how participation can
enable them to flourish and enhance their wellbeing. As a consequence, they see
physical activity as an important priority in their lives and take steps to embed it within
their life pattern. This commitment enables them to access purposeful physical pursuits
that have become a fundamental and important part of our human heritage and cultural
life. A life devoid of participation in purposeful physical pursuits is a life less lived fully - a
life without the exhilaration of realising our embodied potential and the wide range of
benefits this brings. In other words these pursuits become crucial IN our lives.

Purposeful physical pursuits have a significant role to play in promoting the health and
wellbeing of individuals (CMO, 2011). By engaging in a variety of purposeful physical
pursuits on a regular basis, young people ensure the development of the complex inter-
related systems of their body to an optimal level of functioning that enables them to
energise their lives. In achieving this, young people are building a wellbeing resource
and reserve that provides the conditions for enriching their lives in other ways, develop
other capabilities and enables them to feel good and flourish well. In the same way,
certain forms of exercise can help to restore people’s physical capacity and aid recovery
following ill-health, an operation or a condition that inhibits a person’s normal life.

Participation in a range of purposeful physical pursuits provides the opportunity for
individuals to develop a variety of human capabilities. For example these pursuits can
foster appropriate interpersonal skills. The collaboration required in many purposeful
physical pursuits requires participants to develop co-operative skills such as empathy,
reciprocity and sensitivity. In addition, engagement in purposeful physical pursuits takes
place within a context of different social networks in which others can contribute to a
person’s flourishing and they in turn contribute to the flourishing of their friends and
contacts. Participation provides situations that rely on trust and respect for others.
Similarly personal skills are called on such as the adoption of conduct that reflects
fairness, an appreciation of rules and conventions and the willingness to take
responsibility. Effective participation also often depends on unselfishness and
consideration for others. Engagement in purposeful physical pursuits is important FOR
our lives. It needs to be stressed, however, that participation should NOT be seen just as
a means to develop such desirable social and personal ends but rather a medium in
which, if there is interaction and commitment, these additional benefits are possible
outcomes.

On a professional level, an understanding of physical literacy enables the practitioner or
teacher to acquire an inspirational model for putting in place a more informed vision of
what can be achieved in physical education. At the same time, this understanding
provides teachers with guiding principles that inform what needs to be addressed in the
promotion of purposeful physical pursuits and how engaging with young people and
adults is a crucial part of this process. These are significant values that give physical



education, educational validity, not least in preparation for life beyond school.

By fostering physical literacy we are working to help people get on the inside of different
purposeful physical pursuits. We are striving to open the minds and hearts of young
people to the satisfactions that can be generated and the needs fulfilled by participation
in purposeful physical pursuits. As a result we need to go beyond ‘just engagement’ in
school-chosen activities; young people need to learn from their involvement and begin to
appreciate the characteristics and values of different activities. This will necessitate
putting in place appropriate purposeful physical pursuits and ensuring access to all
young people as well as monitoring one’s practice to match expectations with the
realities of schooling.

We must enthuse our learners so that they develop a commitment to participation and in
addition are appropriately informed and empowered to take responsibility for the choices
they make. These choices include both the adoption of an active lifestyle and decisions
about in which purposeful physical pursuits they will engage. In other words, we need to
help our learners to develop a commitment to participation, and recognise it is up to
them to make choices. A person’s wellbeing can only be realised in full if they accept
that it is their responsibility to do all they can to enhance it: no-one else can do this for
them. Thus, we need teachers with the skills to cultivate, nurture and help people to
cherish their vitality, dynamism, energy and wellbeing and avoid squandering them.

In order to take these ideas on board, teachers and practitioners may need to address
the following:

e Free their minds from narrow tradition, custom or habit.
e Have the capacity to connect with other ways of thinking.

e Develop imagination to decipher alternative interpretations in a meaningful and
sympathetic way.

Why is Physical Literacy valuable

Finally, | need to turn to ‘understanding’ physical literacy. The National Curriculum in
England uses the word ‘understanding’ in all the areas of learning: ‘knowledge, skills and
understanding’ required in each subject. However, there is no explanation of what these
words mean or what they imply. If understanding is an important part of children’s
learning in schools and in physical education why has so little time been spent in
articulating how teachers can organise learning and provide informed guidance on how
to achieve understanding? There appears to be no guidance.

Almond and Ayers (2013) made an attempt to unravel what ‘understanding’ in the



context of teaching games meant. They reviewed papers by Grimm (2006; 2010; 2012)
to highlight the following key characteristics:

Grasping and seeing

Making sense of something

Coming to understand is primarily attributable to the abilities of the student

Understanding as an accomplishment

In order to ‘understand’, our students need to grasp how the different aspects of a game
depend upon one another and to anticipate how changes in one part of the game will
lead (or fail to lead) to changes in another part. Seeing is also an ability to anticipate or
see what things could be like. In other words we need to find ways in which we can help
our students to make sense of what can happen in a game. Underpinning these
characteristics, is the recognition that understanding is an accomplishment and an ability
of the student. This implies that learning to be independent is central.

In respect of physical literacy there are two dimensions to understanding, one relates to
what we would hope learners understand as they make progress on their physical
literacy journey, the other is the understanding that the teacher needs concerning how
they can foster this capacity in learners.

It is not expected that learners will understand the concept of physical literacy, its
philosophical underpinning, its justification, its elements and attributes. However we
would hope that learners acquire the ‘understanding’ that is associated with learning to
value and take responsibility for maintaining purposeful physical pursuits/activities
throughout one’s life-course.

It is hoped that learners will grasp:

e that they need to develop their physical potential to experience the satisfaction of
progress and success in purposeful physical pursuits

e that they need to exercise their ability to make choices and to control the
procedures needed to achieve goals that the person values

e the importance of taking responsibility for their own well being

That they will see that:



e participation in physical pursuits can enhance sense of vitality, dynamism, energy
and wellbeing

e being active can be rewarding and pleasurable and develop a commitment to an
active lifestyle

That they will make sense of:

e the need to explore participation in a wide range of purposeful physical pursuits
and thus widen their life choices

¢ the notion that regular participation in purposeful physical pursuits develops a
resource that enhances all round health and well being and that this will be of
benefit to them throughout the life-course and into old age.

These goals for the learner to achieve in respect of physical literacy are very ambitious.
As will be appreciated from the list above they demand independent thinking and
commitment, not to mention strength of character and vision.

In a very challenging book, Taylor (1991) highlights the need to define oneself actively,
to ‘exist in what he calls a horizon of important questions’. For Taylor does not believe
that commitment to one’s idiosyncrasies trump all because there are some idiosyncratic
pursuits that are meaningful and those that are not. His question becomes one of
differentiation and qualification. Which are the worthwhile idiosyncratic pursuits? Taylor
objects to things taking on importance because people privately decide or feel that
something is important. Things need to take on significance against a background of
intelligibility or what he calls ‘the horizon of significance’. This is where physical literacy
can provide this sense of intelligibility but this represents a major challenge for all
teachers and practitioners: if they don’t understand what it is or entails they will be
unable to promote it.

Taylor speaks of ‘authenticity’ which requires individuals to be purposeful, to know what
one wants to make of oneself, what one intends to identify with and then craft a
consistent project from within one self, to accomplish something. To achieve this, it is
necessary to take active care of oneself, to decide what needs to be added to his



horizon of significance by engaging in specific projects that have meaning for the
individual.

In addition, Taylor (1991) makes the point that an individual becomes a full human agent
capable of ‘understanding’ and defining themselves through interactions with one’s
surroundings, communicating with others and exploring one’s opinions with significant
others and in some instances through struggling against pressure from others to be
something else.

Nevertheless, this portrayal of ‘understanding’ is incomplete because there is one
feature that has not been addressed; teachers need to ‘understand’ HOW to put their
initial understanding into practice and demonstrate ‘intelligent performance.” Jerome
Bruner makes the point “ I've become increasingly convinced that the powers of mind
reach their fullness not simply in accumulation -- in what we come to know -- but rather
in what we can do with what we know, how we are enabled to frame possibilities beyond
the conventions of the present” (Bruner, 2007: p.2). This is the ingredient that we tend to
ignore, how do we help all young people?

Conclusion

The most recent definition of physical literacy contains the words value and
understanding. These are extremely important words because they have implications for
how physical literacy is interpreted and how it guides the practice of promoting
purposeful physical pursuits across the life-course. In this short paper | have addressed
some issues concerning what it means to value physical literacy and | have made an
attempt to introduce the idea of understanding.

Engagement in purposeful physical pursuits has the capacity to enrich lives in significant
ways and can enable people to energise their lives and reduce their risk to a number of
chronic diseases. An understanding of physical literacy brings to the forefront the
significance of helping people to make informed choices, acquire a sense of
empowerment and agency together with realising the importance of responsibility for
their wellbeing. These are important capacities that should have a significant role in the
education of young people as well as adults. How we achieve this should be a major
concern for all us.

Allied to this concern, is the need to establish ‘horizons of significance’ (Taylor (1991)
and what he calls a background of intelligibility. |1 believe that physical literacy can
provide such a background of intelligibility, a task worthy of all our efforts in the quest to
develop more understanding of what a commitment to physical literacy entails and how it
can influence the lives of young people and adults.



Finally, it is somewhat narrow to use the word teacher in the context of physical literacy
so | have used practitioner as a way of acknowledging that we are concerned with the
life-course. Thus adults and older adults need to be considered.
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The Value of Physical Literacy

Margaret Whitehead

This paper serves as an introduction to Len Almond’s paper on the value of physical
literacy. It is one of a series of advocacy papers for use in introducing physical literacy to
those less familiar with the concept. Len’s paper discusses some of these values in
greater detail. Reference to the value of physical literacy can be found in many of the
papers in the Bulletin.

What is the value of being physically literate?

Physical literacy is valuable because it fosters a fundamental human capability
e a capability without which we could not develop as human beings
e a capability that has the potential to enhance and enrich the quality of lives

e a capability which operates in concert with our other capabilities

More specifically physically literacy is valuable as individuals:-

e develop their physical potential and

experience the satisfaction of progress and success in physical activity

e grow in self awareness and self assurance and

strengthen their global self belief and self esteem

e come to realise that being active can be rewarding and pleasurable and

develop a commitment to an active lifestyle

e have the confidence to explore participation in a wide range of activities



acquire a sense of empowerment to make choices and thus widen their life choices

e enhance their all round health and well being and

are less likely to become over-weight and more likely to remain fit and healthy into old
age

e come to appreciate the value of physical activity in respect of promoting
wellbeing and realise the importance of taking responsibility for their own
participation

e |learn to make informed decisions about the kind of purposeful physical activities
they want to engage in, on a regular basis and actively evaluate their life habits
and patterns, with respect to participation in purposeful physical activities, from
an informed position

| judge these to be highly significant values, values that give physical education
educational validity, not least in preparation for life beyond school.

Through making progress on their physical literacy journey, individuals cannot only
develop the motivation and confidence to maintain an active lifestyle, they can also grow
in self confidence and self esteem, enjoy participation in a wide range of activities and
appreciate the beneficial effect of being active on their total well being and its impact in
their lives.
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“Strike While the Iron is Hot”: the duty of physical education
to capitalise on its' compulsory position with a holistic
curriculum underpinned by physical literacy

Andy Sprake & Sue Walker

Andy writes ‘As a trainee teacher of Physical Education in England , | was frequently
asked questions such as “So you’re teaching PE? What’s your sport?” | had always
believed that teaching PE was far more complex than that and having been introduced to
the concept of Physical Literacy, my personal philosophy for PE now has some structure
and theoretical underpinning. However, the more | understand and value the concept,
the more | appreciate how much work is still to be done if it is to inform future PE
practice.’

Abstract

This paper explores the philosophical controversies surrounding Physical Education
within a curriculum shackled to a dualist perspective on what is educationally valuable.
Adopting a monist outlook on human embodiment, the authors encourage
educationalists to reconsider the currently lopsided view of educational priorities and to
broaden the vision on human intelligence. The recent political impetus surrounding
Physical Education must be exploited. Those within the profession have a duty to
capitalise on this and strike while the iron is hot. By offering a vision of school PE which
recaptures a holistic focus, Physical Literacy might enable PE to reassert itself and be
celebrated in its own right.

Introduction

The overarching purpose of education is to promote the holistic development of children
and young people (McGettrick, 2005). A fleeting glance at the range of subjects on offer
through the English National Curriculum (QCA, 2007) might suggest that the education
system is doing just that, while the reality is somewhat different. In its current state,
education is handcuffed to an ideology which has a narrow perspective on human
intelligence (Robinson, 2013). That is, the entire curricular spectrum is informed by a
dualist view of what is didactically valuable which, in turn, has created a hierarchy
whereby intellectual development is the top priority. This can be evidenced by the
current framework for school inspections in England, which measures the overall
achievement of pupils based on their academic attainment (Ofsted, 2013). Furthermore,



this dualist paradigm is now so deeply-embedded in education that physical education
(PE) has been manipulated into a position where mind before body is accepted as
‘common-sense’. Consequently, by joining the ‘academic bandwagon’ (Whitehead,
2013a), PE is limiting its unique opportunity to contribute to a holistic education.

Dualism and the Manipulation of Physical Education

The role and contribution of PE has long been a contested area (Smith and Parr, 2007).
This is perhaps unsurprising given the on-going struggles to establish a definitive
purpose for the subject (Bailey and Kirk, 2009). Ironically, the debates concerning PE
appeared to exacerbate the philosophical confusion surrounding the subject, rendering
PE as a vulnerable target for the dualist take-over that followed. In effect, PE has been
backed into a corner. The hegemonic-dualism which informs PE appears to disregard
the subject’s true potential (Sprake and Palmer, 2012) and is suffocating the would-be
holistic development of children and young people.

Dualism is based on the belief that humans not only comprise two ‘separate’ parts (the
body and the mind) but that the body is subservient to the mind (Whitehead, 2010b).
Therefore, if all the subjects are compelled to pledge allegiance to a dualist ideology, PE
might seem the most controversial and unproductive. The increasing focus of PE to
support academic achievement (Trudeau and Shephard, 2008) combined with the
significant rise in examinable PE (Green, 2008) demonstrates a clear acceptance that
intellectual development is an over-riding priority within the curriculum. It is argued that
the ‘academicisation’ of PE (Green, 2005) has enabled the subject to assert its
educational worth (Sprake and Palmer, 2012). Unfortunately, however, this approach
seemingly overlooks the main strength of PE, which lies in its ability to develop the child
holistically. Nevertheless, through ideological power-relations, PE has been persuaded
into accepting that the transfer of academic knowledge is a common-sense priority, even
though it might not be in the best interests of PE itself. From a sociological perspective,
this process has been described as “curricular-hnegemony” (Sprake and Palmer, 2012, p.
75).

Similarly, it is argued that PE is exploited as a “political football” (Johnrose and Maher,
2010, p. 15) which is kicked back and forth in order to serve in the best interests of
political preferences. As it stands, PE is the only compulsory subject in England at KS1-4
in addition to the obligatory English, Maths and Science. This indicates a government
commitment to PE which must be exploited. Advocates of PE have been presented with
a window of opportunity to establish a clear and unified rationale for the subject which
would enable PE to be celebrated in its own right (Whitehead, 2010a) and thus stand
shoulder to shoulder with other curriculum areas.

Monism, Physical Literacy and the Re-Focusing of Physical Education

A recent proposal for the justification of PE has been the development of Physical
Literacy (Whitehead, 2010a) in which the focus should be on movement rather than the
activities themselves (Burgess, 2013). Physical Literacy as an outcome of PE can



provide children and young people of all abilities and dispositions with the foundations on
which to build a lifelong commitment to, and enjoyment of, physical activity.

The concept of Physical Literacy stems from a “monist approach to human nature”
(Whitehead, 2013b, p. 37). Unlike dualism, monism is a philosophical perspective which
views human embodiment as one indivisible entity, in which neither the mind nor the
body can claim superiority (Whitehead, 2010b). This viewpoint allows for a holistic
understanding of human existence and captures the full essence of human experience.
Gill (2000, p. 100) astutely remarks that “only against the backdrop of embodied
experience” can propositional knowledge become useful. Thus, by allowing a dualist
philosophy to inform the nature of the subject, PE might be criticised for selling itself
short. By the same token, until PE can indeed be justified in its own right, then it may be
difficult to envisage a PE-existence which is not exploited for any and all academic
potential. This is not to say that the academic components of PE should be abolished,
rather, that it need not eclipse the subject’s fundamentally physical nature. Indeed, a
monist approach towards educational relevance would allow for a ‘broad and balanced’
appreciation of human embodiment.

Kirk (2010, p. 121) anticipates three possible futures for PE: “more of the same, radical
reform or extinction”. If the subject merely produces more of the same, it is likely to
arouse the same timeworn debates, which may guide PE to its own eventual extinction.
The principle aim of Physical Literacy, on the other hand, is to equip individuals of all
ages and dispositions with the “motivation, confidence, physical competence, knowledge
and understanding to maintain physical activity throughout the lifecourse” (Whitehead,
2010a, p. 18). Considering that the central aim of PE is to promote lifelong physical
activity, Physical Literacy might be the “light at the end of the tunnel” (Sprake and
Palmer, 2012, p. 75). Herein might be the radical reform that has eluded PE throughout
its contested history.

There are, of course, various challenges to this paradigm shift. This new approach would
demand a move away from the ‘tick every box’ culture inspired by the increasing
demand for instant accountability. This climate, in which pupils have been labelled a
‘Level 3b’ in football, is counter-productive to the Physical Literacy journey. Indeed,
enabling a child to develop their physical literacy requires a focus on the process rather
than the product (Fox, 2010).

Philosophy to Pedagogy: barriers to Physical Literacy

Physical Literacy can be characterised as the “development of a disposition” as opposed
to the realisation of an end product (Whitehead, 2010b, p. 163). The process of
becoming physically literate, therefore, against the backdrop of a product-driven
education system, is fundamentally challenging, not least because measuring the degree
to which a disposition has been developed is a challenge in itself. In an educational
climate fixated on pupil-data, progress reports and accountability, it is foreseeable that
promoting Physical Literacy as ‘the new underpinning concept for PE’ will be met with
concerns about its practical application. The dearth of pedagogical guidance renders it
difficult for a teacher at the ‘chalk-face’ to demonstrate where a pupil currently sits on



their Physical Literacy journey. It should be emphasised that Physical Literacy is neither
an alternative to PE nor a pedagogical model in itself (Whitehead, 2011) but the
pedagogical challenges that have stifled attempts to embed Physical Literacy into PE
(Bassett, Sammon and Casey, 2013) must not be overlooked. In order to maximise the
impact and secure the future of Physical Literacy in education, it might seem prudent to
develop a framework for its practical application in schools. Unless a tangible model is
developed, one which promotes a holistic PE experience while at the same time
providing means of accountability, then it seems unlikely that schools will redefine their
day-to-day PE practices.

Whitehead with Almond (2013, p. 27) have attempted to bridge the gap between theory
and practice for the application of Physical Literacy by setting out guidelines through
which teachers can facilitate a “...pedagogy of engagement”. They do this by advising
teachers to consider several learner experiences on their Physical Literacy journey.
These experiences are to be rewarding and enjoyable; ones which promote self-worth
and self-confidence; that enable pupils to progress and succeed; empower pupils to
make choices about physical activity; that enable pupils to understand the value of
physical activity for lifelong health benefits; and experiences which encourage pupils to
engage in physical activity for themselves (Whitehead with Almond, 2013, p. 27).
Despite their efforts, however, there remains an air of confusion about how to embed
physical literacy within the PE classroom.

Needless to say, schools are dynamic and complex environments caught up in a
whirlwind of various pressures (Park, 2003). Such pressures are likely to overshadow
any efforts to promote the concept of Physical Literacy, particularly when guidelines for
its application in PE seem to come in the form of abstract signposts rather than practical
advice for teachers. In order to make the concept of Physical Literacy more immediately
appealing to schools and their practitioners, it seems important to establish a framework
for implementation which is user-friendly. In doing so, the future of Physical Literacy in
PE would hinge on something more than a philosophical selling point.

Attempts have been made, however, to make Physical Literacy more accessible for
practitioners. The basic movement skills programme ‘Developing Practical ABCs'’ is a
toolkit which enables teachers to facilitate a fun, active and progressive learning
environment, in which learners of all abilities can develop an enthusiasm and passion to
be physically active (Walker, 2013). Such toolkits might provide an ideal starting point
from which to generate a growing advocacy for the practical element of Physical
Literacy, but it is imperative that they are placed in context and strategically promoted as
only one aspect of physical literacy and not as the sole driver of PE. This is not to say
that the essence of Physical Literacy can simply be put in a box or packed up and sold,
but the issue certainly warrants further discussion.

In addition to the problems of embedding Physical Literacy into PE, many PE
departments are pressured to ‘pick-the-teams’ in time for extra-curricular sports or
activities. The specific demands of these ‘trials’ requires an immediate focus on the
product, that is, how well the pupils can already perform. This approach is indifferent
towards the process. Invariably, children’s early experiences of sport and physical
activity have severe implications for their subsequent involvement (Trimble, et al., 2010)



and, incidentally, research suggests that only a minority of adults continue to participate
in activities they experienced in PE (Kirk, 2005). This implies that PE in schools is
currently failing to achieve one of its central aims. From a phenomenological
perspective, it could be suggested that, for such adults, the prospect of engaging in
physical activity might provoke unpleasant recollections of their experiences of PE.
Therefore, the manner in which PE is facilitated can impact heavily on pupils’
enthusiasm to engage in lifelong physical activity (Fairclough, Stratton and Baldwin,
2002). PE appears to be the intersection at which young people opt-in or opt-out of
physical activity, which magnifies the responsibility of the PE teacher and highlights the
social and health implications of the subject. It is therefore the duty of physical educators
to generate, harness and nurture pupils’ physical competence in order to build positive
experiences and predispositions towards lifelong physical activity, during both curricular
and extra-curricular activities. This adds indirect support for Whitehead (2010), who
insists that it is essential for young people to leave compulsory schooling with a positive
attitude towards physical activity, in other words are making clear progress on their
individual physical literacy journey.

The future of Physical Literacy, in the PE setting, might currently lie in the hands of those
who advocate the philosophical roots from which it originates. Perhaps the promotion of
Physical Literacy should become an integral part of Initial Teacher Training, equipping
future educators with a sound understanding of how to articulate and justify the
educational validity of physical education.

Conclusion

The opportunities for children and young people to experience a holistic education are
being supressed by an ideology which has a narrow view on human intelligence
(Robinson, 2013). The entire curricular spectrum is seemingly informed by a dualist
perspective on what is educationally valuable, whereby academic attainment is the top
priority. The main strength of PE lies in its ability to develop the child holistically.
However, through a process of hegemonic-dualism, PE has repositioned itself in a
manner which seems to support the notion of mind before body. This approach restricts
the true potential of PE to contribute to a holistic education which, incidentally, is the
overarching purpose of education itself (McGettrick, 2005).

It would seem, therefore, that there is a pressing need for educationalists to reconsider
the currently lopsided view of educational priorities and to broaden the vision on human
intelligence. Adopting a monist understanding of human embodiment might see both the
physical and the academic components of PE being valued equally. More importantly,
doing so might enable PE to be PE and allow teachers to facilitate an environment
whereby the holistic development of children and young people could truly flourish. From
this perspective, Physical Literacy would be viewed as a legitimate learning journey, one
which has the potential to define the role and nature of PE.

The future of Physical Literacy within PE relies on more than a philosophical selling
point. In order to take-the-reigns of PE, a unified model for the application of Physical
Literacy must be established. The pedagogical implications of a curriculum underpinned



by Physical Literacy must be debated and a consolidated approach agreed. What's
more, all within the PE profession have a responsibility to “address and debate” the
future of the subject (Penney and Chandler, 2000, p. 85). Therefore, trainee and newly
qualified teachers might serve as the ideal target for a growing advocacy of the Physical
Literacy movement because, ultimately, they will be responsible for reproducing or
revolutionising the culture of PE practices.

In conclusion, the political impetus surrounding PE must be exploited. Those within the
PE profession have a duty to identify a clear purpose and unified rationale for the
subject. By offering a vision of school PE which recaptures a holistic focus, Physical
Literacy might present an invaluable opportunity for PE to reassert itself and be
celebrated in its own right. A holistic vision of PE is within our grasp - we must capitalise
on this and strike while the iron is hot.
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Stages in Physical Literacy Journey

Margaret Whitehead

Abstract

This short paper looks at the age related stages through which a physical literacy
journey will pass and suggest some basic characteristics within each stage. Significant
others who will play a part in supporting the individual in making progress are identified
and the situations and contexts in which physical literacy can be nurtured indicated.
Other papers in the Bulletin go into much more detail in respect of each of these stages.
This paper provides a brief map laying the ground for the material in other papers. Table
1 ‘Attaining and maintaining lifelong physical literacy’ presents an outline.

Introduction

While it is accepted that every individual will experience a unique physical literacy
journey it is not without value to reflect on the way these journeys will, characteristically,
pass through different phases according to the age of the individual. In relation to the
development of physical literacy an individual can be seen to travel through six stages:-

e Pre-School years

e Foundation/Early and Primary School years
e Secondary School years

e Early adulthood years

e Older adult years

e Adult years

Pre-School years

In the period between birth and approximately 3 years, the foundation for the development of physical literacy
should be fostered, supported and encouraged by all those in contact with the child - parents, family and
significant others, such as those running Day Care centres. This is a critical stage, during which young children

should be given every opportunity to be physically active. Deprivation of movement can have serious long term



effects on progress across many aspects of child development. Environments need to be set out and designed
in such a way that allows for and encourages physical activity at this stage, including the home, the local

environment, child care settings and activity clubs.

Foundation/Early and Primary School years

In the Foundation and Primary school period, the fundamentals of physical literacy need
to be further developed and soundly established. These fundamentals relate to
motivation, confidence, motor competence and knowledge and understanding. This is a
critical period covering a significant time when competences and attitudes are often
achieved and formed, none so important as motor competence and self confidence in
the area of physical activity. As learners progress through this stage there should a
gradual increase in involving the participants in discussing the nature and value of
physical activity. Opportunities to plan and evaluate their own work and progress are
recommended. Burgeoning physical literacy can be seen both in the ability to co-ordinate
the whole body in activities such as jumping and climbing and in the facility to apply
these movement patterns in a variety of settings. Developing physical literacy at this
stage is significantly in the hands of teachers conducting physical education lessons.
Also involved at this stage are parents, family, peers and coaches. Environments that
are needed to support this significant stage of development include the school, the home
and local clubs and recreational facilities. Those responsible for creating and maintaining
these environments include schools, clubs and local authorities.

Secondary School years

In the adolescent years in Secondary School it is essential that the fundamentals listed
above are nurtured and enhanced. This should occur in tandem with devolving more
responsibility to the learners to devise and evaluate their own movement challenges.
Some serious discussion about the importance of physical activity to lifelong health and
well being should take place at this stage. It will be as important to ensure that these
young people realise the benefits of an active lifestyle as to nurture their motivation,
confidence and competence in relation to physical activity. These learners should have
experiences that help them to value physical activity and also to realise that it will be
their responsibility to maintain this activity when they leave school. It should be made
clear that physical activity is for all, not just for the most talented. The furtherance of the
development of physical literacy in these years, even if this capability has been
successfully established in the primary school years, is crucial if abilities and attitudes
are to be carried forward into life after school.

Important here will be the understanding, on the part of practitioners working with these
young people, of the need to respond to the challenges encountered throughout the
adolescent years. The rapid changes that occur can cause acute self-consciousness and
be accompanied by fear of embarrassment . The nurturing of physical literacy must
accommodate the changing physique, attitudes and social prerogatives that these
learners experience. This is a particularly challenging period in the development of



physical literacy, as some young people pass through a stage when previously well
managed movements become clumsy and posture becomes awkward. Key players at
this stage are teachers of physical education, peers, family, coaches and sports
development personnel. Important at this stage, also, is the guidance given to young
people in respect of the opportunities that are available for continued participation in
physical activity when they leave school. Supportive environments are again needed,
including in e.g. the school, the home, local clubs and leisure centres. Responsibility for
providing appropriate environments for physical activity rest with local and often national
policy makers.

Early adulthood years

In early adulthood the responsibility to establish, maintain and further physical literacy is
in the hands of the individual. The motivation to do this will be a direct result of the
quality of the experiences that have been encountered in the preceding years. These
experiences need to have developed a positive attitude to physical activity. Specifically
they need to have been enjoyable, and should have developed movement competence
and promoted self confidence and self esteem. In addition these young adults should
value physical activity for its contribution to the quality of life and take active steps to
make it a regular feature in their lives. Where all those who have been in a position to
influence an individual in the area of physical activity have been encouraging, supportive
and empathetic, the young adult should readily take steps to adopt an active life-style.
The young person who is physically literate will not only move with fluency and control,
but will also carry him/herself well, evidencing confidence and a developing self-
assurance. Significant others here will include peers, family, colleagues and personnel in
the sports, medical and leisure fields. Contexts for this continued participation need to be
established and maintained in both the public and private sector. Government and local
policies will be central here if every young adult is to have access to activity settings.
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Equally local clubs and leisure facilities need to welcome these young people. Messages
from the media will also be influential.

Adult years

In adulthood, where physical literacy has been established, individuals will readily
engage in physical activity as a regular aspect of their lifestyles. They will appreciate the
intrinsic value of physical activity, as well as its contribution to health and well-being.
Participation will be valued for the pleasure and fulfilment it brings, as well as for the
challenge and personal development that it offers. There is ample opportunity for this
physical literacy to be enriched and furthered through the individual taking opportunities
to increase their physical competence and to learn more about the importance of activity
to a healthy life. Significant others and environments that are needed to support this
continued involvement are the same as those for the young adult. Spouses, partners and
family members will play an important part at this stage, not least in facilitating
participation, but also in encouraging the individual to take up different Movement Forms,
perhaps more appropriate to the adult in the middle years. Facilities as mentioned above
are essential for physical literacy to be maintained.

Older Adult years

In older age, physical literacy needs to be sustained within the context of changes in the
physical potential of the individual. With a sound understanding of the value of physical
activity and a life-time of positive experiences in exercise, the older person can embrace
physical literacy in a modified form. Family, peers and the medical profession are all
significant here and opportunities for activity should be readily available in the local
environment.

Conclusion

The first three phases of a physical literacy journey are likely to be guided and supported
by significant others in an individual’s life, however the latter three stages will be in the
hands of the individuals themselves. It cannot be stressed too strongly that the
grounding in the first three phases, in almost all cases, will have significant
repercussions in the later years.

End note

This short paper has been written from a background of the situation in England. A
valuable exercise would be for those from other countries to critically evaluate, the
content of the text and the table and create a table that reflects the situation in their own
country.

This paper is a re-presentation of part of an article by Whitehead, M. E. with Murdoch,
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Physical literacy as a Journey
Liz Taplin

Abstract

Whitehead (2013) states that physical literacy is ‘best seen as a journey; a journey
unique to each individual.” This article examines Whitehead’s statement and establishes
the relevance and usefulness of adopting the journey metaphor. Furthermore, life history
will be suggested as a method of recording and mapping an individual’s physical literacy
Jjourney. The article uses, and builds on, ideas presented by the author at the
International Physical Literacy Conferences in Banff (Canada) and at Wyboston Spa
(UK) in 2013.

This article considers the premise that physical literacy is ‘best seen as a journey; a
journey unique to each individual’ (Whitehead, 2013) and aims to examine the
appropriateness of this claim. The discussion is based on an acceptance of the most
recent definition of physical literacy that it is:

... a disposition to capitalise on our human embodied capability, wherein the individual
has the motivation, confidence, physical competence, knowledge and understanding to
value and take responsibility for maintaining purposeful physical pursuits/activities
throughout the life course. (Whitehead, 2013)

In addition, it will be suggested that the use of life-history is one method that can be used
to record physical literacy journeys and can play a role in charting, or mapping, the
progress an individual makes on their physical literacy journey.

Whitehead (2010) suggests that physical literacy is a journey from cradle to grave and
that every individual travels their own unique physical literacy journey. Some people,
mistakenly, see physical literacy as an end point. It is often, mistakenly, seen purely as a
level of skill that needs to be achieved in childhood before an individual can move onto
more complex activities. This is most certainly not the case (Whitehead, 2013). Whilst
childhood is a critical phase for developing physical literacy, it is important that physical
literacy is seen as a lifelong disposition. It can be hard work developing physical literacy,
but it is relatively easy to become physically illiterate at any point during the life course.



Whitehead (2010, p12) states that ‘physical literacy is a lifelong asset, enriching life at all
stages’ but it is also a disposition that has to be nurtured and maintained, otherwise it will
be lost. In this respect, seeing physical literacy as a journey, rather than a destination, is
most apt.

The phrase ‘physical literacy is a journey’ is a metaphor, which is simply a linguistic tool
used to explain a particular idea. Lakoff & Johnson (1980) suggest that using metaphor
is a way of explaining abstract ideas in a concrete fashion which helps shape the way
one sees the world. Thus, using the ‘physical literacy is a journey’ metaphor helps to
make sense of the concept. Furthermore, Lakoff & Johnson (1980) suggest that as
individuals and/or groups become familiar with a particular metaphor, they begin to feel
confident with its meaning to such an extent that the metaphor becomes a reality. As this
reality becomes stronger it begins to be acted upon. For example, if we understand
physical literacy as a journey throughout life, we are more likely to understand that
developing our physical literacy is an on-going process; or a marathon as opposed to a
sprint.

With physical literacy being a disposition which needs maintaining throughout the life
course, a challenging set of circumstances faces each individual. The decisions and
actions required are not dissimilar to those taken on a demanding journey, where the
traveller has decisions as to what mode of transport to take; what route to take; where to
have rest; how to cope with breakdowns or unexpected delays. In terms of developing
physical literacy, the comparisons are clear to see; the individual has to decide what
activities to engage in, how often to participate, how to improve, how to deal with injury
and other setbacks.

Lakoff & Johnson (1980) explain that the journey metaphor focuses on content and
progress, which defines the path travelled. The more widely the individual travels, the
more they will see; and that the more interesting the journey, the more rewarding the
experience will be. Again, the comparisons are clear to see as Whitehead (2013)
suggests physical literacy is dependent on the individual engaging in a variety of
movement experiences — movement of different types, in different environments and
under different circumstances.

Whitehead with Murdoch (2006) suggest there are six life stages through which the
physical literacy journey travels: infancy (birth — four years); childhood (five to eleven
years); adolescence (eleven to eighteen years); early adulthood (eighteen to 30 years);
adulthood (30 — 65 years); and older age (65 years +). Each of these life stages is
equally important and each will have its distinct characteristics. These characteristics will
vary from person to person, as each individual experiences a unique set of challenges.

Whitehead (2010) also discusses the importance of the key elements of physical literacy;
in particular she cites the way in which motivation, confidence, competence, and
knowledge and understanding are at the heart of the disposition. It is how these



elements combine and interact that enable an individual to make progress (or otherwise)
on their physical literacy journey. These elements feed off each other, with each being
as important as the other. The more movement experiences an individual has, the more
effective, and far reaching, the cycle becomes and the more rewarding the journey.

One aspect where the journey metaphor is particularly helpful is in understanding that
physical literacy is not a state that is reached and then persists throughout life. Physical
literacy can be a quite fragile state and easily threatened. A careless hurtful comment;
activities that are not developmentally appropriate; and lack of opportunity to learn and
practise are just a few of the obstacles that can block the way. Consequently, the
journey is not always straight forward (Whitehead, 2010; Taplin, 2011). It does not start
at a set point and then move onwards and upwards in an effortless straight line. There
are going to be twists and turns and setbacks and most certainly the journey will go into
reverse, or come to a standstill, at some point during the life course. Consider the
setbacks caused by illness, when the individual cannot participate; or the sudden
awkwardness one feels when taking up a new activity; or when social pressures
conspire against participation.

Having argued the case for accepting the journey metaphor, a dilemma arises when
trying to record an individual’s progress. Whitehead (2013) strongly advises against the
idea of ‘assessing’ physical literacy, fearing that individuals (particularly children) will be
compared against each other or against some rigid, official national norm. The very fact
that these are unique journeys rules out any direct comparison. However, recording the
stories and analysing common themes and/or patterns is useful, particularly for
identifying ways in which the individual can be guided along their way.

While quantitative methods of data collection can be useful to chart progress on a
journey, qualitative methods provide wide opportunities for all elements of physical
literacy to be considered side by side. This is apposite in respect of charting a physical
literacy journey with the affective, physical and cognitive elements being all but
inseparable. Indeed qualitative data collection provides an opportunity to look at
individuals as a whole and to give meaning to their world (Creswell, 2007).

Research is underway which the uses the life history method to create stories which
illustrate concepts of physical literacy and raises issues that need to be addressed (eg
Taplin, 2010). The stories emerge from an interview process and can be used to chart
an individual’s journey; to explain what has happened previously; how and why a person
has taken a particular path; and crucially, how to guide that person in the right direction
in the future.

One such story is that of Alphie, aged 25 years at the time of interview (Alphie, personal
communication, November 11, 2012). His parents were both physically active and from
the moment Alphie was born he had access to a world full of movement. Ball games,



toddlers’ gymnastics, jumping in puddles, chasing the dog, learning to swim, were all
everyday occurrences throughout infancy and childhood.

Alphie enjoyed a very positive physical education experience at school. A range of
activities and a team of caring teachers gave him an exciting introduction to team games
and sport. By the time he was fourteen, Alphie was playing at county level in both cricket
and rugby. By the time he was sixteen he was playing rugby in the academy squad at a
professional club. If one had taken a snapshot of Alphie’s physical literacy journey at any
point up to the age of 23 years, an extremely positive physical literacy profile would have
been seen — competent, confident and motivated, with physical activity (and sport in
particular) at the heart of Alphie’s being.

Then disaster struck. At the age of 23 he broke his right leg whilst playing rugby; he
smashed the fibia and tibia and had to have a rod inserted inside the bone, with bolts at
the ankle and just below the knee. Recovery was slow and painful.

A year after his accident, Alphie tried to play rugby again, but the pain was too great. It
suddenly dawned on him that he might never play the game he loved again. It felt as if
his world had ended. Unable to play sport or to engage in any meaningful activity, Alphie
became depressed and found temporary refuge in drink and pain killers. He put on
weight and he walked with a pronounced limp. Everything in his life - work, relationships,
sport - seemed to be at rock bottom. Then, seemingly out of the blue, he decided to
spend a year in Australia, where he got a job that required him to be physically active.
He began to swim and he started going to the gym. He lost weight. He then tried running
and found he was pain free for the first time in two years. He found a new group of
friends and became one of those outdoor Aussies, doing kickboxing in the park and
having a kick about with a football. Life looks brighter and he is at peace with the world.
Alphie’s physical literacy journey seems to be back on track.

Having captured the story, it is possible to plot the journey on a life history map. It is
important to emphasise that this is not statistical information and the map (Fig 1) is not a
graph. It is purely a visual representation across the timeline of the individual’s life.

The horizontal axis represents the age in years, with the colour coding showing the life
stages. The vertical axis represents the interaction between the elements of motivation,
confidence, competence, knowledge and understanding, in other words the essence of
physical literacy. While qualitative methods were used to gather data across all elements
of physical literacy it is judged that the end result is worthy of discussion. The horizontal
line across the middle, is an imaginary one that represents the tipping point between
being physically literate and physically illiterate. Whitehead (2013) suggests that if the
individual fails to display one or more of the elements of physical literacy, then they are
in danger of becoming physically illiterate and therefore the tipping point must exist.
Likewise, there appears to be a trigger, or significant event, that causes the journey to
change direction.



Figure 1: Alphie’s physical literacy map

If we look at Alphie’s physical literacy map, the twists and turns of his journey are clear
to see. We could take one event, or one period of his life, the micro journey, and
examine the context in more detail. We can make the point that despite having a positive
physical literacy profile in childhood and adolescence, we never know what is going to
happen next. The devastating injury, that no one could have predicted, resulted in
Alphie’s physical literacy profile crashing and for a short period, we could certainly
describe him as being physically illiterate — he lost motivation, confidence and
competence; he was unable to value physical activity; and was unable to take the steps
necessary to participate. The map also illustrates the moment Alphie took responsibility
and began making decisions whereby he started heading in the right direction once
more.

Perhaps the most striking aspects of Alphie’s journey, highlighted by the map, is not only
the spectacular crash; but also the ability of this particular individual to re-start his
journey. The message must be that there is always a way forward and that no matter
what age, or how desperate the situation, the individual can make progress if the right
conditions exist. Forces need to be in play which release the trigger. In Alphie’s case, the
place physical activity had in his life prior to his injury and the positive journey he had
previously experienced, ensured that he was able to find his way back onto the right
path. The trigger seems to have been the weight loss which heralded a return to fitness,
which in turn gave him the confidence to take responsibility for his progress. Perhaps it
was just a matter of time — the time needed for him to fully recover from his injury.
Fortunately, when the time was right, Alphie found himself amongst a new peer group
which encouraged and cajoled him to re-engage.

In conclusion, Lakoff & Turner (1989) reflect on how frequently we use the ‘life as a
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journey’ metaphor and how comfortable we are with it. They suggest that it is natural to
assume a purposeful life as being one with a series of paths towards set, or unknown,
destinations, thus making life a journey. Whitehead (2013) frequently returns to the
journey metaphor as she clarifies physical literacy. Examples include her observations
that ‘journeys may stall on account of a range of personal circumstances’ and ‘journeys
can re-start and flourish’. She explains that ‘each individual will be on their own personal
physical literacy journey’ and that the important issue is that ‘individuals are making
progress’ (Whitehead, 2010, p38). She advises that some individuals ‘may be travelling
very slowly’ (2010, p39) but ‘even a small step on their individual journey is valuable and
should be celebrated’ (2010, p39).

This article advocates the usefulness of the ‘physical literacy as a journey’ metaphor, as
it both explains the concept and helps make it a reality. Furthermore, the article suggests
life history is one way in which a better understanding of an individual’s physical literacy
journey can be developed. By recording, retelling and mapping the story, we are able to
track the individual’'s journey, enabling sense to be made of the past, in order for
progress to be made in the future.
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Translating Physical Literacy into Practical Steps: the Role of
Pedagogy

Len Almond

Abstract

This paper discusses a number of pedagogical implications of working to promote
physical literacy. It looks at a pedagogy for translating physical literacy into action steps,
a pedagogical process, pedagogical skills, relational pedagogy and the importance of
giving learners a voice. The paper challenges practitioners to reflect on their work with
learners and develop a pedagogy of engagement.

Introduction

It was emphasised in an article in Physical Education Matters (Almond and Whitehead,
2012) that the definition of physical literacy proposed by Margaret Whitehead was simple
as well as complex. Its simplicity was seen as a major strength because it clearly
articulated a vision of what could be achieved. However, this simplicity needs to be
translated into meaningful components that enable practitioners to guide their practice
and implement key messages and it is this process that is complex and demanding.

In the context of working with school age participants the key features of physical literacy
have to be made accessible to the unformed and uninformed minds of young people.
Their ability to evaluate life plans and make choices about what to do with their lives has
not yet developed or more likely may not even have been considered. If we are to
develop an understanding of physical literacy and how this relates to the importance of
being physically active in purposeful physically pursuits throughout the lifecourse, there
is a need to provide a detailed vision of what is entailed in physical literacy for all age
groups, as well as clear and specific guidance to inform practice.

What are the building blocks that enable young people and adults to become physically
literate?1

Developing a pedagogy for translating Physical literacy into action steps2

In responding to this question and appreciating its implications, practitioners need to
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have a clear understanding of physical literacy so that they can develop and deliver an
authentic curriculum, that is, one true to the principles of the concept. This curriculum will
aim to ensure that all young people and adults:-

e Learn to love being active in a variety of purposeful physical pursuits
e Become competent performers in a range of purposeful physical pursuits

e Learn to recognise that being active in these pursuits can be rewarding and
pleasurable and enable them to develop a commitment to an active lifestyle

e Have the confidence to explore participation in a wide range of purposeful physical
pursuits and thus widen their life choices

e Learn to make informed decisions about the kind of purposeful physical pursuits
they want to engage in on a regular basis

e Become perceptive and intelligent performers in their chosen purposeful physical
pursuits

e Actively evaluate their life habits and patterns with respect to participation in
purposeful physical pursuits that can enrich their lives.

e Withstand/disregard negative messages from significant others about the relevance
of purposeful physical pursuits in their lives

e Learn how to accept responsibility for their own wellbeing and what they can do
with their lives

e Acquire a sense of empowerment and agency - an ability to make choices and to
control the procedures needed to achieve goals that the person values

e Understand that regular participation in purposeful physical pursuits develops a
resource that enhances all round health and wellbeing and, as a result, people are
more likely to remain fit and healthy throughout the life-course and into old age.

These aspirations paint a comprehensive and indeed challenging vision of what could be
achieved in physical education and other activity settings. In addition they form the basis
for the educational validity of physical education.

However, how can these key principles of physical literacy be translated into practical
steps and meaningful ways of engaging with purposeful physical pursuits? A full
explanation of this process would need to be very detailed so, for the purposes of this
article, it is proposed that only two aspects will be addressed. The first is a neglected
aspect of physical education: how can practitioners engage with young people (or adults)
and promote purposeful physical pursuits? The second relates to what the essential
aspects of physical literacy are that need to be explored through purposeful physical



pursuits.

In order to address these two aspects, a focus on pedagogy will be used to demonstrate
how the key principles of physical literacy can be used to guide practice. Underpinning
this process is the idea of a pedagogical process and pedagogical skills.

A Pedagogical process

The pedagogical process of working with young people (or adults) is associated with
helping them to develop as persons with autonomy and independence, to learn to ‘love
being active’ in such a way that they become empowered to take responsibility to create
a life-plan that includes purposeful physical pursuits that satisfies and offers challenges.
The ability to bring this about is a crucial challenge for all practitioners and will entail the
capacity for:

e Nurturing positive and enabling environments and establishing caring and
productive relationships with learners

e Cultivating, shaping and nourishing appropriate dispositions that can enhance a
person’s quality of life

e Establishing a pedagogy of engagement

Practitioners are needed with the professional skills to engage with people and help
these learners to learn to love being active, recognise purposeful physical pursuits as an
important priority in their lives, appreciate what they can offer, and care about their
involvement and commitment. To achieve this, practitioners also need to foster learners’
capacities such as responsibility, independence, empowerment and agency so that they
are able to make decisions about the kind of life they want to pursue and are able to
make informed choices. However, to acquire the ability to do these things, practitioners
will have to rethink their practices and adopt specific pedagogical practices and skills.

Pedagogical skills3

The pedagogical skills required by practitioners are diverse. For example they need to
connect with individual learners in such a way that kindles interest and enables learning
to take place.

This includes reaching out to learners who are:

e Unmotivated/Reluctant participants e.g. those who have been alienated from
physical activity
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Shy and reluctant

Hard to communicate with/hard to reach

Lonely or disinterested people

Disadvantaged and disabled

Practitioners must engage all young people with challenges that will involve them and
draw out their confidence and willingness to participate. This engagement process needs
a hook that stimulates their curiosity and provides challenges that engage their interest
as well as practices that are playful and also allow them to develop their confidence. In
this process, the practitioner becomes a facilitator who is enthusiastic and empathetic.
As a facilitator, the practitioner creates enabling environments and uses active learning
as tools for promoting a love of engagement in purposeful physical pursuits, helping
young people ‘get on the inside’ of what is available, recognising the attractions of these
various opportunities.

Self-directed activities need to be seriously considered because they are recognised as
intrinsically satisfying and are more self-engaging and self-fulfilling than imposed
activities and enable learners to flourish. We need to consider that flourishing is also
associated with people who feel in control of their own lives.

Within this process, the teacher as a facilitator needs to recognise the need to stretch
the capabilities, attitudes and interests of individual students. The teachers’
understanding of when and how this can be achieved needs to be in tune with the way
they are able to shape the opportunities that they make available. This is an important
element in promoting a personal physical literacy journey.

Allied to a pedagogy of engagement is a commitment to building productive working
relationships which could be called a relational pedagogy.

Relational pedagogy (building productive working relationships)4

Relationships and a social network are a central and valuable feature of human life
which is fundamentally dialogical. It is through interactions with others that we are able to
develop a capability for understanding and discovering much about ourselves. Indeed,
much of who we are and how we learn is relational. Our identity is defined in dialogue
with others and sometimes in opposition to what others want to see in us. We have a
need for relationships and social contact that is natural and life enhancing and a failure
to recognise this need is to risk our health and wellbeing.
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Young people’s relationships with their teachers also have an impact on how they
access opportunities in the curriculum, how they feel about themselves as learners and
their accomplishments, as well as how far they are engaged in school life. In the same
way, relationships with their peers can have both positive and negative influences.

We are partly shaped by recognition or lack of recognition by our peers and a person
can suffer real distress or damage as a result of comments from peers that may reflect
back a demeaning picture or even an image of inferiority. This may well influence how
well young people take up opportunities available to them. This illustrates the crucial
professional roles that teachers have in physical education. Practitioners have a role to
play in how they engage productively with young people and establish positive working
relationships and they also have to be aware of the relationships within groups of young
people and nurture positive outcomes. The ways in which young people engage with
each other and interact is an important area to consider. Practitioners need to encourage
all young people to respect and help each other in the process of shaping positive
images of a person’s self . They need to be alert to instances where a young person’s
self-respect is threatened by inappropriate comments from significant others amongst
their peers. This is just as important as facilitating opportunities for young people to
improve their physical performances and accomplishments. This can only be
accomplished in a community in which there is a shared commitment to action with a
common understanding of the significant task in hand5.

There is a need to empower young people to acquire positive interpersonal dispositions,
to take responsibility and recognise that their actions can have positive and negative
consequences on others. This must be reinforced by a positive ethos within the running
of a physical education community in a school (and also a sports club). A sense of
belonging and a shared commitment to stimulate a real love of purposeful physical
pursuits needs to be generated, as well as a desire to reach all young people and
recognise that the context of this engagement can foster positive interactions.

Creating the idea of ‘Voice’ in Pedagogy

The idea of a ‘voice’6 is crucial for the development of pedagogy because it accepts that
all young people (and adults) have a role to play in their own development. Giving
people a ‘voice’ entails implementing structures that enable the voices of students (or
adults) to be seriously considered together with the development of appropriate
communication channels and procedures for listening to young people’s concerns,
interests and ideas. Young people should be involved in all the important decisions that
affect their wellbeing. Finally, teachers should be seen to be responsive to young people
and prepared to consider and implement ideas that can improve their own practice.

Principles that should guide giving learners a voice
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Practitioners need to:

e Have a genuine desire to hear what young people (or adults) have to say

e Recognise that young people (or adults) can contribute much to the learning
process and can make a real difference

e Give learners the freedom to express a seriously considered viewpoint without
feeling disadvantaged

e Listen to learners’ concerns and suggestions and be responsive to their needs
e Ensure that consultation topics are seen as important and serious
e Ensure that everyone is treated as an equal member of any consultation group

e Consult with young people about ‘what’ purposeful physical pursuits are accessible
to all pupils

e Be aware of learners’ preferred ways of learning

e Ensure that any action taken following consultation is explained and justified to
enable students to understand the wider context (alongside their own input) that
shapes decisions

e Understand that there are a number of young people in each school (as well as
adults in a community) who could be called the underserved — they rarely engage
in any sort of purposeful physical pursuits. This group of students (or adults) need
to be identified, engaged and action taken.

e Allow learners to take responsibility for their own practice

Thus, a practitioner’s responsiveness, attentiveness, watchfulness and perceptiveness
are essential to good communication strategies to generate a shared meaning and an
understanding of how to incorporate a ‘voice’ for young people into the practice of
physical education.

However, prior to these pedagogical processes the conditions have to be created for
learners to acquire the attitudes, abilities and accomplishments that underpin their
understanding of how taking part in purposeful physical pursuits can open up their
horizons to new experiences. These new horizons can offer different sorts of
experiences that can excite, challenge and become absorbing activities that add
immensely to the joy of being active and finding satisfaction in learning and
accomplishment.

Creating a supportive environment



Donald Soper made the claim that * you change society to make people better, not the
other way round’ (The Guardian, 21st January 1993). An individual can only (or is more
likely to) behave responsibly or learn to care about others if the environment permits
and/or encourages this. Underpinning this pedagogical stance is a commitment to
creating or maintaining a nurturing and caring context. This context is one that
demonstrably stimulates and encourages every individual, respecting differences and
nurturing strengths. Soper’s claim contains a great deal of insight because it has
particular relevance for the idea of a nurturing and caring community that provides
appropriate environments for young people to develop as persons and acquire a
commitment to purposeful physical pursuits. In terms of physical literacy, there is a need
to consider carefully what kind of ethos and culture is appropriate for promoting
independence, empowerment, social learning and a sense of belonging, together with
helping young people to have the power to make informed decisions and the ability to
pursue goals that they have reason to value.

Advocates and ambassadors for physical literacy have to consider how the ethos,
culture and environment for learning of individual physical education departments can be
changed to assimilate and accommodate these additional and valuable ‘goods’. It is
important that the environment, the school climate or the ethos of the way the physical
education department functions is concerned with the collegiality and solidarity of the
community in which learners are acquiring valuable qualities, abilities and
accomplishments.

Teachers with their learners should be part of a community that has established an ethos
that is conducive to the following:

e All individuals are valued
e There is a caring and considerate atmosphere

e There is a tolerant and sensitive attitude towards individual differences, needs and
interests

e Fairness for all is promoted in the distribution of scarce goods
e Everyone is respected and trust is encouraged

e There is reflection on the consequences of personal actions and collective
responsibility

e A constructive sense of the person is developed in which positive interactions and
relationships with others are stimulated and pursued

These conditions can only be established when it is recognised that a set of common
purposes and shared understandings about the enterprise of creating a learning
environment and adopting appropriate pedagogies are desirable and can lead to



successful common action. Just as teachers plan the content of specific purposeful
physical activities to establish continuity and coherence, progression as well as
development, they have to consider carefully how they can create the conditions that
enable the development of a wide range of accomplishments associated with physical
literacy (not just sport skills) for all their learners. Such a proposal reaches the very heart
of fostering physical literacy.

Conclusion

In exploring how to translate physical literacy into practical steps, the focus has been on
a pedagogy of engagement, a relational pedagogy and giving young people a ‘voice’ in
their education. These are important steps that will challenge teachers to improve their
practice and provide a more educationally valid experience for all young people. This is a
huge claim but one that | would defend. There is still much to do and the Physical
Education Matters articles in 2012 and 2013 provide a number of additional ideas; it is
important that all these ideas are developed further. We cannot expect teachers to move
from one position to another without careful consideration of the ‘problems of practice’
and the provision of evidence-based guidance that can truly guide and inspire teachers.
Much of this article has focused on teachers but the content is just as applicable to
adults.

Nevertheless, careful reading of this article and the whole of this Bulletin will provide
food for thought and start us on a journey to discover new ways of working.

1 See the following article in this Bulletin: What is the value of Physical Literacy and why
is Physical Literacy valuable?

2 See also Almond and Whitehead (2012) and Whitehead with Almond (2013) for more
comprehensive ideas on this topic.

3 See Almond and Whitehead (2012) for further ideas.

4 For more information see D.H.Hargreaves (2004) and Bigger, S. (2010)

5 For a more detailed discussion of this topic see chapter two of Physical Education in
Schools (Almond, 1996; p.21-33).

6 For more information on student voice see D.H.Hargreaves (2004). Flutter, J., and
Rudduck, J. (2004) and Ruddock, J., & Flutter, J. (2004), MacBeath, J., Demetriou, H.,
Ruddock, J. and Myers, K. (2003), Rudduck, J. & Mcintyre, D. (2007)
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Creating learning experiences to foster physical literacy

Margaret Whitehead & Len Almond

Abstract

This paper* builds from the previous paper (3.1) and translates broad recommendations
concerning pedagogy into specific elements of practitioner practice. It aims to provide
some answers the question ‘How is physical literacy nurtured?’ All the recommendations
are pertinent to all practitioners including teachers, coaches and those working in the
leisure industry.

Introduction

All practitioners working to promote physical literacy should adopt a common
pedagogical framework. This framework should ensure that learners of all ages have
experiences that:-

e are rewarding and enjoyable, thus enhancing motivation
e have a positive effect on their self confidence and self worth

e enable them to experience progress and success in a wide range of purposeful
physical pursuits and in the effective employment of specific movement patterns

e empower them to make decisions in respect of their involvement in purposeful
physical pursuits

e enable them to appreciate the value of physical activity for lifelong health and well-
being

e energise them to be proactive in their participation in physical activity

Taken together it is suggested that the characteristic that unites all these experiences is
a sense of an enabling engagement in physical activity. In the sections below we set out
practical suggestions that should ensure that learners make progress on their individual
physical literacy journey.

Experiences that are rewarding and enjoyable and thus enhance motivation

To provide learners with experiences that are rewarding and enjoyable and thus



enhance motivation, practitionerss create a positive and encouraging ethos throughout
all sessions. The learning environment is stimulating and attractive. Wall displays
engender interest in physical activities, include a wide variety of examples of performers
and performances, and are changed regularly. Good organization, the sharing of the
intentions of the session and clear instructions throughout, engender a feeling of
security. Appropriately varied tasks and expectations, together with supportive praise
and guidance that differentiates between the needs of learners, confirms that all learners
can succeed. The practitioner’s presentation is lively and varied, thus engaging learners’
interest. Learners look forward to sessions, anticipating positive experiences. Carefully
plannedsessioins and enthusiastic teaching ensures that all learners can experience the
satisfaction of success — which is key to fostering motivation.

This experience is likely to be realised where practitioners:

are enthusiastic and encourage all learners

e conduct sessions that are purposeful, lively and varied

e adopt a ‘can do’ approach with each learner

e ensure tasks are within reach of learners

e use praise as appropriate with all learners

e select and use the most appropriate feedback to each individual

e facilitate learning by e.g. good organisation, clearly explained learning
episodes, differentiation, thus giving sufficient time for progress to be
made by all

Experiences that have a positive effect on learners’ self confidence and self-worth

To provide learners with experiences that have a positive effect on their self confidence
and self-worth, practitioners provide opportunities for all learners to come to terms with
their individual potential and to have their achievements recognized by the practitioner.
The practitioner has high but realistic standards. Above all the learners feel secure in the
situation, knowing that challenges will be within in their grasp and that the practitioner
will acknowledge their efforts and their progress, however small. Importantly learners
feel included at all times and know that they are valued. They have experiences that
endorse their self-worth and develop their self awareness and pride in their personal
performance and potential. This requires that the practitioner knows every learner well
and takes time to interact with each learner. The practitioner judges learners’ progress
from the standpoint of an individual’s previous achievements, rather than in comparison
with the performance of others. Progress will be celebrated alongside achievement.

To promote learners’ ability to empathise and work other learners, the practitioner
provides opportunities for learners to engage in a variety of group situations. Such work,
demanding particular sensitivities and social skills is carefully planned, perceptively
supervised and as appropriate, is subject to feedback that re-enforces effective



interaction. The respect shown to all learners by the practitioner sets the example to the
learners in their interaction with each other. Mutual support and constructive help is the
norm. The atmosphere of sessions shows care and trust between all involved. Behaviour
that is insensitive, demeaning, selfish or aggressive is totally unacceptable, while
behaviour that shows a co-operative spirit and a caring, supportive attitude to others is
re-enforced and praised. Practitioners establish an ethos of fairness and trust in all
aspects of sessions.

This experience is likely to be realised where practitioners:

e ensure that they know all learners as individuals, both by name and in
respect of where they are on their physical literacy journey

e adopt a caring, empathetic approach with all learners
e ensure that each learner feels valued and is included at all times

e ensure that all learners experience success, being challenged as
appropriate

e are optimistic and have high, but realistic standards
e recognise and reward effort, progress and achievement

e enable learners to develop self awareness and pride in their personal
performance

e adopt ipsative (see note at the end of the paper)* assessment

e ensure that learners respect each other and are encouraging and
supportive of other class members

Experiences that enable learners to make progress and have success in a wide
range of purposeful physical pursuits with the effective employment of specific
movement patterns

To provide learners with experiences that enable them to make progress and have
success in a wide range of purposeful physical pursuits, demands careful thought and
planning on the part of the practitioner. Essential to the promotion of learners’ progress
in achieving the attribute of physical literacy that refers to their ability to ‘read’ the
environment and respond with fluency and intelligence, requires practitioners in the
school setting, to ensure that learners are able to participate effectively in activities that
cover all Movement Forms (See Bulletin paper 3.4 for more detail concerning material to
be covered)



Attention to promoting physical competence and confidence is at the heart of
practitioners’ interaction with learners. Through the use of a range of imaginative
challenges, tasks, situations, practices and applications the practitioner guides the
learners to be ever more secure in their employment of movement patterns. (See
Whitehead et al 2010) Learners need time to practise and refine what they are learning,
thus providing the opportunity for real progress and for movement patterns to be
established, remembered and applied on future occasions. The practitioner is observant
and skilful in articulating meaningful and productive feedback to learners. Assessment
for learning is used.

This experience is likely to be realised where practitioners:

e provide opportunities for learners, within the curriculum and in extra-curricular
time, to engage in purposeful physical pursuits that exemplify all Movement Forms

e involve learners in progressive challenges both in respect of reaching personal
movement goals and in working with others in co-operative and competitive
movement contexts

e devote sufficient time to any purposeful physical pursuit for learners to make
progress

e work with learners as individuals, using a mastery approach in developing specific
movement patterns

e use an assessment for learning approach in their feedback

e deploy astute observation skills and the ability to describe movement, this founded
on a sound knowledge of the constituents of movement and the way these
combine to form movement patterns

Experiences that empower learners to make decisions in respect of their
involvement in purposeful physical pursuits

To provide learners with experiences that empower them to make decisions in respect of
their involvement in purposeful physical pursuits practitioners establish an ethos of
shared learning in all sessions. While the practitioner remains responsible for the work
every opportunity is taken, as appropriate, for the learners, to play a part in selecting
tasks within sessions, including evaluating their own movement learning and in planning
sessions and units of work. The practitioner encourages learners to ask questions and to
engage in discussion concerning the learning challenges. Open ended tasks are set, as
appropriate, giving learners freedom to explore in their own way, and calling on them to



think for themselves. Opportunities are provided, as appropriate, for learners to select
the level of challenge they take up. Practitioners share with learners the constituents of
movement and how these are combined to create effective performance. Using this
understanding learners are encouraged to evaluate their own performance, in other
words to take ownership of their own learning, setting their own targets and engaging in
self-evaluation. Learners begin to appreciate that it is ultimately their responsibility to
monitor and improve their work. In this way, they are learning to be more independent
and take responsibility for their own progress — both abilities that are important for all
learners to acquire.

Practitioners involve learners, as appropriate, in discussion concerning the goals to be
achieved in a session or unit and how these goals might be realised. Learners are also
involved in reflective debate about the effectiveness of these plans in reaching the
intended goals. In this way learners are to be given opportunities to make choices and
exercise their independence, secure in the knowledge that the practitioner will respect
their contributions and ideas, and guide them as appropriate.

This experience is likely to be realised where practitioners:

e encourage learners to ask questions
e engage in discussion with learners

e present open ended tasks and problem solving situations which
require learners to think for themselves

e work to enable learners to self-assess and thus enable them to take
responsibility for their own learning

e allow learners to select tasks and challenges on which to work
e jnvolve learners in planning aspects of sessions
e jnvolve learners in planning Units or work

e involve learners in reflecting on the outcomes of sessions and units of
work

e respect and act on learners’ views

Experiences that enable learners to appreciate the value of physical activity for
lifelong health and well-being



To provide learners with experiences that enable them to appreciate the value of
physical activity for lifelong health and well-being, practitioners take the opportunity to
highlight the effects of exercise on the body and to discuss the wide health benefits of
exercise. Appropriate situations are created in which learners are called on to recognise,
reflect on and discuss the way that movement challenges draw on and develop the
functioning of their body systems. Learners are involved in reflective debate concerning
the wide range of positive effects of an active lifestyle with reference to their flourishing
in the broadest sense. Learners may keep a dairy which both records their involvement
in physical activity and encourages them to reflect on these experiences. Topics such as
the importance of appropriate eating habits and sleeping patterns are also addressed, as
appropriate.

The knowledge and understanding gained in these experiences ensures that learners
recognize that being active is an important priority. Furthermore learners appreciate that
the benefits of exercise extend beyond their embodied dimension such as its impact on
mental health, social well being, as well as on the overall quality of life.

Practitioners interact with sensitivity with learners, helping individuals indentify where
their interests might be in relation to participation in purposeful physical pursuits. Class
discussion could also cover the availability of local facilities where different purposeful
physical pursuits are taking place.

This experience is likely to be realised where practitioners:

e plan sessions so that learners can experience and recognise the wide
ranging health benefits of activities

e encourage learners to reflect on and discus the effect of exercise on
their various body systems

e encourage learners, as appropriate, to be alert to current medical
thinking on the benefits of exercise, such as the concept of ‘exercise
as medicine’

e engage learners in debates that re-enforce the wide ranging benefits
of an active lifestyle

e listen to and respond sensitively to learners’ views and experiences

Experiences that energise learners to be proactive in their participation in
physical activity



We suggest that if learners have the foregoing five experiences that they will be
energised to take part with drive and enthusiasm in purposeful physical pursuits
within the school and beyond. Practitioner encouragement will ensure learners are
motivated to be involved. Practitioner attention to the learners as individuals will
promote their movement competence and self confidence. Discussion of key
areas of knowledge and understanding, as well as the opportunities given to
learners to make decisions and to take responsibility for their own participation
and progress, will lay the ground for thoughtful and constructive consideration
concerning future participation on the part of each individual.

Learners are likely to be energised to participate in the future wherel
|practitioners:

ensure that involvement in purposeful physical pursuits is a positive and
rewarding experience

e ensure each individual makes progress
e engage learners in lively/dynamic movement challenges

e encourage learners to reflect on their experiences and discuss
approaches to maintaining active participation throughout life

Conclusion

We suggest that where practitioners have followed the suggestions above, learners will
have been given the opportunity to make progress on their individual physical literacy
journey. This mode of pedagogy has the learner at its heart and involves the practitioner
in critical reflection of their own teaching. This is the goal of all physical activity
experiences — to ensure that every learner has the motivation, confidence, physical
competence, knowledge and understanding to value physical activity and to take the
responsibility to develop and establish an active lifestyle, in other words to be physically
literate.

A pedagogy of engagement is a practitioner’s tool to achieve this goal.

The heart of this enterprise is to provide those experiences that engender a love of being
active: an attitude that sees participation as a rewarding, fulfilling and enriching
experience. While this attitude is informed by knowledge and understanding of the far
reaching benefits of an active lifestyle, the profound satisfaction of participation is
founded, crucially, on the quality of experience of each learner.
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Physical Literacy and Fundamental Movement Skills: an
Introductory critique.

Len Almond

Abstract

In this article | shall identify some problems with the association of physical literacy with
fundamental movement skills (FMS). The literature on fundamental movement skills is
vast and a thorough examination of this association would need to address both the
research underpinning FMS and the comprehensive resources that have sprung up
recently. Such a task is a massive undertaking but for the purposes of this article |
propose to identify some key issues that immediately spring to mind. My purpose in
doing this is to raise awareness of the complexity of an association between FMS with
physical literacy and to stimulate a thorough debate and the development of a more
informed understanding of what is implied by an association of FMS with physical
education. My hope is that such a debate will generate more informed guidance and
more clarity in the vision of what constitutes quality physical education and what it can
look like.

The Association between Physical Literacy and fundamental Movement Skills

An examination of a number of international sources clearly establishes that in many
countries resources are being produced that make a direct association between physical
literacy and fundamental movement sKills.

On the Physical and Health Education Canada website1 they define physical literacy as:

“Individuals who are physically literate move with competence and confidence in a wide
variety of physical activities in multiple environments that benefit the healthy
development of the whole person. Physically literate individuals consistently develop the
motivation and ability to understand, communicate, apply, and analyse different forms of
movement. They are able to demonstrate a variety of movements confidently,
competently, creatively and strategically across a wide range of health-related physical
activities. These skills enable individuals to make healthy, active choices that are both
beneficial to and respectful of their whole self, others, and their environment.”

On the same website, it says:

“To become completely physically literate, children need to master the fundamental
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movement skills”

So, clearly fundamental movement skills are seen as a central focus for physical literacy.
In another source, ‘The Assessment and Measurement of Physical Literacy in Children’
commissioned by Sport Northern Ireland it is proposed that:

“The study should compare a range of representative fundamental movement skills in
children who have experienced structured programmes, with a similar number of children
who have not experienced such programmes.”2

Once again there is a clear association between physical literacy and fundamental
movement skills. In the same way,” Fundamental movement skills and Physical Literacy’
is the title of a factsheet compiled by Sheelagh Quinn for Coaching Ireland (website
www.coachingireland.com) in which she says that:

“To develop physical literacy a child should first master the fundamental movement
skills. Having these skills is an essential part of enjoyable participation and a lifelong
interest in an active lifestyle. Physical literacy is the foundation of the LISPA framework
and provides children with the tools they need to take part in a wide range of physical
activity and sports, much in the same way as numeracy and literacy skills prepare a child
for a life of work or study” (p.4).

Sport New Zealand introduced ‘Developing Fundamental Movement Skills’ in 2012 as a
resource for teachers, coaches, parents, children and others who want to support the
development of fundamental movement skills in children aged 5-12 years in a fun and
purposeful way.3 Though this resource on fundamental movement skills in New Zealand
does not make a direct association with physical literacy, this relationship can be
confirmed by Athletics New Zealand when they say on their website4:

“Through the improvement of physical literacy (fundamental skills such as running,
jumping, and throwing), the LTAD model will help develop a lifelong involvement of New
Zealanders in physical activity and sport participation as well as producing future
athletes.” This confirms a clear association with long-term athlete development.

Keegan (2013) in a recent and significant report (Getting Australia moving: establishing a
physically literate and active nation a game plan) says that this report is drawn from
popular physical literacy programmess in the UK, USA, Canada and New Zealand. In
this report they briefly unpack physical literacy (p.4) and go on to associate the long term
athlete development approach with physical literacy and outline six stages in this
development beginning with Active Start (0-6).

In Australia, a new draft Australian Curriculum Health and Physical Education:
Foundation to Year 10 draftS has been released for consultation. One of the strands is
‘Movement and Physical Activity’ and within this strand it proposes that:

“The content in this key idea lays the important early foundations of play and
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fundamental movement skills. It also builds upon these to support lifelong participation
and enhanced performance in physical activities” (p.7).

It clearly associates fundamental movement skills with promoting lifelong participation
together with enhanced performance. In a similar way many countries now see
fundamental movement skills as central to physical education and the foundation to
competent and confident participation in a range of physical activities. This appears to be
an uncritical assumption in all the sources that | have read, an assumption that the case
has been made and there is no need to further debate. This assumption needs to be
open to debate and needs to be challenged, especially when it is associated with
physical literacy. Has research established that fundamental movement skills model is
the best approach for physical education compared with other approaches? It does not
appear that convincing evidence has been presented.

Problems with the Connections between fundamental Movement Skills and
Physical Literacy

In an analysis of these sources, fundamental movement skills are usually listed under
three categories: locomotor, stability (sometimes they are called body management
skills) and manipulative skills. So, for example in a recent course6 entitled ‘Early Years
PE - Laying the foundations of physical literacy,” there is a clear reference to basic
movement competence which is seen as developing agility, balance and coordination
(the ABCs) through a basic movement framework including locomotion, object control
and stability.

This perspective gives the impression that all movement experiences in the early years
and the primary school (or elementary school) should be based on these three
categories. If this is the case why are dance, adventurous activities and swimming not
associated with fundamental movement skills?

The list of fundamental movement skills in three categories creates a special problem
because to some teachers or practitioners the list can be seen as a set of ‘I Can
“challenges that can be taught in isolation and can be seen as a ready-made physical
education programme. This would hardly represent a quality physical education
programme. Clearly, this is not what advocates of fundamental movement skills would
expect to see but it highlights a potential danger for many inexperienced teachers. It
provides clarity about what they have to teach and a list of what they have to cover.
However, will this approach provide a range of positive experiences for all young
people? It highlights also the possibility that the teaching approach in these
circumstances will be didactic and negate creative and self-directed learning.

One of the main problems with traditional forms of teaching games is the separation of
learning techniques from playing a game. It was assumed that there would be some form
of transfer. This separation also brought about a drill style approach to learning a
technique with the learners positioned in regimented rows. This raises a further problem
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because teachers usually refer to techniques as skills. However, skills refer to the
application of techniques to specific game situations and it is only recently that this has
been fully realised and practices introduced to match practice with what happens in a
game. There is a great danger that this will happen with the way that fundamental
movement sKkills are perceived.

In England the Youth Sport trust has developed a new resource and training programme
called Start to Move: developing physical literacy7 aimed at 4-7 year olds. On their
website there is a clear association with fundamental movement skills but one of their
aims is to “teach PE using the same approach used in literacy i.e. learn an alphabet of
movement skills, combine them into movement words (multi-skills), and develop
movement stories (e.g. a 2v2 game)”. This raises a key point about physical literacy
because an association is being made about movement experiences with words like
‘alphabet’, ‘words’ and ‘stories’. In other words there appears to be a sense in which a
movement vocabulary is being established.

Whether there is any evidence to support this position it is difficult to establish but it does
appear that the development of movement competence in physical literacy is seen as
the same as developing literacy. | would have some doubts about making such a
connection and assuming that it is literacy. | believe this is a major problem that needs to
be addressed.

One of the crucial features of the recent Whitehead definition (2013) of Physical Literacy
is the notion that motivation and confidence are central to making a commitment and
maintaining an interest in purposeful physical pursuits. In pursuing a fundamental
movement skills approach, the content and pedagogy associated with it may be
appropriate for some young people. There may be young people who are already active
and recognise a challenge in these sorts of tasks. Other young people may simply love
being active and they don’t mind what opportunities they are presented with.

However, there are young people who are cautious and shy, lonely, disinterested or hard
to communicate with. There may be others who find the challenges of fundamental
movement skills too much for them, as well as those who feel they may be exposed to
ridicule. There are always young people lacking in confidence and do not enjoy physical
pursuits whilst others have no interest in sports and their interests need to be addressed.
This kind of a scenario can be difficult to handle and as a result the pedagogy has to be
flexible so that teachers can reach out and connect with a wide variety of interests and
capabilities, and enable all young people to identify with a purposeful physical pursuit
that gives them confidence and a sense of achievement.

The motivation and confidence to engage with purposeful physical pursuits and maintain
an interest in them comes from the way content is presented and the interactions with
the teacher. If a young person can learn to love being active and the tasks they
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encounter are manageable, realistic and stimulate progressive development, this will
reinforce a love of being active. This is central to motivation, however if confidence is to
be gained, it is important that content is selected that is within a young person’s
capabilities.

If fundamental movement skills were associated with a pedagogy that can deliver these
features for all young people and provide convincing evidence, this would be a major
step forward and counteract many criticisms. This would involve also a consideration of
personal learning journeys and the immediate relevance of fundamental movement skills
to each young person rather than simply a pathway to sport. There must be an intrinsic
satisfaction linked to their engagement. According to a recent report from Sport England
(Sport England, 2012) emotional engagement or attachment to sport at age 11-16 is
linked to forming a sporting habit for life.

Nevertheless, the key to unravelling concerns with fundamental movement skills should
be the aspirations of a teacher’s pedagogy and its link to a robust understanding of what
physical literacy entails. Understanding must be based on a thorough reading of the
literature together with an opportunity to test their understanding and tease out any
concerns. At the present moment, much of the literature surrounding fundamental
movement skills reveals an inadequate grasp of physical literacy and what it entails.

What does Research say about fundamental Movement Skills?
Mark Tremblay (2010) has suggested that:

“If physical literacy is to become a key outcome of physical education curricula, which we
firmly believe should be the case, appropriate metrics must be in place to evaluate the
key domains of physical literacy” (p.26).

In a later paper concerning major initiatives in childhood obesity and physical inactivity
(Tremblay, 2012) he goes on to elaborate further this proposal in more detail: He says:

“The aim of physical education, community sport and active living initiatives is to
systematically develop physical competence so that children are able to move efficiently,
effectively and safely and gain an understanding of what they are doing.” (p.167).

This an acceptable statement but he goes on to say:

“The outcome — “Physical Literacy” — is as fundamentally important to children’s
education and development as numeracy and literacy. “

This association with numeracy and literacy may be one reason why physical education
and sport have seen the idea of physical literacy as a convenient term to add an
educational justification to the value of sport in the community and physical education in
schools. However, Tremblay goes to say:



“Physical literacy is a construct that captures the essence of what a quality physical
education or a quality community sport/activity program aims to achieve.”

| have no problem with this statement. However, he enters into a more complex debate
when he makes a claim about physical literacy that:

“It is the foundation of characteristics, attributes, behaviours, awareness, knowledge and
understanding related to healthy active living and the promotion of physical recreation
opportunities”

His claim becomes even more problematic when he suggests that:

“Physical literacy is deemed to have four core domains: a) physical fithess (cardio-
respiratory, muscular strength and flexibility), b) motor behaviour (fundamental motor
skill proficiency), c) physical activity behaviours (objectively-measured daily activity), and
d) psychosocial/cognitive factors (awareness, knowledge and understanding).”

| find these claims difficult to accept because they fail to address some of the key
features of physical literacy such as making decisions about the role of purposeful
physical pursuits in people’s lives, the role of agency and empowerment, learning to take
responsibility and how young people (as well as adults) come to value these pursuits
(which may be central to maintaining an active lifestyle). The current list represents a
lack of understanding about physical literacy (Whitehead, 2013) and represents a
Canadian perspective that has some major limitations. Tremblay does not raise any
criticisms about fundamental movement skills, it is almost a taken-for-granted premise,
and this is typical of a very worrying trend within most of the research literature on this
topic that needs to be addressed. A concerted effort must be made to challenge current
thinking.

Assessment of physical literacy in Tremblay’s article appears to focus on a narrow range
of specific items in which researchers have objective assessment procedures. However,
this approach neglects how a young person’s individual physical literacy journey
develops over time. This would involve a portrayal from an insider’s perspective and
attempt to unravel the components of change, the different motivations, unfolding and
emerging interests, the challenges faced and the type of decisions made, together with
the impact and relevance of significant others. This is a very different agenda.

On a further point, what kind of cues can practitioners use to develop an understanding
of how a personal physical literacy journey unfolds so that they support young people
and enable them to energise their lives and open up possibilities for enriching their life.
This would represent a new research agenda but an important one and it would be of
real significance for practitioners and teachers.

McKean (2013) explores the concept of physical literacy in children and raises some key
questions.



“Physical education in schools has become an important issue in the fight against
obesity and maintenance of general health. The concept of physical literacy is not a new
one and has become a key aspect of modern philosophies underpinning physical
education. ..... There has been much published on the importance of physical literacy,
however the common definitions of physical literacy fail to include the ability of the
individual to move their body in the way it was designed to move” (p.1).

He goes on to make a connection between physical literacy and what he calls the
fundamentals:

“Current research suggests physical education in schools should have a physical literacy
approach inclusive of the Fundamentals including body control skills, locomotors skills,
as well as sending-receiving skills, and object manipulation skills” (p. 1)

But, later he suggests that:

“Those movement competencies underpinning this capability certainly require further
research and suggest the scientific community involved in physical literacy need to more
clearly define such movement competencies”.

In his conclusion, he makes a plea to all researchers involved in fundamental
movements and physical literacy:

“‘Researchers should consider the importance of understanding underpinning movement
competencies and developing research to firstly better define such movement
competencies and secondly to determine the role they may play in establishing
guidelines for school based physical education and long term health.”

This is an important word of caution.

Conclusion

In raising awareness about the way that fundamental movement skills are associated
with physical literacy, | have tried to show that there is considerable confusion and
misunderstanding in the way that people think about this connection. By quoting from a
number of texts, it is clear that the connection is simply assumed.

Within these assumptions | have identified a number of difficulties: associating physical
literacy with the alphabet, words and sentences can be misleading and can create a
false link. By listing a number of skills within different categories, this move has the
potential to reduce teaching to a series of ‘| Can’ challenges and a rather simplistic
approach to quality teaching.

In the research field, physical literacy presents a new challenge by opening up the
possibility that we can explore the concept in ways that are relevant to a person’s
physical literacy journey. It could also provide cues for practitioners to support young
people.



In this short article, it is impossible to address many shortcomings in the literature, so
only a small number of problems have been identified. However, this may stimulate
colleagues to respond and generate a real debate. | shall await such news with great
eagerness. Nevertheless, a comprehensive critique is needed.

1 This can be accessed on http://www.phecanada.ca/

2 This can be accessed at http://www.sportni.net/

3 This can be accessed at http://www.sportnz.org.nz/

4 This can be accessed at http://coaching.athletics.org.nz/

5 This can be accessed at:http://consultation.australiancurriculum.edu.au
6 This can be seen on: hitp://www.independentcoacheducation.co.uk/

7 See the Youth Sport Trust Start to Move website http://www.starttomovezone.com/
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Content Implications of Working to promote Physical Literacy

Margaret Whitehead

Abstract

This paper locates the issue of curriculum content within the philosophical roots of
physical literacy in relation to the importance of interaction with the environment.

It sets out briefly the concept of movement patterns and their development and

argues for the importance of a broad and balanced experience in a range of Movement
Forms. Finally the paper suggests an alternative approach to the use of extra-curricular
time. In these ways it provides some answers to the question ‘How can we foster the
development of physical literacy?

The content of this paper is a re-presentation of material from Chapters 5 and 15 in
Whitehead (ed) (2010) and Chapter 4 in Capel and Whitehead (eds) (2013)

The central importance of Interaction in the philosophical Foundation of Physical
Literacy

The first paper in this Bulletin explains the history of the development of the concept and
the way in which existentialism can be seen to provide a sound justification for nurturing
the motile potential afforded by our embodied dimension. It was suggested that we
create ourselves through interaction with the environment. Without this interaction there
would be no development and indeed no human life as we know it. It was suggested that
any human dimension that afforded individuals the opportunity to interact with the world
was of undisputed significance. The embodied dimension, being one medium of
interaction is, therefore, worthy of serious attention and development.

The corollary of this is that fostering physical competence is of value and the more so if
this competence can open the door to a rich variety of interactions.

Movement patterns as the Building Blocks of Physical Competence

As is detailed in Whitehead (2010 Ch15) movement patterns are suggested as the
building blocks for the development of physical competence within the physical literacy



capability. These movement patterns are referred to as general, refined and specific. An
example of a general pattern would be sending. Sending is refined into types of sending
such as throwing and bowling, and these refined patterns become specific when honed
for use in a particular physical pursuit such as throwing the javelin, bowling in cricket or
shooting in basket ball. The key to progressing from general to refined and specific
patterns is the ability to apply movement capacities such as balance, co-ordination,
dexterity and hand-eye co-ordination. (See Whitehead 2010 Chapter 15 for a full
discussion of this topic)

The ability to use movement patterns is essential to effective and rewarding participation
in physical activities. Patterns are, therefore, not ends in themselves but means to
enable movers to engage in the wide variety of physical pursuits available in a culture. In
fact there is a reciprocal developmental relationship between patterns and pursuits. The
ability to use a cluster of patterns facilitates effective participation in activities and within
that participation the patterns themselves will become more firmly established and more
readily applied in subtly different ways to respond to ever changing challenges.

It follows from this short explanation that the wider the variety of contexts in which
movement patterns are applied, the richer and more robust will be the individual’'s bank
of patterns. It is thought provoking to consider the very many different movement
contexts available, and to reflect on the myriad if ways in which movement patterns are
called on.

There is a direct link here to the existential principles outlined above in that experiences
of interacting with the environment will enable participants to appreciate an aspect of
their potential and gain real satisfaction in this close relationship with the world.

Movement Forms

As set out above, movement patterns are the building blocks of effective participation in
physical pursuits and thus provide the foundation of physical competence in physical
literacy. To realise physical potential and develop and challenge these movement
patterns learners need to have experience in a wide range of physical pursuits. There is
no doubt that there are far too many pursuits for all to be included in the school
curriculum. It is, therefore, necessary to look carefully at the range of activities that might
be addressed (as appropriate to a country or culture) and to categorise these so that an
effective sampling can take place in school.

Over the years a number of categorisations have been proposed in UK, both in
successive National Curricula and as designed by Institutes of Higher Education running
Physical Education Teacher Education. Building from these models, Murdoch and
Whitehead (in Whitehead 2010 Chapter 15) proposed six Movement Forms. These are:



Adventure; Aesthetic and Expressive; Athletic; Competitive; Fitness and Health and
Interactional/Relational. Each Form has a unique ‘essence’ and takes place in a different
situation in respect of both the physical environment and the relationships with others.
Each Form makes particular demands on the embodied dimension in drawing from
particular clusters of movement patterns. The characteristic nature or ‘essence’ of
activities within each of the six Movement Forms can be described as follows:-

e Activities in the Adventure Form have a main focus on meeting risk and managing
challenge within natural and often unpredictable environments.

e Activities in the Aesthetic and Expressive Form have a main focus on the embodied
dimension being used as an expressive instrument within a creative, aesthetic or
artistic context.

e Activities in the Athletic Form demand a main focus on the performer reaching
personal maximum/optimal power, distance, speed and accuracy within a
competitive and controlled environment.

e Activities in the Competitive Form have a main focus on the achievement of
predetermined goals through the outwitting of opponents while managing of a
variety of implements and objects in a challenging and changing contexts.

e Activities in the Fitness and Health Form have a main focus on gradually improving
the function of the body both qualitatively and quantitatively through regular,
repetitive participation.

e Activities in the Interactional/Relational form are characterised by a main focus on
recognition, and appreciation of empathy between people and groups as they move
together in a social context.

What is important is that learners have experience of activities that together exemplify
ALL Movement Forms. This will ensure a comprehensive coverage of a range of
movement patterns and challenges in a wide variety of situations and environments. This
breadth of experience is desirable in giving individuals every opportunity to realise their
potential. Each individual will find satisfaction and success within some Movement
Forms rather than in others, as the essence of one Form may hold greater appeal in
relation to the personal characteristics and aspirations of that individual. Examples of
activities that could be seen to fall under each Form are suggested in Table 1.



Table 1 Examples of physical pursuits/activities that exemplify the characteristics in each
Movement Form.

It is the case that some activities could well be seen as examples in a number of
Movement Forms. However in ascribing an activity to a Form, the teaching must reflect
the characteristics of that Movement Form. For example swimming could be taught in
contexts in which it could be seen as falling within the Adventure Movement Form or the
Competitive Form, and Gymnastics could be so presented that it represented an
example of the Competitive Movement Form or the Interactional/Relational Form.

It is the case that in many national curricula a series of activities are suggested or
mandatory. However a wide range of types of activity are seldom taught in school
physical education and even where they are included, the time allocation given to each
can differ significantly.

To accommodate the need for a wide range of activities to be covered in the interests of
fostering physical literacy, it is recommended that an equal amount of time is given to
each Movement Form and this should be the rationale for the design of a curriculum.

As set out in Table 2 a possible design is to select three Movement Forms to be covered
in any year. Within this arrangement no more than two activity examples from each
Movement Form would be covered during each year. If there were two periods of
physical education a week, this would give the equivalent of a terms’ work (i.e. one
period a week) in each of the three Movement Forms each year. Activities from within
each Form would have to be selected carefully. In Year 7 learners might have a period a
week for two terms of gymnastics, a period a week for one term on each of creative
dance, synchronised swimming, hockey and tennis.



Table 2 An example of coverage of all Movement Forms in Years 7 — 11

Time allocation will always be an issue, as will staffing and facilities. However it is
suggested that if the time was used on fewer activities, learners would experience more
progress, enjoyment and satisfaction. The pleasure of being active, and thus the
motivation to take part, is very significantly rooted in successful performance of an
activity. Learners leave lessons confidently reflecting — “I can do it! | am good at this!”
Brief coverage of a large number of activities, whatever these activities might be, has, it
is believed, been responsible for a lessening of motivation and confidence, as well as
little development of physical competence. There are certainly a good many in the
profession who identify that the problem with some current curricular programmes is
associated with learners working on a very wide range of activities and never having the
time to develop the necessary appreciation of an activity, the specific movement patterns
required and an understanding of how these patterns are employed in a particular
context. Teachers should appreciate the value of experience sustained over a longer
period of time and the real achievement in physical competence that this can foster.
More time devoted to fewer activities will undoubtedly present a challenge to
practitioners, demanding resourceful and imaginative teaching. However there are real
benefits to be accrued, significantly in promoting the confidence that comes from
successful participation.

Experience in a wide range of Movement Forms not only promotes establishment of
movement patterns and thus physical competence, it has the potential to foster the
attributes associated with making progress on a physical literacy journey - as set out in
the second paper in this Bulletin. For example learners will:-

e experience success and progress and thus acquire motivation

e develop of a range of specific movement patterns and their constituent movement
capacities, thereby enhancing movement competence and confidence

e have experience of a range of environments in which to develop effective
interaction



e have experience of working alongside others in different ways to nurture
understanding and empathy

e have experience of using initiative and imagination in interacting with unpredictable
environments, thereby encouraging self confidence and independence

e have experience of using movement as an expressive medium

¢ have first hand experience of coming to appreciate embodied health

Some involvement in all Movement Forms will extend the participant’s experience and
provide learners with a rich repertoire from which they can select activities beyond the
school. In addition this wide experience will provide a resource of options for individual
so that needs and interests can be met throughout the lifecourse. Should individuals
want to test themselves out against others, should they wish to be part of a group or
should they wish to be involved in artistic and creative activity they will have had
experiences that will inform their choice of activity.

A Re-Assessment of the Role of extra-curricular Activities

The corollary of the suggestions made in the section above is that learners would have
experience of only a small sample of physical activities. There will be a good many
activities that learners will not have experienced. To counteract this limitation, it is
suggested that practitioners in school look again at the extra-curricular provision. An
ideal scenario would be one in which all learners are catered for and welcomed in the
time outside the curriculum. The outcome in England would mean that this time would
cease to be seen as solely the territory of the most gifted, as is the case in many
schools.

The time could be so organised that there are at least three clear purposes for, or
motivations, to take part in activity after school. Learners could take part in order to:-

¢ widen their experience of activities beyond those in the timetabled curriculum

e work further on movement patterns and/or activities introduced in curriculum time
which they are finding demanding. This might be to have more time to practice
hand-eye co-ordination or perhaps to develop strength and balance

e challenge themselves to apply movement patterns in more demanding situations,
often involving competition.

This change would only be possible if there was a clear:-



e change in the perception of extra-curricular work by participants and practitioners
alike, one that encourages all learners to be motivated to take part

e relationship between curriculum work and extra-curricular activities, both in respect
of learner aspirations and in relation to enhancing experience beyond what is
covered in curriculum time

e dialogue between practitioners leading work inside and outside the curriculum

A re-presentation of the focus of extra-curricular time would open the door to
participation by all, with the goal of every learner taking part after school at least twice a
week.

In fact this does happen in some schools in England — showing that it not an impossible
goal. It is certainly a highly desirable goal and one that would be of great benefit to many
young people.

At the heart of a programme of this nature are teaching approaches that are genuinely
learner centred. All learners are catered for, whatever their level of expertise, and there
is no sense that the practitioner is teaching the activity rather than the learners. Planning
and teaching are designed in relation to the needs of the learners rather than strictly
adhering to the technical requirements of the activity.

A programme of this nature could be attractive to all. Extra-curricular activities would no
longer be seen as designed specifically for competitive team sport for the most talented.
The activities would be open to all. Learners from different year groups would work
together. It is understood that this proposal creates challenges concerning staffing,
facilities and transport. However the effects of such a programme would be far reaching
and undoubtedly beneficial in fostering physical literacy.

Conclusion

The selection of content is significant both from a philosophical perspective and for the
effective development of physical competence. In addition width of experience will foster
the development of the attributes of physical literacy and furnish the individual with
experiences that can inform lifestyle choices.
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The Importance of Movement in Early Development — the
Foundation of developing Physical Literacy

Sally Goddard Blythe

Abstract

Movement and the acquisition of upright posture have played a major role in the
evolution of the human brain. Human movement is not simply the expression of motor
intention but is the product of coordinated brain function and is the primary medium
through which a child interacts and learns about the world, and its relationship within the
world. In the process of interaction sensory integration takes place on which stable
perception depends and non-verbal and verbal language is articulated. A growing body
of research indicates that immature neuromotor skills are linked to lower educational
performance, and examples of the role of movement in developing neuromotor skills in
the first year of life are described.

Introduction

Einstein observed that all forms of life share the characteristic of motion. In common with
other animate creatures, humans have evolved to move and through movement. In the
first year of life, posture, gesture and movement act as a child’s first expressive
language (mime) and even sensory experience is the product of stimulation to
specialised receptors which respond to different frequencies of motion. Perception (the
brain’s interpretation of sensory information) is not based purely upon information
derived from individual senses, but is the product of multi-sensory experience integrated,
entrained and adapted over time through the medium of movement.

It is no coincidence that development of the infant brain follows a predictable sequence
with cortical areas involved in motor control maturing ahead of those involved in sensory
development with the association areas being the last to mature, continuing their growth
into the twenties and thirties (Spreen et al. 1984) Since Descartes we have become
accustomed to believing that thought and consciousness drive human behaviour, but
there is an increasing body of evidence to support the theory that areas in the brain
involved in motor function are active in advance of conscious awareness (Haggard and
Elmer 1999, Haggard et al. 2002).

Wolpert (2009) maintained that,

“We have a brain for one reason and one reason only -- that’s to produce adaptable and



complex movements. Movement is the only way we have of affecting the world around
us. | believe that to understand movement is to understand the whole brain. And
therefore it's important to remember when you are studying memory, cognition, sensory
processing, they’re there for a reason, and that reason is action.”

“We visualise, think and dream in movement” (Berthoz 2000). Movement is the most
important function of the brain, facilitating complex and adaptable behaviour. It is the
product of sensory feedback, planning and anticipation of the consequences of an
action, “projecting on to the world its pre-perception, hypotheses and interpretive
schemas”. (Berthoz 2012)

Perception and control of movement are not solely located in the motor area of the
cortex but involve communication between many areas. Barton (2012) posited that,

“There is no clear separation between sensory-motor and cognitive specializations
underpinning such skills, undermining the notion of executive control as a distinct
process. Instead, | argue that cognitive evolution is most effectively understood as the
elaboration of specialized systems for embodied adaptive controli”.

In this context, movement is a child’s first language. At birth, the infant has minimal
control over its own body, but the child is furnished with a series of reflexes and
spontaneous movements to support survival in the first months of life, which also provide
rudimentary training for many later more complex skills. In order to become self-reliant,
physically, socially and emotionally, the developing child must first learn control of the
body. Confidence in the use of the body is its primary pre-school education, which
continues to develop and adapt through the remainder of life.

Control of the body begins with development of posture and muscle tone, which act as
anti-gravity forces, facilitating not just autonomous movement, but also providing the
gravitational security necessary to afford a stable reference point for control of balance,
coordination, centres involved in the control of eye movements and spatial orientation.
Spatial orientation also supports important aspects of emotional as well as physical
stability (Blythe, 1988, Goddard Blythe 2014).

The process of maturation within the central nervous system (CNS) on which these
functions depend is hard wired into the healthy infant brain, but to unfold its possibilities,
maturation is inter-dependent with physical interaction with the environment and social
engagement. Movement opportunity and experience help to form connections within the
CNS which provide the basis for a repertoire of expressive techniques (motor
vocabulary).

The psychologist and educator G. Stanley Hall observed that the development of the
growing child appears to parallel the evolution of the human species. Although the
recapitulation theory is now outdated in the literal sense, in the first year of life the
human infant does mirror its evolutionary history in terms of the motor and postural skills
it acquires and increased connectivity within the neural substrates involved. This is a
dual process of maturation and experience.

Kohen-Raz (1996) explained that posture is not only,

“a basic neurophysiological apparatus which ensures physical stability and mobility of
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the organism against the pull of gravity, but primarily is a central neuropsychological
system which embraces a wide range of functional levels, from spinal reflexes to higher
mental processes”.

He went on to say that viewed from such a perspective, it is evident that,

“postural control and consciousness, the precondition of all differentiated and complex
mental activities, are intimately related”

and that,

“the mental capacity to differentiate between and inner and outer world, the awareness
of an autonomous self in the universe, is rooted in the human ability to assume an erect
and adaptable posture, a “stance”, a “standpoint”, which serves as a point of reference
not just to perceive but to understand the world”.

Relationship between neuromotor function and performance

There is a growing body of evidence which reveals a correlation between maturity in
neuromotor skills and educational performance. Neuromotor skills can be evaluated in a
number of ways, one method being the assessment of primitive reflexes and postural
reactions at key stages in development — the presence or absence of these reflexes at
specific times in development - providing recognised signposts of maturity in the
functioning of the CNS.

Primitive reflexes emerge in utero, are fully present at birth in the full term infant (40
weeks gestation), and are inhibited in the first six months of post natal life. Examples of
primitive reflexes include the rooting, suck, grasping, tonic neck, tonic labyrinthine and
Moro reflexes Postural reactions (sometimes referred to as postural reflexes) are
reactions to change in position, which develop in the first three and a half years of life
and provide a foundation for sub-conscious control of posture, balance and coordination
in a gravity based environment. Examples of postural reactions include head-righting,
amphibian and segmental rolling reflexes. The continued presence of primitive reflexes
beyond the normal time of inhibition, and/or under-developed postural reactions after
three and a half years of age provide evidence of immaturity in the functioning of the
CNS (Peiper A, 1963, Capute A, 1986).

Retained primitive reflexes are accepted signs of pathology in conditions such as
cerebral palsy, and may be disinhibited in the progression of demyelination diseases
such as multiple sclerosis and Alzheimer’s disease, but continued primitive reflex activity
in the absence of identified pathology has been a ‘grey area’ for many years, with many
experts maintaining that residual primitive reflexes cannot persist in the school aged
child in the absence of pathology. Despite this prevailing academic view, there is
evidence to support the theory that immature primitive and postural reflexes are present
in sections of the general school population and are linked to educational under-
achievement (McPhillips et al.2000, Goddard Blythe 2001, McPhillips and Sheehy 2004,
Goddard Blythe 2005, 2011; Griffin 2012), play a part in aspects of attention deficit
hyperactivity disorder (ADHD) (Taylor et al. 2004) and interfere with the motor aspects of
speech (Giffhorn and Queifer 2012).



Studies which have used the The Institute for Neuro-Physiological Psychology (INPP)
developmental screening questionnaire (Blythe and McGlown, 1979) — a questionnaire
which covers aspects of early development from family history through pregnancy and
birth up to school age - have consistently demonstrated a relationship between a cluster
of adverse events in the first years of life, early signs of motor delay and later
educational under-achievement (Goddard and Hyland 1998, Bharwani S et al. 2013).

An analysis of the developmental history of nearly 15.000 children carried out between
2001 and 2002 as part of The Millennium Cohort Study found that babies who were slow
to develop their motor skills relating to sitting unaided, crawling, standing and taking their
first walking steps were significantly more likely to be identified as behind in their
cognitive development, and also likely to be less well behaved at five years of age
(Hansen et al. 2010).

There is also evidence to support the theory that persistent abnormal reflexes and
respond to specific physical programmes of remedial intervention (Bender 1976, O’Dell
and Cook 1996, McPhillips et al.20001, The North Eastern Education and Library Board
Report 2004, North Eastern Education Library (2004), Goddard Blythe 2005, 2011,
Giffhorn and Queier 2012), indicating that movement plays an important role in the
integration of early reflexes, the developmental of postural reactions and the ability to
measure and control release of energy, and the speed and choice of direction needed to
coordinate actions.

These findings raise questions as to why early motor development and cognitive
functioning are inter-dependent, and how movement facilitates integration between the
senses and entrains sensory-motor function?

At birth, connections from lower brain centres to the superficial layer of the cortex are
only tenuously formed. The neonate is equipped with a series of survival responses to
various environmental stimuli which enable him to breathe, to “root” for the breast, to
suckle and to grasp. He also has a series of reflex reactions which evoke response to
change in position. These innate reflex responses are mediated at the lowest level of the
brain — the brainstem — but as connections to higher centres in the brain strengthen
during the first weeks, months and years of life, the functional direction and organised
control of movement proceeds from the lowest (brainstem) to the highest level of the
central nervous system (cortex). “The process of corticalization is characterised by the
emergence of behaviours organised at sequentially higher levels in the central nervous
system with lower levels being recruited into the service of higher functions as
maturation takes place” (Spreen et al.1984).

Children’s motor development is dependent primarily on overall physical maturation,
especially skeletal and neuro-muscular development combined with physical interaction
with the environment. Children need opportunity for exercise, repetition and practise, not
only to develop strength but also control and dexterity. The brain learns by doing and the
more an action is repeated the better the brain becomes at anticipating it and sending
the right commands with the cerebellum playing a key role in the fine tuning of motor
actions and the automisation of rehearsed movement sequences (lto, 2008). Infants
have a natural range of rhythmic motor activities which involve kicking, waving,
punching, stretching, rocking, bending and twisting and these rhythmic activities, or
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primary movements, afford an important transition from uncoordinated activity to
coordinated motor behaviour (Thelan E, 1981).

Primary movements occur in the context of opportunity and practice. Opportunity
requires the space and time to experience physical activity in all sorts of different ways,
from the gross motor movements involved in swinging, rocking, rolling, crawling walking,
running and jumping to the fine motor skills needed for feeding, speech and writing.
These early movement patterns are later repeated, re-calibrated, and refined as more
advanced postural skills are acquired to build a flexible motor vocabulary adaptable to
the needs of the environment.

Development of hand-eye coordination in the first weeks of life provides one example of
how early reflexes assist in the process.

The visual world of the neonate is very different from the visual-perceptual world of an
adult. Focus is blurred and restricted to near distance; the eyes are drawn to outlines
and edges rather than central features and are sensitive to contrast. The Asymmetrical
Tonic Neck reflex (ATNR), active in the first 4 months of life, is a response to rotation of
the head to either side, which elicits extension of the limbs on the jaw side and flexion in
the occipital limbs. Rotation of the head also involves movement of the eyes in the same
direction as the head, compelling the eyes to follow movement of the extending arm and
hand, helping to increase infant’s focusing distance from near point to arm’s length and
back again, and from central vision to peripheral vision. (Figs. 1 and 2). Within only a
short period of time, the extending arm and hand will come into contact with objects, and
through a combination of moving, seeing, proprioceptive feedback and touching, the
infant starts to understand the rudiments of space and distance. Only a few months later,
the ATNR will be inhibited - as the transition from reflex reaction to increased voluntary
control progresses - oculo-motor function and visual perception also mature (Fig. 3).

Figs. 1 and 2 ATNR influencing eye-hand coordination in a neonate



Fig. 3. Infant at 22 weeks able to bring the hand and eyes to the midline to coordinate
reaching.

Visual functioning will continue to develop in co-operation with movement activity for
many years. Crawling represents another stage in the process, when for the first time
vestibular, proprioceptive and visual systems operate together in a new relationship with
gravity, with the hand-eye coordination involved taking place at the same visual distance
a child will use to read and write a few years later (Fig. 5). Fig. 5. Space, depth and
weight bearing are explored from the quadruped position.

Fine motor skills

Development of the pincer grip needed to hold and use a writing implement provides
another example. If an object is placed in the palm of a neonate’s hand it will grasp the
object by curling its fingers successively around the stimulus, beginning with the middle
finger, followed by the ring and little fingers, index finger and thumb (Prechtl 1953) with
the thumb usually nestling underneath the index finger (Fig 6).

Fig.6. Palmar grasp reflex in 4 day old baby



The Palmar Reflex remains present in healthy infants up to the fifth month of life
gradually being inhibited by the age of one year. By the fifth month, the infant starts to be
able to let go of an object, although initially this may occur as much by accident as
design. This is the stage when the infant will start to drop toys or food and then whimper
in frustration when it cannot retrieve the object itself. Parents quickly tire of the game, but
the infant is learning to do something very important. He is learning how to “let go”. This
is a precursor to being able to bring the thumb and forefinger together without the whole
hand opening or closing. Modification of the palmar reflex occurs in combination with
other motor experiences. When placed in the prone position, the action of using the
hands to support the weight of the body also helps to moderate sensitivity to touch in the
palmar region of the hand and inhibit the grasp response (Figs. 7 and 8).

Figs. 7 and 8. Upper body weight supported using the arms and hands, helps to inhibit
the Palmar reflex and develop head, neck and upper body strength

Fig. 7 Hands still under influence
of palmar grasp reflex at 3 months

Fig. 8 Palmar grasp reflex significantly
integrated at 22 weeks



Voluntary release of objects and thumb and forefinger opposition are necessary for
many fine motor skills tasks, particularly holding a pencil to write. When a child is
learning to write initially he will tend to replicate earlier patterns. He will for example, use
a cross-palmar grasp with the whole hand clutching the chalk or pencil and usually with
the arm turned inwards. As the arm is not well supported on the writing surface initially
the child uses gross rather than fine motor actions to draw or write. A little later, a similar
grasp is used but the child notices that he can control the pencil better if he extends his
index finger. Eventually he will learn to use a tripod pincer grip with the third finger
supporting the pencil, the forearm supported on the surface and the arm turned outwards
enabling him to use fine motor actions. This later dexterity relies on successful
completion of earlier stages. If a school aged child is still influence by the palmar reflex,
manual dexterity will be impaired and may be observed in the type of pencil grip used

(Fig. 9).

F ig. 9. Palmar grasp reflex evident in the writing grip of a school aged child

The relatively uncontrolled postures, gestures and attitudes of the infant form the basic
motor vocabulary for the most refined and expressive movements utilised in dance, art
and musical expression, the physical prowess of the athlete, the creative ideas of the
academic and the scientist, and the skill of the craftsman. The difference between these
abilities is in the range, release and voluntary control of the movement patterns involved,



acquired through maturation, experience and training. While this process begins in
infancy, skills continue to be developed over time through experience and practice, a
process well recognised in past forms of education at risk of being ignored as children
are encouraged to play and to learn with the aid of e-technology through virtual versus
physical reality. Physical literacy begins with mastery of the body in space, the physical
sense of self and security in space and the development of a rich vocabulary of non-
verbal skills as well as supporting verbal expression.

1 McPhillips used exercises based on movements originally devised by Peter Blythe at
The Institute for Neuro-Physiological Psychology (INPP) in this study.
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Growing Physical Literacy in the Young Child

Patricia Maude

Abstract

This paper is based on the premise that childhood lays the foundation for the journey in
physical literacy that commences before birth and continues throughout life. To provide
an extensive and comprehensive foundation is the challenge for all who work with or
legislate for the well-being of the young, in ensuring that all children achieve their
potential and lead happy and fulfilling lives. The discussion in this paper sets out the
importance of enabling the growth of all aspects of physical literacy in young children,
both through maximising opportunities to develop physical competence and through the
provision of stimulating environments and scaffolded support and intervention to promote
cognitive, social and emotional development.

Introduction

The Early Years are exciting times for children’s physical development as they grow,
constantly changing in size and shape, and for their movement development, as they
gain awareness of the body and explore the increasingly vast range of movement
experiences in their ever-expanding environment. Childhood is the time to learn how to
move, to find out how to become physically competent and to discover how to use
movement to access all other areas of learning. Childhood is also the time to nurture
self-confidence and self -esteem as well as to establish self-motivation and commitment
to moving and learning.

Achieving optimum physical development is the prime business of infancy and
childhood. Physical development proceeds from the brain downwards and from the
centre of the body outwards, such that the muscles of the legs are later to develop than
those of the arms, and the hands are later to develop than the shoulders. However, the
keys to development are the brain and movement.

In her paper entitled ‘The Importance of Movement in Early Development’ (in this
Bulletin) Goddard-Blythe describes the development of the brain and the development of
movement, and states that: ‘movement is the most important function of the brain’.

Ratey (2008:p4) confirms this when he states that: ‘exercise cues the building blocks of
learning in the brain’ and: ‘exercise is the single most powerful tool to optimise brain
function.” He reminds us that ‘to keep our brains at peak performance our bodies need to
work hard.” Whilst this applies throughout the lifecourse, from infancy through to old age,



consideration here is confined to the provision of sufficient appropriate physical activity,
in order that young children can achieve their full potential in physical competence and
make optimum progress in their physical literacy journey. Minimising sedentary activity
and maximising active play are essential factors in success for children of all ages. In
2011, due to the growing awareness of the benefits of physical activity both for
development and for health, the Department of Health, produced a report ‘Start Active,
Stay Active’ containing the following Guidelines for children under the age of 5 years:

1. From birth, until they can walk, infants should participate in floor play and water-
based activities

2. Pre-school children who are walking unaided should be physically active for at least
180 minutes, spread throughout the day.

3. All children under the age of five should minimise the amount of extended periods
of sedentary time except when sleeping

Minimising sedentary time allows for maximising active play, which as Lee (1984:34)
claims: ‘is the main business of life’. Saach goes further (1988:27) in stating:

Play is an extremely important human activity; it is a basis for culture. Play is not only a
biological function, but the primary function for man. Play is a process by which a child
develops mature understanding; it is an exploration of one’s self in relation to the world;
it is a process of accepting oneself.

Play enables infants and young children to build their movement vocabulary, just as they
are also building their verbal vocabulary. Children are endowed with an amazing
capacity to explore the world around them, to experiment in movement, to find out what
they can do, what they cannot yet do and continually to seek to expand their experience.
They have the potential to increase their movement vocabulary exponentially. Through
recall, repetition and practice of individual movements, through applying known
movements in a variety of situations and by creating patterns and sequences of
movement, learners gradually develop their movement memory. Through increasing
postural management, balance, coordination, control, strength, stamina, as well as
committing to continuous repetition and practice, learners can also enhance and refine
the quality of their movement patterns, developing into articulate movers and achieving,
as the extended definition of Physical Literacy states:

‘the ability to move with poise, economy and confidence in a wide variety of challenging
situations’ Whitehead (2010) p13

Childhood is the time to introduce infants and children to this wide variety of challenging
situations. From their earliest days, infant play is often floor-based, including extensive
tummy time, with a range of toys to manipulate, grasp, wave, pat, lick, chew and bang
together and against available surfaces. Infancy is also an ideal time for introducing
water-based activity. Music, rhythms and dancing add variety to play for all young
children as does being played with, in safe rough and tumble play and in calming rocking
and soothing activity. In addition to indoor play and water-based play, the outdoor
environment also offers a wide range of challenges. Perry (2001) suggests that: ‘Outdoor
play settings may be the one place where children can independently orchestrate their



own negotiations with the physical and social environment, and gain clarity of selfhood
necessary to navigate later in life’. Outdoor play engages children in physical learning
through enjoyable, exploratory experiences, using the body meaningfully, purposefully
and with imagination. (Maude (2009:46)

Whichever setting constitutes the play arena, it is best provided for when furnished with
a range of natural and man-made resources and equipment and the participation of
significant others as play partners, playmates and play facilitators. What pleasure can be
gained from running through fallen leaves in Autumn and trying to catch some as they
fall or jumping to catch bubbles blown by a play partner!

It was sometimes believed that children’s time should be spent in ‘free’ play, without
intervention. Whilst this indeed constitutes a valuable play experience, it is not sufficient
by itself. Active and varied play is vital for optimal development and therefore it has been
proposed by the British Heart Foundation (2012) that there are four types of play,
namely:

i. Unstructured play — free exploratory play without adult support

ii. Child-initiated play — with appropriate adult-enabling, in the form of scaffolded
support which is temporary and offered at the child’s moment of readiness

iii. Focused learning play — adult guided
iv. Highly structured play — planned and adult directed

The objectives of any intervention given should be to facilitate, develop, enhance,
encourage, challenge and add pleasure and satisfaction to the child’s play experience.

Scenario

‘Ben makes a star shape’

Ben loves going to gym sessions with his dad. He is seen here making a big star shape
and looking at what he has achieved in the mirrored wall just opposite. He and his dad
are talking about whether his elbows and wrists are straight. His dad gives feedback
both verbally and by supporting the position of Ben’'s arm. They are also deciding if his
legs are in a star shape and whether his knees and hips are straight.

There are many ways in which children learn, though broadly these can be categorised



under three headings, with the acronym V A K’, namely: Visual learning, Auditory
learning and Kinaesthetic learning. It is thought that most children seem to have a
natural preference for one of these. Ben seems to have the potential here to gain from all
three. He may be receiving visual feedback on his star shape from the mirrored wall in
front of him, auditory feedback from his dad and kinaesthetic feedback both through the
internalised ‘feel’ of his body as well as the ‘touch-sense’ from his dad’s hand contact.

Goddard-Blythe, in her paper in this Bulletin states that

physical literacy begins with mastery of the body in space, the physical sense of self and
security in space and the development of a rich vocabulary of non-verbal skills as well as
supporting verbal expression.

The above scenario ably demonstrates that Ben has started out well on his physical
literacy journey!

As his play partner, Ben’s dad has developed both movement observation and feedback
skills. He has observed his son’s star shape and names the joints, elbows, wrists, knees,
hips, to help Ben to focus on the specific parts of his body to be made straight. Focused
observation, accompanied by movement knowledge and accurate vocabulary enables
observers to provide feedback that is fit for purpose. (Maude 2003).

Turning attention now to other attributes of physical literacy as detailed in the short
definition, we further consider the contributions of knowledge, understanding, motivation
and confidence. Although physical competence is a key attribute in physical literacy, it is
not sufficient without accompanying knowledge and understanding of self and the self as
a mover, engaging and exploring in the world through movement. Possessing and
maintaining the motivation to continue this exploration and engagement, to increase and
memorise movement vocabulary, to enhance movement quality, to be determined to
persist, to face and manage failure and to celebrate and be spurred on in movement by
success, are enduring and worthwhile life skills.

Nurturing the natural exuberance normally seen in the movement of young children and
embedding in them a sense of self-worth in movement is invaluable. This is especially so
when, at around the age of seven, they begin to compare their movement skills with
those of their peers and realise that they may not, after all, be the best! Recognising and
celebrating achievement and progress and maintaining and building up children’s
confidence in their movement is essential, particularly for children who feel that they are
not as good as others. Seefeldt (1993) states that children who have been deprived or
frustrated in their early movement experiences often avoid physical activity and thereby
develop inadequate movement skills. They may then go on to feel excluded from the
play experiences enjoyed by their peers, and may thereby face limitations in their social
and emotional development. This may eventually lead to a lifetime of inactivity, poor self-
image and confidence.

In the scenario below we see that Emma demonstrates that her physical literacy is
progressing well. Although she is naturally shy, she is physically competent,
knowledgeable about the task she has chosen to undertake and is both self-motivated
and confident in her endeavour.



Scenario

Emma has recently started attending her local nursery. She has ventured outdoors and
is sitting at the edge of the play area looking around at the other children and particularly
focusing on several children on balance bikes. She is a shy child who is not naturally
adventurous and usually needs encouragement to try new activities. However she has a
trike and a scooter at home and enjoys going to the park and pedalling or scooting along
the pathways. Her care worker sees Emma eyeing the balance bikes and decides to
watch and, if necessary, suggest to her that she might try one. There proves to be no
need as Emma goes over to a bike, picks it up, sits on it and then starts to walk along to
the end of the path. Carefully she turns the bike around and walks back, easily keeping
her balance and control of the bike. Noticing a child who is jogging on his bike she too
speeds up as she travels to the end of the play area where she slows down and stops,
having ably kept the bike travelling in a straight line. She practices this several times
before laying the bike down and going back indoors. At her next outdoor session she
sees children who run along on their bikes, then take their feet off the ground for a
moment and put them down again to stop. This challenge is soon within Emma’s grasp
and she confidently lifts her feet momentarily and puts them down again, increasingly
gaining confidence in maintaining her balance and enjoying the feel of real cycling.

This is an example of a child who not only demonstrates increasing physical
competence, but also is able to transfer knowledge and understanding of a similar
activity from her own previous experience into this new situation. She is clearly
motivated to meet the challenge of travelling on a two-wheeled bike with no pedals. She
shows determination and commitment to persist. She shows great confidence, both to
venture into the unfamiliar large outdoor space by herself and to try out and succeed in a
new activity.

Summary

In this paper we have considered some of the conditions and means whereby young
children can be enabled to establish a strong foundation in physical literacy. These
include provisions for achieving optimum physical competence, through wide-ranging
active play, with minimum sedentary activity, abundant enabling environments and
appropriate intervention, support and feedback. Further responsibilities to be addressed
by parents, teachers and carers are to sustain and enhance children’s confidence and
motivation as they explore, experiment and discover, and as they build their movement
vocabulary, memory and quality towards becoming articulate and knowledgeable
movers.
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Helping young Children in the early Years to foster a lifelong
Love of being physically active

Angela Newport

Abstract

This paper sets out the importance of promoting physical literacy in young children and
then looks at the background for the development of the British Heart Foundation
National Centre for Physical Activity & Health resource Early movers: Helping under 5’s
live active and healthy lives. The paper finally reflects on current feedback from centres
using the resource.

Introduction

Developing physical literacy in the early years is the foundation for learning to love being
physically active on a regular basis and continuing to be active throughout life.

Physical literacy has recently been described as a disposition in which individuals
have...

‘the motivation, confidence, physical competence, knowledge and understanding to
value and take responsibility for maintaining purposeful physical pursuits/activities
throughout the lifecourse.1’

It is important that early years practitioners, (as well as parents and carers) understand
the importance of this physical literacy journey beginning from the day a child is born.
They also need to be equipped with the practical skills, knowledge and understanding to
nurture movement development and help children make progress on their journey. In
addition they need to be able to develop children’s confidence to move well by facilitating
the learning and practice of new movement patterns and skills and to encourage a love
of being physically active in the first years of life.

Practitioners can do this by encouraging a love of movement from day one, by creating
positive enabling environments and facilitating a variety of movement opportunities on a
daily basis. This will give children rewarding physical activity experiences, stimulating the
learning of key movement skills and ensuring the development of children’s self-esteem
and confidence in their movement abilities. Practitioners will also be helping children to
recognise the enjoyment they feel from physical activity and fuelling a desire and
motivation to participate in more physical activity as they grow and develop.

There is some evidence to suggest that physical activity patterns established during



early childhood (0-5.9 years) lead to a greater chance of physical activity being
maintained between the ages of 6-11 years (Jones, RA et al, 2013) 2. This would
suggest that it is important to establish a high level of physical activity at the earliest age
in order to encourage activity patterns later in childhood, not only for promoting good
health and wellbeing, but also in terms of laying foundations for a desire to want to
continue being active throughout life.

In the section that follows the rationale for the development of a British Heart Foundation
resource ‘Early movers: Helping under 5’s live active and healthy lives’ will be outlined.
The section will also highlight the key features of the resource, set out its aims, provide
information on how it can be accessed and consider how best it might be used to assist
early years practitioners lay the foundations for physical literacy for the children in their
care.

Background to the development of Early movers

In 2010, the British Heart Foundation National Centre for Physical Activity & Health
(BHFNC)* was involved in reviewing the latest scientific evidence on physical activity
and health in order to update the physical activity guidelines across the four UK home
countries. Emerging evidence suggested that physical activity is important for health,
physical and psychological development in young children. As a consequence physical
activity guidelines for early years (0-5 years) were developed for the first time and
published alongside guidelines for other age groups, as part of the four UK Chief Medical
Officers report4.

In addition, the BHFNC carried out a national audit of physical activity provision in
Children’s Centres and nurseries in the summer of 20105. This audit (responses - 192
Children’s Centres and 60 nurseries), had the following aims:

e to establish a national picture of active play provision in Children’s Centres and
nurseries across the UK

¢ to identify any gaps in provision and inform how best the BHFNC could support
early years settings in their provision and practice.

Key findings showed that there was a large variation in the amount of outdoor play
provision being offered on a daily basis, ranging from continuous free-flow between the
indoor and outdoor environments to 2 x 20 minute play sessions outside. In some
settings it became apparent that young children had limited opportunities throughout the
day for movement and free play. In addition, the audit highlighted an apparent lack of
confidence among early years practitioners to set up and facilitate active play sessions
especially among those working with the 0-2 age group. Without this confidence
themselves, practitioners will find it difficult to support children to develop their
confidence to learn new movement patterns and this will also limit their early physical
literacy experience.

A full report of the audit finding can be downloaded at: www.bhfactive.org.uk


http://www.bhfactive.org.uk/

To assist with this confidence, practitioners highlighted in the audit that they would
welcome physical activity resources in the form of booklets, posters and leaflets to help
them in their daily activities and also to help in engaging with parents to promote active

play.

The audit confirmed what the Centre had been hearing anecdotally; that there was
currently no national guidance and support to assist practitioners to create positive
enabling environments to facilitate children’s physical activity and foster a love of
movement. This fact together with advice from the BHFNC’s National Early Years
Advisory Group and the need for some exemplification of the UK Physical Activity
Guidelines, all helped inform the development of a new early years physical activity
guide, Early movers: Helping under 5’s live active and healthy lives.

Early movers: Helping under 5’s live active & healthy lives

The rationale for developing an early years physical activity guide was to help support
early years practitioners:

¢ to understand the importance of early movement opportunities in helping young
children’s early physical development

¢ to highlight the potential of physical activity for impacting on other aspects of
learning and development

¢ to have the ideas and confidence to organise positive enabling environments in
which young children can thrive, be appropriately challenged to develop
progressive movement patterns and develop a love of being active.

In November 2012 the BHF published an early years physical activity guide entitled Early
moversb. The guide is designed to help early years practitioners plan and organise
physically active play environments for children under five which will set them positively
on their physical literacy journey. The guide provides information and ideas on planning,
use of indoor and outdoor play spaces, as well as practical activities and ideas for
getting parents and carers involved. It also considers practitioner interactions to facilitate
physical activity and looks at the close relationship between physical activity and other
aspects of learning, such as cognitive, language, personal, social and emotional
development. It is intended for use by early years settings who provide care to children
from birth up to the age of five and can be used by all pro