Building, delivering and sustaining effective physical education programs – Section 3 Chapter 9

Chapter 9
Curriculum Concepts and Planning Principles

OVERALL CHAPTER OUTCOME

To develop insight into curriculum concepts, principles of curriculum design and a model for curriculum planning that will encourage the development of a meaningful, worthwhile and relevant school physical education curriculum
CHAPTER OUTCOMES
· To define ‘curriculum’ and its association with ‘program’ and ‘syllabus’

· To explain ‘backward design’ and ‘instructional alignment’ as the two main guiding principles of designing and planning curriculum

· To provide examples of common practices in physical education curricula
· To describe the role of curriculum in successful physical education
· To describe ‘objectives’ and ‘outcomes’ and examine the relationship between the two

· To engage with international differences in physical education curriculum design
· To specify eight principles of curriculum design
· To explain the different ‘goods’to which physical education curricula are devoted
· To describe the six-step model for curriculum planning
· To elucidate the equity issues important for curriculum planning

A discussion of curriculum is not complete without reiterating why ... why is curriculum important? As a teacher, a curriculum is not a discussion of abstractions or a handing down of the traditional. Curriculum is at the heart of what we do as teachers and what we have as our legacy to the next generation.

Kovalik & Olsen (1994)
Before going any further in introducing and discussing curriculum concepts it is imperative to qualify what we mean by ‘curriculum’and its relationship to associated terms such as ‘program’ and ‘syllabus’. Curriculum tends to refer to all planned learning for which the school is responsible and all the experiences to which learners are exposed under the guidance of the school (Kelly & Melograno, 2004). These can include school subjects, after-school sport and extra-curricular activities. A school curriculum can constitute a set of objectives that note instructional intent and outcomes that describe what students are expected to achieve across the school curriculum. Along with every other school subject area, all the experiences that students have in physical education while they attend a particular school represent that school's curriculum. While curriculum is commonly used to convey the accumulation of planned learning experiences across the school, it is sometimes used interchangeably with the terms ‘program’ and ‘syllabus’ when a specific school subject lists selected activities and experiences planned to achieve student learning outcomes. It is therefore common for some countries to discuss a physical education curriculum, for others to discuss a physical education program and for others to refer to a physical education syllabus. Throughout the text we favor the use of the term curriculum.
Box 9.1: Curriculum-related terms
Alignment: exists when the objectives / outcomes, activities, instruction, and assessment of a physical education program are matched and compatible.
Authentic outcome: an outcome that requires aperformance in a context similar to the one in which the knowledge, skills, and strategies will eventually be used.
Backward design: where curriculum design begins with the exit outcomes and proceeds backwards to ensure that all components are directly related to achieving the outcome.
Content standards: what students should know and be able to do at a particular developmental/grade level.
Curriculum: all planned learning for which the school is responsible and all the experiences to which learners are exposed under the guidance of the school. Curriculum is also used interchangeably with the terms ‘program’ and ‘syllabus’ when a specific school subject, such as physical education, lists selected activities and experiences planned to achieve student learning outcomes.
Curriculum guide: a formal district / regional document explaining the objectives to be achieved in a subject and the activities thought to contribute to those objectives. Also often referred to as a ‘curriculum syllabus’ or a ‘graded course of study’.

Objectives: statements of instructional intent that include situation (condition), task (behavior) and criteria that will guide student learning. 
Outcomes: what students are expected to do and know as the result of participating in the program.
Outcomes-based curriculum: curriculum in which specific outcomes rather than general objectives form the basis of the curriculum.
Performance standards: tell teachers and students how well the student has to perform to meet the standards. That is, how good is "good enough" for that level.
BACKWARD DESIGN AND INSTRUCTIONAL ALIGNMENT

It is imperative that the reader understands two concepts, ‘backward design’ and ‘instructional alignment’ that guide the design and planning of curriculum. Wiggins and McTighe (1998) encourage teachers to plan backwards from the ‘big ideas’ they want students to learn, design assessment tools that will demonstrate students having achieved success and choose teaching strategies to facilitate students reaching those big ideas. This is commonly referred to as backward design and constitutes considering;

· What do we want students to know and be able to do as a result of participating in our programs? (Curriculum)

· How will we know when they have been successful? (Assessment)

· How can we get them there in the most challenging and engaging ways possible? (Instruction)
 (Lund & Tannehill, 2010)

For example, if the goal is to be a fair player during activity, assessment should be to demonstrate fair play in an activity setting and teaching should be learning what it means to be a fair player and practicing it with feedback. If the goal is to be physically active in class daily, assessment should be learners demonstrating daily physical activity and teaching should be providing challenging opportunities for learners to be physically active. Both examples constitute instructional alignment where goals, assessment, teaching strategies and learning experiences are aligned, promoting richer learning for students.
A meaningful and coherent physical education program reflects an alignment between learning goals, assessments that determine if students reach those goals, and the instructional practices that provide students the opportunity to achieve success (Cohen, 1987; Lund & Tannehill, 2005). That is, demonstrate alignment between what students are intended to know and be able to do, the opportunities they receive to learn and practice, and how we assess for learning. The first piece of the instructional alignment triad is reflected in goals for student achievement, i.e., what it is that students will learn in physical education. The second piece of the triad is assessment and assessments that match the learning goal. We must determine what we want students to achieve (goal), and how they might demonstrate success. All learning does not have to be demonstrated in the same way. Just as all students learn differently, so do they demonstrate learning in varying ways. It is up to the teacher to provide opportunities for students to demonstrate their success, their mastery, their competence, and their level of achievement. The final piece of the triad is instruction and how instruction is designed to facilitate learning. It must be done intentionally, thoughtfully, creatively, and in an inviting and individually motivating way.

The chapters in section 3 work through the three components of backward design, i.e., curriculum (chapters 9 and 10), assessment (chapters 11 and 12) and instruction (chapters 13, 14 and 15). Chapter 16 details instructional alignment where goals, assessment, teaching strategies and learning experiences are aligned throughout the planning of a unit of work. Both backward design and instructional alignment are revisited in this chapter under the heading ‘Principles of curriculum design’.
COMMON PRACTICES IN PHYSICAL EDUCATION CURRICULA
Experiences in physical education ought to add up to something significant in the lives ofstudents. Physical education should excite students, engage them enthusiastically in activities they find meaningful, and eventually help them develop lifelong commitments to physically active lifestyles. Sadly, physical education curricula do not always achieve those outcomes. Too many young people move through their school physical education experiences bored, uninterested, and even eventually alienated from the physically active lifestyle that most curricula aim to develop. Too many students wonder where all the excitement is that they see and experience in school sport, in community activity programs, on television, and in fitness centers. In too many school districts / regions, education is planned and delivered with no serious effort to articulate and develop the programs at primary and post-primary to achieve significant curriculum objectives.
One major culprit is the continued widespread use of the short-unit, multi-activity curriculum model, what many refer to as a "smorgasbord" curriculum (Taylor & Chiogioji, 1987). Because physical education has many objectives / outcomes, teachers plan the curriculum as a series of short activity units, with a few lessons of isolated, basic skill practice and then a few class periods of a tournament or series of games. Perhaps most alarming is that these same "introductory" units tend to be taught over and over again throughout the physical education curriculum, so that students' physical education experiences are repetitive, uninteresting, and unchallenging. Thus, a student in post-primary physical education might well experience a short volleyball unit in which the first several lessons introduce the serve, forearm pass, set, and spike. These skills are then practiced in drills that often isolate the skills from the context in which they might be used in games. Even so, students seldom get sufficient practice opportunities to become confident about their skills. Then, for several lessons, teams are assigned and games are played. Game play is typically of low quality because students do not have sufficient skills to enjoy the game, having had little opportunity to learn the tactical and strategic elements of volleyball. Many of those students might have had nearly identical volleyball units in primary school, so they leave school with little appreciation for what a great sport volleyball can be and ill equipped to pursue volleyball as a recreational sport in their adult years. Their physical education curriculum has failed them.
Learning experience 9.1:
Reflect on your experience as a student of school physical education at primary and post-primary and write down;
(i) the activity areas to which you were most and least exposed through the physical education curriculum, (ii) the extent to which you experienced the multi-activity program in physical education, (iii) what encouraged or discouraged your participation in school physical education, (iv) the opportunities you were afforded through the physical education curriculum, e.g., team affiliation, and (v) your lasting impression of school physical education.

Join up with a group of your peers and share your responses to identify the similarities and differences of school physical education that you have been exposed to.

THE ROLE OF CURRICULUM IN SUCCESSFUL PHYSICAL EDUCATION


Successful physical education, in which most students achieve a large proportion of the objectives / outcomes, is the result of curriculum and instruction coming together in appropriate ways and is greatly enhanced when facilitative structural arrangements can be put in place. Successful physical education requires the following:
(1) A meaningful, relevant curriculum that is articulated across ages and school level 
(2) Effective teaching that helps students become enthused, self-reliant learners
(3)  Organizational arrangements that allow for meaningful engagement andprovide sufficient time and support to achieve meaningful outcomes
The absence of even one of those three components, and the program will fall short. A dull curriculum, perceived by students as repetitive, lacking appropriate challenges, and irrelevant, will fail, even when it is taught effectively. An exciting and relevant curriculum can also fail if it is taught ineffectively. A meaningful curriculum that is delivered effectively through appropriate instructional strategies will succeed. Organizational arrangements such as block scheduling (see later in this chapter), persisting groups (Chapter 6), learning communities (Chapter 6), and links to community programs (Chapters 1 & 2) can all strengthen and invigorate the curriculum.

Learning experience 9.2: 
Consider the following demographics shared in the examples below and develop a written outline of what would be a potentially meaningful, exciting and relevant curriculum that would complement such demographics;

(a) A class of 28 16-year old boys and girls who attend the school from a wide geographical area and whose physical education exposure has only been hockey due to the interest and expertise of the physical education teacher.

 (b) A class of 26 13-year old boys who wish to play soccer all the time in physical education due to their interest in playing as part of a team and who thrive on exploring how to most effectively play the game.

(c) A class of 23 14-year old girls and boys, most of who live in a disadvantaged area where limited access and support is available to them to be physically active outside of school hours.
This chapter introduces the concepts and language of curriculum and the fundamental principles that guide its development. The chapter also introduces examples of curriculum made by national professional agencies that should form the basis of the curriculum design suggestions made here. You will be introduced to basic information on teaching effectiveness in chapter 13 and structural issues such as persisting groups and learning communities were already discussed in chapter 6. This chapter will be most relevant to those who are required to, or want to, (1) develop their own curriculum, (2) adapt what is currently in place and / or (3) work collectively to develop a physical education curriculum following national guidelines, e.g., the National Association for Sport and Physical Education (NASPE) in the US and the Department of Education and Skills (DES) /National Council for Curriculum and Assessment (NCCA) in Ireland. The concepts and principles in this chapter will be necessary if you have to start from scratch to build a curriculum. If your program already has a written curriculum in place, this chapter’s information will help you determine to what extent your program reflects the three aforementioned criteria for success. 
Chapter 10 introduces you to specific curriculum models. Chapter 16 will equip you with the knowledge and understanding to take a curriculum plan and deliver meaningful units and lessons as effectively as possible within your school’s context. Chapters 13-16 will then help youunderstand the teaching skills necessary to make all that planning come alive and be effective for your students.

IMPORTANT CURRICULUM TERMS

To become knowledgeable and skilled in the area of curriculum, you must be able to use the common technical terms. These terms and concepts are employed by teachers and administrators in their everyday work in schools, and thorough understanding of them is necessary for you to read and apply the professional literature.
Most school districts and many states in the US have and require a curriculum guide, which is a formal district document explaining the objectives to be achieved in a subject and the activities thought to contribute to those objectives. A curriculum guide is also often referred to as a curriculum syllabus or a graded course of study, and is typically based on the NASPE Content Standards (see Box 9.2). Curriculum guides have become very detailed in some districts that have moved toward an outcomes-based curriculum, in which specific outcomes rather than general objectives form the basis of the curriculum and thus require more detail in terms of what activities and experiences contribute to the outcomes.
Box 9.2: NASPE Content Standards
Standard 1: Demonstrates competency in motor skills and movement patterns needed to perform a variety of physical activities.
Standard 2: Demonstrates understanding of movement concepts, principles, strategies, and tactics as they apply to the learning and performance of physical activities.

Standard 3: Participates regularly in physical activity.

Standard 4: Achieves and maintains a health enhancing level of physical fitness.

Standard 5: Exhibits responsible personal and social behavior that respects self and others in physical activity settings.

Standard 6: Values physical activity for health, enjoyment, challenge, self-expression, and/or social interaction.

Source: NASPE (2004) Moving into the Future: National Standards for Physical Education (2nd edition). Reston, VA: NASPE.
Three examples of how physical education curriculum is presented in three countries is noted in Box 8.3. In Australia the documents that denote what is to be taught as Personal Development, Health and Physical Education (PDHPE) in post-primary schools are referred to as a ‘syllabus’. The syllabus lists the aims, objectives and key competencies before introducing core content, e.g., better health for individuals and the body in motion.

In Ireland the physical education document that denotes what is to be taught over the first three years of post-primary school (known as the ‘junior cycle’) is commonly referred to as the physical education ‘curriculum’or physical education ‘syllabus’. It lists the aims and objectives of junior cycle physical education before providing topics and learning outcomes for eight areas of study, i.e., adventure activities, aquatics, athletics, dance, invasion games, net and fielding games, gymnastics and health-related activity.
In England, Wales and Northern Ireland physical education resides within the National Curriculum framework. The documents denoting what content students at particular stages of their schooling are expected to experience in the subject area are referred to as ‘programmes of study’. Such programs include key concepts (competence, performance, creativity and healthy, active lifestyles), key processes (e.g., developing skills in physical activity), range and content of activities (e.g., outwitting an opponent in a games situation) and curriculum opportunities (e.g., experience a range of roles within a physical activity).
Box 9.3: Differing presentation of physical education curriculum

Country: Australia

Curriculum for post-primary physical education: Personal Development, Health and Physical Education (PDHPE) syllabus

Included in the documentation: aims, objectives, key competencies and core content.

Country: Ireland

Curriculum for post-primary physical education: Physical Education syllabus

Included in the documentation: aims, objectives, topics and learning outcomes.
Country: England, Wales and Northern Ireland

Curriculum for post-primary physical education: Physical Education Programmes of Study

Included in the documentation: key concepts, key processes, range and content of activities and curriculum opportunities.
CONSIDERING OBJECTIVES
Common to most curriculum are objectives which are statements of instructional intent that include situation (condition), task (behavior) and criteria that will guide student learning. Physical educators have traditionally designed objectives in the psychomotor, cognitive and affective learning domains. Each reflect different aspects of content to be delivered to students to focus their learning;

Psychomotor objectives: What do you want students to be able to do?

Cognitive: What do you want students to know?

Affective Objectives: What do you want students to think or care about?

Objectives are written in terms of teaching intentions and indicate the subject content that the teacher intends to cover. Box 8.4 notes a selection of objectives from the junior cycle physical education syllabus in Ireland.
Box 9.4: Examples of learning outcomes
Through their study of junior cycle physical education students will develop:

• competence in the performance of a range of activities and the ability to analyse these in the context of technical, physiological, and biomechanical implications for the performer

• the ability to invent, compose, and choreograph physical activity in structured, imaginative ways

• the ability to make decisions relating to physical activity while appreciating consequences in both tactical and moral contexts

• an understanding of the principles, rules, and purpose of different categories of activity, and the criteria for mastery of each

• an understanding of the psychological, sociological, aesthetic and biological knowledge relevant to physical education

• an appreciation of the value of participation in selected physical activities as a lifelong endeavour

• an understanding of the principles of fairness and tolerance in interaction with others

• the desire and the capacity to acquire a positive sense of self.

                        Reference: Junior Cycle Physical Education (DES/NCCA) (p. 5)
Learning experience 9.3:

Consider the outcomes listed in Box 8.4 and share your thoughts on which aspects of student learning they match, i.e., psychomotor, cognitive or affective. Provide a rationale for your reasoning.
Not only do curricula have general objectives in those domains, but unit objectives become more specific, and traditional lesson planning suggests that each lesson should also have identified lesson-specific objectives.This therefore results in three levels of objectives; curriculum, unit of work and lesson plan. These levels are evident when we work through planning to promote student learning in chapter 16. An effective physical education curriculum is one where the successful teaching  of content outlined in the unit objectives (achievable through objectives identified for the related block of lessons attached to each specific unit) increases the likelihood of students successfully achieving the overall objectives of the physical education curriculum and the aligned learning outcomes. Box 8.4 provides two examples of possible broader physical education curriculum objectives and associated (more specific) objectives related to that main objective that could be delivered through different content areas.
Box 9.5: Examples of the relationship between curriculum objectives and content objectives
Example 1:

Physical education curriculum objective: Content on how to invent, compose, and choreograph physical activity in structured, imaginative ways

Related objective in Dance: Content on how to plan and compose movement in various dance contexts

Related objective in Gymnastics: Content on how to select, create, and perform a short sequence based on specific themes

Example 2:

Physical education curriculum objective: Content and learning experiences of the principles of fairness and tolerance in interaction with others

Related objective in Adventure activities: Content and learning experiences on how to demonstrate responsible personal and social behavior in adventure activity settings

Related objective in Games: Content and learning experiences on how to display an understanding of the dynamics of team efficiency
CONSIDERING OUTCOMES

While objectives are what the teacher intends to teach, learning outcomes are what students are expected to do and know as the result of participating in the activities in a program. Learning outcomes should be defined in ways that show immediately how the outcome would be assessed. That is, the very statement of the learning outcome suggests when it can be known that the outcome has been achieved. Learning outcomes can be viewed as "ends" and curriculum objectives can be viewed as "means" (Lambert, 1996). Learning outcomes must guide the development of objectives because, if they do not, objectives might be achieved, but the desired outcome will not be reached. Box 8.5 revisits Example 1in Box 8.4 and matches learning outcomes with the already established curriculum objectives. Matching learning outcomes with objectives is considered further in chapter 16.
Box 9.6: Matching learning outcomes with objectives 

Physical education curriculum objective: Content on how to invent, compose, and choreograph physical activity in structured, imaginative ways
Related objective in Dance: Content on how to plan and compose movement in various dance contexts
Related learning outcome in Dance: Students will be able to plan and compose selected movements in a dance form of their choice
Related objective in Gymnastics: Content on how to select, create, and perform a short sequence based on specific themes
Related learning outcome in Gymnastics: Students will be able to select, create, and perform a short sequence based on a theme of their choice
Authentic outcomes and authentic assessment
One reform agenda in education has been to stress the importance of authentic outcomes (Wiggins, 1993). An outcome is authentic if it requires aperformance in a context similar to the one in which the knowledge, skills, and strategies will eventually be used (Siedentop, 1996). Authentic outcomes should thus be evaluated using authentic assessment measures (see Chapters 11 and 12), in which the assessment allows students to demonstrate the necessary performance qualities in the appropriate context. For example, authentic outcomes in sport activities would relate to actually performing the sport in a competitive setting, such as a basketball game. In this example, authentic assessment would require information on points scored, shooting percentages, turnovers, rebounds, and the like, as well as measures of how successfully a strategy was implemented.
Learning experience 9.4: 
Consider the following authentic outcomes and develop an authentic assessment tool for each that includes an appropriate activity for students:
(i) Gymnastics: Students will create and perform a group gymnastic routine that includes locomotion, flight and balance
(ii) Dance: Students will perform a dance routine that conveys different types / style of dance, and 
(iii) Health-related activity: Students will create a personal fitness program.
Content and process outcomes

In most subjects, primary attention is paid to content outcomes. That is, strategically appropriate skills and knowledge that represent what is essential for successful performance in a particular activity. For example, in dance, to perform dances showing control and sensitivity to the style of dance, and to the music. Educators, however, have always believed in the importance of process outcomes, those skills and attitudes that manifest themselves in areas such as problem solving, effective communication, teamwork, and fair play. For example, in dance, to cooperate in groups to discuss, select, and perform dances.
The contribution of outcomes to exit standards, content standards and performance standards

When final outcomes are established for a curriculum, it then becomes necessary to define how the outcomes will be translated to various grade levels for purposes of planning units and lessons. This is done in different ways across countries. In the US, the final outcomes of a curriculum are defined in terms of exit standards. The next important step in curriculum planning is identifying content standards, which define what students should know and be able to do at a particular developmental/grade level (National Association for Sport and Physical Education, 2004). The use of content standards as a planning device should be accompanied by performance standards which tell teachers and students how well the student has to perform to meet the standards, that is, how good is "good enough" for that level. Behaviors that indicate progress toward a performance standard are called performance benchmarks. Identifying performance standards and benchmarks related to those standards leads quickly and easily to standards-based assessment.
In England, Wales and Northern Ireland, each program of study includes a range of attainment targets to reflect the expectations for students within a particular age range. Level 2 represents expectations for the average 7 year-old, Level 4 for the average 11 year-old and Level 5-6 for the average 14-year old. Box 8.6 lists what constitutes Level 4 and Level 6 in the physical education program of study for England, Wales and Northern Ireland. This allows the reader to consider the extent to which it would be possible to provide evidence from physical education to determine the level at which a student was achieving.
Box 9.7: National Curriculum in England, Wales and Northern Ireland: levels specific to physical education

Level 4 (11 years of age)
Pupils link skills, techniques and ideas and apply them accurately and appropriately. When performing, they show precision, control and fluency. They show that they understand tactics and composition. They compare and comment on skills, techniques and ideas used in their own and others’ work, and use this understanding to improve their performance. They explain and apply basic safety principles when preparing for exercise. They describe how exercise affects their bodies, and why regular, safe activity is good for their health and wellbeing. They work with others to plan and lead simple practices and activities for themselves and others.

Level 6 (14 years of age)
Pupils select and combine skills, techniques and ideas and use them in a widening range of familiar and unfamiliar physical activities and contexts, performing with consistent precision, control and fluency. They use imaginative ways to solve problems, overcome challenges and entertain audiences. When planning their own and others’ work, and carrying out their own work, they draw on what they know about strategy, tactics and composition in response to changing circumstances, and what they know about their own and others’ strengths and weaknesses. They analyse and comment on how skills, techniques and ideas have been used in their own and others’ work, and on compositional and other aspects of performance. They suggest ways to improve. They understand how the different components of fitness affect performance and explain how different types of exercise contribute to their fitness and health. They describe their involvement in regular, safe physical activity for the benefit of their health and wellbeing. When leading practices and activities, they apply basic rules, conventions and/or compositional ideas consistently.

Ref: Qualifications and Curriculum Authority (2007) Physical education. Programme of study for key stage 3 and attainment target 
In the US, NASPE identify specific examples of the content standards (see Box 8.2) for grade-level ranges representing K (kindergarten) -2, 3-5, 6-8 and 9-12. For each content standard, the NASPE ‘Moving into the Future: National Standards for Physical Education’ document (2004) lists student expectations (reflecting what students should know and be able to do at the end of each grade-level range) and sample performance outcomes (examples of student behavior that demonstrate progress toward achieving the standards for each grade-level range). An example is provided for grade-level 6-8 (10 to 13 years of age) in Box 8.7. 
	Box 9.8: A specific example of NASPE content standards for grade-level 6-8
Standard 1: A physically educated person demonstrates competency in motor skills and movement patterns needed to perform a variety of physical activities
Student expectations (at the end of grade 8)

Adolescents are able to participate with skill in a variety of modified sport, dance, gymnastics, and outdoor activities. Students achieve mature forms in the basic skills of the more specialized sports, dance, and gymnastics activities. They use the skills successfully in modified games or activities of increasing complexity and in combination with other basic skills. Students demonstrate use of tactics within sport activities.
Sample performance outcomes (across the 6-8 grade range)

• Serves a volleyball underhand using mature form (e.g., stands with feet apart, watches

ball, pulls arm and shifts weight backward, swings arm and shifts weight forward, contacts ball and follows through).

• Performs a variety of simple folk and square dances.

• Dribbles a ball while preventing an opponent from stealing the ball.

• Places the ball away from an opponent during a tennis rally.

• Designs and performs gymnastics (or dance) sequences that combine traveling, rolling, balancing, and weight transfer into smooth, flowing sequences with intentionalchanges in direction, speed, and flow.
• Returns to base position on badminton court following a drop shot.

• Uses Fisherman's and Figure 8 knots appropriately for belaying while rock climbing.


INTERNATIONAL DIFFERENCES IN PHYSICAL EDUCATION CURRICULUM DESIGN 
Curriculum design is usually initiated with the appointment of a committee to do all the preliminary work, including development of an overall district / region / national philosophy and a set of objectives and discussion of which activities best meet the objectives. It is important to be aware that while some countries have decentralized governance for curriculum development to individual regions / states (e.g., Australia), in the US curriculum development is governed at the school district level.  Other countries operate a curriculum design suited to the nation (e.g., Finland, Ireland and New Zealand). Penney (2006) provides an engaging look at physical education curriculum construction and change, providing numerous examples of how curriculum initiatives in physical education vary across countries.
In countries where curriculum development is devolved to individual regions,  states, or school districts the curriculum is still guided by a set of national standards / expectations that convey what we want students to know and be able to do. At an individual region, state, school district level the committee will be comprised mostly (and in some cases exclusively) of physical education teachers, butmight also include a school administrator, a district curriculum director, and a parent. It has become more frequent for curriculum building in schools to involve students, with an assessment of student needs often part of the process. The graded course of study is often broad in scope, because it has to allow for sometimes quite divergent points of view of various physical educators within the region / state. Curriculum objectives are defined quite broadly, and there is often a large number of them. The committee then identifies activities appropriate for meeting the objectives and some effort is made to develop a sequenced primary and post-primary curriculum that adds up to something significant. Subsequently, in some regions / states, the primary school physical education curriculum often differs in objectives and substance from the post-primary school curriculum. 
While the NASPE content standards (see Box 8.2) serve to direct curriculum development both in the US and in other countries such as China and Turkey, there is no national physical education curriculum in the US. England, Wales and Northern Ireland share the same national curriculum where each program of study includes a range of attainment targets to reflect the expectations for students within a particular age range (see Box 8.6). It is unlikely that a national curriculum is established in countries that are significant in geographic locations (e.g., the US where there is huge diversity in climate and economic wealth) and where there is a considerable divide between the public and political perception of the role of school physical education. Even in countries where there is a National Curriculum there is an appreciation that not all students in all places need the same curriculum, and hence the curriculum is sufficiently broad that physical educators can design curricula that are sensitive to local needs and interests and still achieve attainment targets for different ages and abilities of students.
In countries where curriculum development is completed at a national level (e.g., Ireland), there may be a physical education committee representing a number of agencies with a stake in the physical education curriculum. Such agencies can include those representing physical education teachers, teaching unions, parents, teacher education and those involved in creating and enforcing curriculum documents. In some countries a directive may be delivered from a government department to the agency responsible to the production of curriculum requesting that a physical education curriculum be considered and produced. The final product is then returned to the associated government department to support the curriculum and decide if the government department is in a position to enable the enactment of the curriculum. Once the curriculum is to be enacted, it falls to individual schools and teachers to interpret the curriculum document in a way that will allow for a meaningful and worthwhile physical education curriculum in the particular school context. The aims and objectives of any curriculum document tend to be sufficiently flexible to allow each school and teacher to accommodate the specific school context (e.g., expertise of the physical education staff, available facilities and equipment) and student characteristics (e.g., previous exposure to physical activities, skill and ability levels, behavioral issues) they are dealing with.
The national movement toward subject matter standards should not lead to a standardized curriculum. Not all students in all places need the same curriculum.  The NASPE (2004) framework is sufficiently broad that physical educators can design curricula that are sensitive to local needs and interests and still achieve the exit standards associated with the definition of a physically educated person.
Delivering the intended curriculum design
One of the main problems with curriculum design can be that teachers set out each year to"cover the curriculum." Thecurriculum is so broad, with so many objectives, that teachers move quickly through short units in their attempts to cover the full curriculum plan for theschool year. The result is often that the curriculum has indeed been "covered", but very little learning has taken place because there is insufficient time for students to develop mastery in any of the activities. This problematic practice is perhaps somewhat alleviated in instances where a physical education curriculum document is produced for a phase of schooling (e.g., the first three years of post-primary school) and recommends that over the three years, not in one year only, students are exposed to the different activities (DES / NCCA, 2003). An example using the NASPE content standards to guide a phase of schooling, in this case grades 4 to 5 (8 to 10 years of age) is provided in Box 8.8.
Box 9.9: Utilizing the NASPE content standards to guide a phase of schooling
Teachers might decide that the major focus of the curriculum in grades 4 to5 (8 to 10 years of age) should be on content standards 3, 4, and 6 (see Box 8.2), which have to do with healthy lifestyles and a respect for differences. Teachers would be guided by the suggested sample outcomes provided by NASPE for the 5th grade. For the two school years covering grades 4 and 5, the focus would be on physical activity, fitness, learning about differences, why it is important to respect them, and how respect can be shown in activitysettings. The backward design principle (see ‘principles of curriculum design’ later in the chapter) would be used in a narrow developmental range. This is not to suggest that there would be no attention paid to other content standards or that there would be no effort to learn skills, no attention to responsible behavior, and the like. They would be attended to, but the main focus for choosing activities, deciding on instructional practices, and optimizing organizational arrangements would be on grade 6 outcomes for standards 3, 4, and 6.
Teachers in general have limited options when it comes to curriculum development, finding that they are either responsible for a) building a new curriculum from the ground up, b) revising or modifying an existing curriculum, or c) expanding a current curriculum. In identifying an existing curriculum guide, there are a number of features that teachers should look for that would allow them to make a judgment about whether the curriculum guide, regardless of whether it is a locally or a nationally developed one, is well-developed and considered. The features are listed in Box 8.9.

Box 9.10:  Key features of a well-developed curriculum guide 

- Program philosophy

- Mission statement

- Program time requirements (i.e., length of lessons, lessons per week, weeks per unit of work)

- Curriculum goals (the broad overarching ones)

- Specific curriculum objectives

- Yearly block plan with brief descriptions of individual units

- Master schedule given the available activity spaces (more for post-primary schools where multiple teachers have to work alongside each other in various facilities)

- Unit outcomes (specifying the link with content and performance standards, and the link with the specific curriculum objectives)

- Assessment and grading 

- Program and administrative policies 

- Facilities and equipment management 

- Program evaluation

Learning experience 9.5: 
Choose a country and explore the extent to which the physical education curriculum is either constructed regionally / by state or at a national level. Regardless of what level the curriculum is constructed, determine 
a) Who is involved and what appear to be the objectives and outcomes?
b) Is there an apparent advantage or disadvantage to agreeing objectives and outcomes at a region / state level than at a national level or vice-versa? And
c) How many of the key features listed in Box 8.9 are evident in the curriculum?
PRINCIPLES OF CURRICULUM DESIGN

Good curriculum planning can truly guide the instructional activities of physical education. In a most real sense, what you design for in curriculum planning is what you get (ASCD, 1998a). There are eight principles that need to be utilized when planning curricula. These are presented in Box 8.10 and unpacked in the text below.

Box 9.11: Principles to be utilized when planning curricula

1. Develop a clear statement of a limited set of "goods" that physical education should achieve.
2. Acknowledge your beliefs about education and learning.
3. Include students in the construction of the curriculum.

4. Less is more.

5. Use authentic outcomes to improve motivation and learning.
6. Backward design.

7. Plan for and check alignment.
8. Carefully consider the distribution of sequenced experiences.
1. Develop a clear statement of a limited set of "goods" that physical education should achieve.
Curriculum building in physical education inevitably begins with value decisions about what outcomes are most important to achieve, that is, the "good" that a particular curriculum represents. However, there are very different points of view about what constitutes the primary good of physical education. We advocate a limited set ofgoods. Successful curriculum efforts are the result of a focused vision of a manageable set of goods that leads to a clear focus for outcomes. There are legitimately different visions in our profession about the most important values that physical education should achieve, but it is a critical mistake to start the curriculum-building process by including so many different visions of the good that designing a focused curriculum becomes impossible. Teachers’ visions of a curriculum are somewhat determined by their value orientations.
2. Acknowledge your beliefs about education and learning. 
Teachers’ reflecting on what they see as the goods of physical education in turn identifies what they value about education and learning, leading to the identification of a ‘value orientation’. Ennis (2003) defines a teacher’s ‘value orientation’ as beliefs on what students should learn, how they should learn it, and how it should be assessed.Ennis noted five value orientations, each with a different emphasis on physical education content, the needs and interests of individual learners, and the goals of society. The five orientations are Disciplinary Mastery, Learning Process, Self-Actualization, Social Responsibility and Justice and Ecological Integration. A short explanation of what is valued in each orientation is available in Box 8.11. The Value Orientation Inventory (VOI) is a tool (see ancillaries) that can be used to ascertain the extent to which a teacher’s preference for several value orientations blend to form their value profile. A teacher’s values may reflect a number of the orientations and will inform the physical education curriculum being offered. A teacher may convey different values for different year groups, which could potentially result in students being exposed to the same teacher for a number of years but be involved in different physical education curriculum experiences.
Box 9.12: What is valued in specific value orientations

A Disciplinary Mastery value orientation focuses on establishing what knowledge is of most worth and promotes students demonstrating specific performance and knowledge criteria.
A Learning Process value orientation focuses not only on students having the ability to perform and know about performance to be physically educated persons, but also that students know how to make decisions and solve problems about being physically active.
A Self-Actualization value orientation uses physical activity as a means to help students develop positive self-esteem and a sense of efficacy, placing the students’ needs and interests at the center of the curriculum.
A Social Responsibility and Justice value orientation focuses on teaching students how to cooperate and accept personal responsibility through the medium of physical activity, helping them to develop positive interpersonal relationships in an environment that emphasizes equity and social justice.
An Ecological Integration value orientation promotes the balance between subject matter content, the needs and interests of the individual and the social setting, helping students understand relationships between the concepts and principles learned in physical education and knowledge learned in other school subjects.
Learning experience 9.6: 
Access and download the shortened version of the Value Orientation Inventory in the ancillary materials. Complete the inventory and return to your lecturer / instructor who will compile the results and report back on where the class, as a whole, has conveyed they reside on the value orientation continuum. Consider the extent to which your preferred value orientation reinforces or challenges what arises as the dominant class value orientation. Provide suggestions on the reasons for the similarities and differences in value orientations across the class.
3. Include students in the construction of the curriculum. 
By encouraging young people to share how different contexts contribute to their learning about, and involvement in, physical activity, physical education teachers are in a better position to acknowledge and address how physical education and such contexts can most effectively work together to motivate students to choose active lifestyles (MacPhail, 2010). Students can be involved in so many ways in designing the physical education curriculum in partnership with teachers, increasing the extent to which students will engage with a curriculum that they have had some involvement in constructing. This principle is revisited later in the chapter under ‘The good of physical education’ and ‘Curricula that serve students equitably’.
4. Less is more.
A clear, limited vision for a physical education curriculum will inevitably lead to reducing the number of outcomes to be achieved, thus allowing more time within the curriculum to achieve them. This, in turn, will lead to longer units of instruction. The curriculum concept of "less is more" has been particularly associated with reform of the post-primary school curriculum (Sizer, 1992), but can apply throughout primary and post-primary opportunities.The case for longer units of instruction is supported by some of the curriculum models shared in Chapter 10.
5. Use authentic outcomes to improve motivation and learning.
Authentic outcomes are contextualized performance capabilities, most often assessed through a final performance or an "exhibition" (Wiggins, 1987). The public performance of a folk dance or a jump rope routine, the performance of a free exercise routine in a gymnastics competition, the individual and collective performances of a floor hockey team in around-robin tournament, or achievement of the outcomes of a semester-long nutrition and exercise program are all examples of authentic outcomes. Authentic outcomes provide targets for students. Working toward a final exhibition of what they can do and know can help motivate students to engage in serious learning that is likely to be more fun and valued more.
6. Backward design.
As discussed at the beginning of the chapter, effective curriculum design begins with the exit outcomes and proceeds backwards to ensure that all components are directly related to achieving the outcome. That is, the practice of looking at the outcomes in order to design curriculum units, performance assessments, and classroom instruction (Wiggins & McTighe, 1998). If, for example, curriculum designers decide they want students to become competent in at least one sport from each of the three categories (invasion, court-divided and target), that would represent a ‘good’.  They would then need to define what "competent" means for post-primary students, and start there to design down to see where they would have to start with beginning learners to reach the desired outcomes. The design down/ backward design principle requires that curriculum developers always ask how a proposed curriculum element would contribute to the exit outcome.
7. Plan for and check alignment.
As discussed at the beginning of the chapter, alignment exists when the objectives, activities, instruction, and assessment of a physical education program are matched and compatible with the outcomes. If you have skillful, tactical play in volleyball as an outcome, but lessons consist mostly of isolated technique drills and the assessments are a serving test and a wall-volley test, then you have a serious mismatch, i.e., a nonaligned unit. With “skillful, tactical play in volleyball” as a planned outcome, alignment between that, the instruction and assessment would be established if the following conditions are met: a) the practice activities are sequenced, developmentally appropriate, and organized around important strategic principles for volleyball, b) the practice is contextualized (i.e., occurs in authentic conditions as they would be used in game play), and c) student performance is evaluated by various analyses of actual game play.  If your curriculum suggests that developing independent learners is a ‘good’, but there is no evidence that students have increasing responsibility and choice, and/or no authentic opportunity to practice taking responsibility, then the curriculum is far from aligned.

8. Carefully consider the distribution of sequenced experiences.
Many curricula are developed with the assumption that experiences should be sequenced across the primary and post-primary spectrum and that nearly every unit of instruction should include some activities related to the major objectives of the curriculum. Thus, teachers commonly assume that every unit should contribute to the psychomotor, cognitive and affective domains.They also assume that the best way to help students learn activities such as volleyball, folk dance, or athletics is to provide several units of instruction that are distributed across age levels (for example, volleyball units in primary and post-primary). However, this approach to distribution seldom achieves its intention. Rather than three 6- to 8-day units at those age levels, a 24-day unit at one age level could result in better learning and more enjoyment for the students. Box 8.12 shares how the NASPE framework is an appropriate tool and guide for considering the scope and sequencing of physical activity units throughout the physical education curriculum.
Box 9.13: Using NASPE standards to consider the scope and sequencing of physical education units

Consider NASPE content standards 1 and 2, which deal with competency in movement forms and applying concepts and principles to the development of motor skills respectively (see Box 8.2). Although NASPE provides suggestions as to how these standards could be used at all grade levels, a group of physical educators might decide that standard 1 should be the guiding principle of curriculum in the early years of primary, with perhaps a complementary focus on standard 5 (demonstrating responsible personal and social behavior in activitysettings). Thus, the early years of primary would have a clear focus. 
Learning experience 9.7: 
Read the two extracts below that were responses from two student teachers when asked to consider their beliefs about learning in physical education:
Extract 1: In my opinion physical education should be inclusive, enjoyable and mandatory for every member of the class. I feel that I am not too concerned with a student’s performance or skills from a technical aspect but rather the fact that they have the base to improve certain skills if they wish to do so. (…) In my class I feel students would be introduced to a large number of topics, some of which are perhaps outside of the mainstream sports so that students can find what interests them and then pursue that rather than being persistent at a topic in which they have no interest.

Extract 2: As a physical educator my aim it to have all students active and participating in the class while developing a better understanding of physical activity. By making learning experiences relevant and meaningful for students I would hope that it would encourage and motivate them to choose active lifestyles outside the PE environment.
Answer the following:

a) Which curriculum planning principles, if any, are reflected in the two student teachers’ belief statements? 

b) Consider the extent to which your values and beliefs on what physical education should ‘look like’ potentially affects students’ experiences of physical education.

c) Which of the five value orientations described by Ennis (noted previously) are reflected in the two belief statements?

THE GOOD IN PHYSICAL EDUCATION

What goods do students acquire from a physical education program? Is it a lifetime commitment to physical fitness? Is it the ability and desire to participate in recreational sports? Is it the capacity to cooperate with others toward group objectives / outcomes and the ability to provide leadership in groups when and where necessary? Is it a sense of comfort with, and ownership of, their own body and confidence in their ability to control it to perform various physical activities? Is it an aesthetic experience, the appreciation and valuing of the beauty of physical movement activities? Is physical education mostly about learning to be responsible for oneself and helpful to others? All these possible outcomes, and others, have been suggested by various scholars and professionals as representing the primary goods of physical education. Corbin (2002) and Siedentop and van der Mars (2012) wondered whether physical education would stand for anything if we try to be “all thing to all people” as reflected in the myriad of outcomes that tend to be associated with physical education curricula.
Learning experience 9.8:
Are any primary goods of physical education evident in allowing students to continually participate in what they deem to be the most popular sport (e.g., the continual request in some countries to play soccer) through the school physical education program? If yes, what are they, and how would you determine that these goods are met? If no, how would you envisage reconfiguring the situation to introduce students to goods of physical education?

Building a physical education curriculum
Building a curriculum begins with making value decisions about what is most important. Value decisions should always be contexualized. That is, the good in physical education is always about a particular group of students, who live in particular circumstances, specific regions, and at a particular time, when society values some goals more than others. For example, at various points in history society became very concerned about the fitness levels of young people. This is not to suggest that local needs or societal concerns are the primary driving force for curriculum design. Rather, it suggests that value decisions about the vision of a curriculum should not be made without considering these issues. This again reinforces the power of the teacher’s value orientation, discussed earlier in the chapter.Values will guide answers to questions such as "What am I trying to contribute to the lives of these students?" and "How do I want their lives to be enriched by having had these experiences?" 
Different visions of the good, of course, would lead to diversified curriculum choices and eventually to various programs of experiences, especially when the curriculum design principles described in the previous section are utilized. To achieve the objectives of a curriculum, you must align the outcomes and content standards with the vision. 
Involving students in defining the good(s) of the physical education curriculum


There is a point at which students should have an increasing role in helping define the good. In post-primary programs, this is most often achieved through an elective curriculum, in which student needs and interests drive both the range of activities offered and student selection from within that range of activities. This is clearly evident in the New South Wales (Australia) Personal Development, Health and Physical Education syllabus for the final two years of schooling. Acknowledging that senior students are likely to have particular areas of interest that they wish to pursue in greater depth, the syllabus offers a significant options component designed to enable students to specialize in chosen areas.

Teachers also have some obligation to help educate younger students to see the difference between an immediate felt need or preference or certain objectives and activities (for example, when many students just want to play soccer in every class throughout the school year) to a more educated sense of what the possibilities are and what their own preferred future might be like in physical education (for example, when students have a better sense of the health and leisure needs and possibilities for their lives).
Being realistic in what can be achieved within a physical education curriculum

There has been a growing consensus internationally that not all goods can be achieved in any one program and that trying to achieve too many objectives results in too little achievement. As Corbin (2002) has argued:
While I continue to endorse all the major objectives of physical education, I am convinced that we must narrow our focus if we are to be effective in truly physically educating our students.  At all times we should keep all of our objectives in mind; however, our goals are too grandiose.  We must narrow our focus and do a few things well, rather than many things not so well.  For example, we try to teach every child to perform all of the many sport skills common in the United States.  We know we cannot teach every child to play every instrument in the band.  Why do we think we can teach every child every sport?  At some point we must begin to adopt a strategy that allows us to use our limited time in a more focused way.  (p. 138)
Our first curriculum planning principle above suggests that a limited, focused set of goods be defined. Too many physical education curricula adopt all of the many goods. In trying to be all things to all students, they frequently fail to achieve anything of substance. The result is often the fragmented program, with a series of short-term experiences where students are repeatedly “exposed” to the same introduction to activities, and leaving teachers working with older students wondering why “these kids still can’t play.” As Corbin’s (2002) quote above suggests, given the amount of time allotted to physical education in a school program, choices must be made about which goods are more important than others, for these students, in this place, at this time. If we had two hours per day, five days per week, for the length of a schoolyear, for all school years, we would have a wider vision for the curriculum and could develop more expansive programs that deliver on a broader range of significant outcomes. To pretend, however, that multiple major objectives can be achieved in the limited time available to most physical education programs is to risk fooling yourself and the public. In Chapter 10, we introduce and develop the concept of ‘main-theme’ curriculum models. Programs built around main-theme curriculum models allow for development, because the physical educator responsible for them had a vision about what was the primary good to be achieved, selected a curriculum model and then developed content to achieve that vision and allowed enough time for students to reach significant outcomes.
A MODEL FOR CURRICULUM PLANNING
The following six-step process for curriculum planning (ASCD, 1998b), when combined with the design principles described previously in the chapter, allow physical educators to create and deliver curricula that achieve significant outcomes and capture the enthusiasm of students, school administrators, and parents. While the six-step process noted here was shared in 1998, it is still relevant today.
1. Know the territory. An effective curriculum plan is specific rather than generic (ASCD, 1998a). A curriculum should always serve a specific group of learners. Physical educators should understand the current performance capabilities of students, the characteristics of the students and the community in which they live, the facilities and administrative characteristics of the school, and the perspectives of the students in the school and the parents and care givers of those students.

2. Develop a clear program vision. The "vision thing" is about deciding what limited set of goods the physical education curriculum will achieve. Having completed step 1 above, the vision will now be for these students, in this place, and in this time. This vision forms the basis for the program’s mission statement that would be publicized to students, parents, and school administrators.
3. Define the objectives and outcomes that fulfill the vision. We say "outcomes" rather than "goals" because there should be a high degree of specificity aboutwhat students will know and be able to do when they complete physical education. Remember that objectives are statements of instructional intent that include situation (condition), task (behavior) and criteria that will guide student learning. Outcomes are what students are expected to do and know as the result of participating in the program.
4. Assess how instructional practices and organizational conditions canhelp or hinder achievement of the outcomes. As Chapters 14 and 15 show, there is a variety of instructional practices available to physical education teachers, and their use must be aligned with objectives and assessment practices (for example, the use of small groups to help develop collaborative learning or the utilization of persisting groups to develop teamwork and leadership qualities). Organizational structures such as block scheduling (see Box 8.13), the linking of school programs and community opportunities (Chapter 1 & 2), and longer units of instruction (Chapter 10) also will affect the potential to achieve outcomes.
	Box 9.14: Block Scheduling As A Structural Aid To Curriculum Success

We have emphasized that organizational arrangements can enhance the possibility that a curriculum will be successful in achieving its objectives. One such arrangement is block scheduling, which is increasingly used in post-primary schools.Two configurations are most common. One is the A-B, alternating day model. Classes meet every other day for 90 minutes for an entire school year. The other is the 4 x 4 model. Classes meet every day for 90 minutes for one semester. Although 90 minutes appears to be the norm in block scheduling, class length can range from 80 to 120 minutes.

One study (Shortt & Thayer, 1998-99) found that schools with block-scheduled classes showed marked improvement over those with traditionally organized school days, academic performance of students was better, and there was increased attention to staff development and instructional programs. Administrators reported that block scheduling seems to have a positive impact on lower performing students and on achievement scores for most students. The increases were found for both urban and rural schools.

Bryant and Claxton (1996) surveyed 55 post-primaryschools that had moved to blockscheduling to assess the effects of the change on physical education. They reported that all comments were positive. Physical educators reported decreased absenteeism, improved student behavior, more teacher collaboration, and more planning time.


5. Develop the curriculum plan. The curriculum plan, using the backward design approach mentioned previously, can now be based realistically on the assessment of local conditions, the vision believed to be most salient to those local conditions, a series of outcomes aligned with that vision, and instructional practices and organizational arrangements that assist in achieving the outcomes.
6. Implement the plan and assess the results. In order to create a "live" curriculum that continually adjusts and improves, assessment measures that will provide evidence of the degree to which the vision is being achieved through significant outcomes need to be agreed. This allows for the best chance that physical educators will, indeed, get what they design.
CURRICULA THAT SERVE STUDENTS EQUITABLY
Evidence presented in Chapter 6 shows that physical education curricula have not served all students equitably. Thus, those who design curricula must think about equity issues. Sometimes curricula do not serve students equitably not as a result of anyone intending that students be served inequitably, but rather because specific issues of equity are not considered during the design phase. The most significant factors in providing an equitable physical education for all young people are the instructional practices and learning environment developed and sustained by the teachers, issues dealt with extensively in Chapter 6.
Chapter 6 also alludes to the importance of listening to the voices of the students who we teach and the co-construction of the physical education curriculum between teachers and students (what Glasby & Macdonald (2004) term a ‘negotiated curriculum’). There are now examples available on how students’ values and beliefs have informed the development of effective and equitable practices in physical education (O’Sullivan & MacPhail, 2010). Oliver’s (2010) work was referenced in Chapter 6 with respect to focusing on how to understand students (predominantly girls) through collaborating with them to practice strategies for changing body and physical activity inequalities as they see them. This work has more recently been extended into what Oliver and Oesterreich (2012) have termed ‘student-centered inquiry as curriculum’ and this is explored more in Chapter 10.
Learning experience 9.9: 
What mix of pre-conditions and commitment in a school and a school physical education department would potentially create a collaborative teacher-student relationship that would encourage the co-construction of the physical education curriculum? How would you envisage going about including students in the co-construction of the physical education curriculum? In what way would your approach change with different student age groups?

Relative to the issue of equity, the key question for curriculum designers is "What groups are best and most served by this curriculum?”. Are males better served than females?  Are more-skilled students better served than less-skilled students? Is the curriculum ethnically sensitive? Does it expand the students' capacities to live effectively in an increasingly multicultural world? Does it develop students' critical capacities to know when powerful economic forces in the health, leisure, and fitness industries are manipulating them? 
These are not easy questions to answer.  What, for example, are the answers to curricular issues that involve gender? We know that girls have been traditionally disadvantaged in physical education, through both instructional arrangements and curricular offerings (Penney, 2002). Not too many years ago girls were offered gymnastics and dance while boys were offered soccer and basketball. We also know that even though activities are less gendered in society than they were a generation ago, many activities are still gendered in physical education. How do curricular designers in physical education deal with that issue? How do they ensure that boys and girls have opportunities to learn activities that may still have a gender association in the larger society? Flintoff and Scraton (2006) provide an interesting historical reflection on the sex-differentiated curriculum, acknowledging that there are no quick fixes to the equity problems that have plagued physical education for sometime. The first important step is to raise the questions and keep asking them as a curriculum is being designed or revised.
Learning experience 9.10:
Reflecting on your experiences during school physical education as a student or on a physical education curriculum to which you have had the opportunity to contribute as a student teacher, consider the extent to which the physical education curriculum inadvertently reproduced and / or perpetuated the inequities that exist in the worlds of sport, leisure, health, and fitness. To what extent was physical education responsible for deliberate reproduction? 

SUMMARY

1. While curriculum is commonly used to convey the accumulation of planned learning experiences across the school, it is sometimes used interchangeably with the terms ‘program’ and ‘syllabus’ when a specific subject lists selected activities planned to achieve student learning outcomes.
2. ‘Backward design’ and ‘instructional alignment’ guide the design and planning of curriculum.
3. A successful physical education requires a meaningful, relevant curriculum articulated across grade levels, effective teaching, and organizational structures that allow for meaningful engagements.
4.  An objective is a statement of instructional intent that includes situation (condition), task (behavior) and criteria that will guide student learning.
5. An outcome is a description of what a student will know, be able to do, and value as the result of participating in the program. Consideration should be given to both content and process outcomes, addressing the three domains of psychomotor, cognitive and affective.
6.  Principles of curriculum design include (a) a limited set of goods to achieve, (b) acknowledging beliefs about education and learning, (c) including students in the co-construction of the curriculum, (d) determining a finite number of outcomes, (e) ensuring outcomes are authentic, (f) design down to achieve the objectives, (g) achieve alignment between objectives / outcomes, activities and assessments and (h) consider the distribution of activities to optimize effectiveness.
7. Values are important when you are designing curricula and should be used to determine the goods that the curriculum is meant to achieve.
8. To design curriculums, teachers should (a) know their students and context, (b) have a clear program vision, (c) define outcomes that represent that vision, (d) assess how instructional and organizational practices help orhinder achievement of those outcomes, (e) design down to alignment, and (f) implement and assess the results.
9.  Equity issues of gender, skillfulness, and cultural relevance should beconsidered when planning curriculum.
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