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ABSTRACT 

Early childhood services are seen as an important sector for promoting healthy lifestyles and 

increasing the physical activity levels of children. However, current research has shown that, 

despite the provision of a range of appropriate resources and experiences during outdoor free 

play periods, preschool-aged children in early childhood services generally show low levels of 

physical activity. Research in schools and early childhood services has also shown that teacher-

led (or structured) experiences are important for developing Fundamental Movement Skills and 

increasing the physical activity levels of children.  

The present study extends this work through a multiple case study analysis of current 

provisions and practices for incorporating movement opportunities into the early childhood 

curriculum. Diverse methods were used in three case study sites to ascertain: (i) the 

opportunities made available for children to engage in physically active play and develop 

Fundamental Movement Skills; (ii) children’s participation within these experiences; (iii) the 

role of the educator during outdoor play; and (iv) the factors influencing the planning and 

provision of such experiences. Data collection included environmental mapping of the outdoor 

play space, descriptive observations of children’s and educators’ activity during outdoor play, 

and guided interviews and small group discussions with Directors and educators. Affordance 

Theory, particularly the work of Kyttä (2002, 2004), enabled analysis of the types of physically 

active play experiences provided in early childhood settings and the children’s participation in 

these experiences. Bourdieu’s (1980, 1990) theory of practice was applied to understand and 

clarify the relationship between educators’ practices and the contexts in which these practices 

occur. 

The research increases knowledge regarding the complexities of how educators incorporate 

movement opportunities into the early childhood curriculum. The findings highlight the 

significant influence of personal and contextual factors in the provision of the movement 

curriculum, particularly the role of the Director in establishing the organisational culture, ethos 

and environment for promoting physical activity and Fundamental Movement Skills. The 

findings also provide valuable insights into the need for educators to engage in reflective 

practice to review current policies, curriculum provisions and teaching strategies, in order to 
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improve professional practice and enrich the movement curriculum provided in early childhood 

services.    
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 INTRODUCTION 

According to the United Nations Educational, Scientific and Cultural Organization (UNESCO) 

(2019), a key principle of early childhood education is to support the holistic development of 

children to provide a foundation for lifelong learning and wellbeing. This principle is 

particularly pertinent in light of global health concerns regarding childhood obesity and the 

trend towards a pattern of increasingly sedentary lifestyles. It is well documented that levels of 

incidental physical activity have declined in children due to societal changes, such as increased 

use of technology, decreased levels of active transport, and urbanisation that has reduced 

children’s access to parks and recreational facilities (Australian Institute of Health and Welfare, 

2018; World Health Organization [WHO], 2020a). With recognition that the early years are a 

crucial stage for establishing healthy behaviours, one recommendation from the WHO’s 

Commission on Ending Childhood Obesity was to “ensure physical activity is incorporated 

into the daily routine and curriculum in formal child-care settings or institutions” (2017, p. 16). 

The Australian Government also determined early childhood services have a responsibility to 

promote physical activity and support children in meeting the newly introduced 24-Hour 

Movement Guidelines for the Early Years (birth-5 years) (Department of Health, 2019a). 

Broadly, this thesis explores how Australian early childhood educators have addressed this 

responsibility within their curriculum offerings by examining the provision and 

implementation of physical activity and movement experiences in early childhood settings. In 

this thesis, opportunities for physical activity and movement experiences are elements of what 

is called the movement curriculum. 

Context: Public Health and Early Childhood Education 

Internationally, there has been an increased focus on promoting physical activity and healthy 

eating as a way of addressing what the WHO (2010) have coined globesity, which refers to a 

global epidemic of overweight and obesity. The prevalence of overweight and obesity is 

commonly determined using the Body Mass Index (BMI) measurements of a population. While 

the use of the BMI for this purpose has been criticised over a number of years (see for example 

Cole, Bellizzi, Flegal, & Dietz, 2000; Nuttall, 2015; Rothman, 2008), it is largely accepted that 
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obesity rates among children and adolescents around the world have increased in recent 

decades (WHO, 2017). In 2018, global statistics indicated approximately 40 million children 

under the age of five years were identified as being overweight or obese (WHO, 2020b) and 

nationally, 25% of Australian children aged 2-to 17-years were classified overweight or obese 

in the 2017-18 period (Australian Institute of Health and Welfare, 2019).   

Whether these increases in body weight constitute an epidemic has been called into question, 

with claims the “obesity epidemic” rhetoric is being used as a means “to advertise and 

dramatise the perceived seriousness of the issue” (Nuttall, 2015, p. 120) and may be more about 

moral panic rather than a public health crisis (Campos, Saguy, Ernsberger, Oliver, & Gaesser, 

2006). Nevertheless, preventing childhood obesity is an international health priority due to the 

associated psychosocial and health difficulties (e.g., low self-esteem, increased risk of Type 2 

diabetes) and a tendency for obese children to become obese adults (Gasser, Evans-Whipp, & 

Terhaag, 2018; WHO, 2017).  

In Australia, schools and early childhood services have been targeted as intervention focus 

points for promoting healthy eating and physical activity. Specific strategies and resources, 

such as Get Up & Grow (Department of Health and Ageing, 2009) and Munch & Move (NSW 

Department of Health, 2010) were developed and distributed to all New South Wales early 

childhood services to assist educators in targeting the modifiable lifestyle behaviours (i.e., 

healthy eating and physical activity) associated with overweight and obesity in children. The 

National Action Plan for the Health of Children and Young People 2020-2030 (Department of 

Health, 2019b) maintains a focus on preventive health strategies that address nutrition, physical 

activity, overweight and obesity. As part of this strategy, the resources Get Up & Grow 

(Department of Health and Ageing, 2009) and Munch & Move (NSW Department of Health, 

2010) continue to be endorsed by government health departments to advocate for children’s 

health and wellbeing in early childhood services.  

The federally funded Get Up & Grow resource (Department of Health and Ageing, 2009) 

espouses a broad-brush approach for increasing physical activity in children and their families. 

Educators are encouraged to include in their program opportunities for unstructured play (i.e., 

child-initiated free play) and structured play (i.e., teacher-initiated activities), and also to 

promote an active lifestyle through everyday tasks (e.g., gardening) and active transport (e.g., 
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encouraging families to walk rather than drive). The state government funded Munch & Move 

program (NSW Department of Health, 2010), while also encouraging educators to incorporate 

physical activity into the daily program and routine, introduces educators to the teaching of 

Fundamental Movement Skills (FMS) in children. FMS are a group of specific gross motor 

skills that include locomotor skills (such as hopping and jumping), stability skills (balancing), 

and manipulative skills (such as throwing and catching) and are considered the building blocks 

for developing more complex and specialised movement skills. The Munch & Move resource 

provides educators with a number of structured, game-based, active play experiences (e.g., 

Tunnel Bowls) to intentionally develop FMS in children.  

The rationale for promoting the development of FMS in young children is based on research 

identifying current or future benefits associated with proficiency in these skills, including 

enabling children to competently and confidently participate in a range of sporting, recreational 

and health-enhancing physical activities throughout life (Barnett et al., 2016; Gallahue, Ozmun, 

& Goodway, 2012; Lubans, Morgan, Cliff, Barnett, & Okely, 2010). More importantly, a 

positive association between FMS and physical activity in the preschool years has been 

documented, identifying the preschool years as a key age group for developing FMS before 

children transition to school (Figueroa & An, 2017). In line with the Munch & Move program, 

the early childhood movement curriculum should therefore incorporate two components: i) to 

provide opportunities to be physically active (to develop health-related fitness, strength, and 

flexibility for example), and ii) to develop FMS (for specialised skill development). The 

Australian Sports Commission (2019) suggests that incorporating these components in the 

curriculum will increase children’s physical literacy, a term used to describe the development 

of knowledge and skills that give children the motivation and confidence to enjoy an active 

lifestyle. 

In Australia, however, resources such as Munch & Move are not mandatory to implement, and 

the language of FMS is not common in the early childhood education domain. Rather, it is the 

“anti-obesity” message to increase childhood physical activity that is more influential on early 

childhood policy and practice. Furthermore, the teaching of specific movement skills may be 

viewed as more aligned with a developmental perspective of child development, a curriculum 

approach that has been increasingly criticised in the early childhood sector (Lash, 2019; 

MacNaughton, 2005; Skouteris, Do, Rutherford, Cutter-Mackenzie, & Edwards, 2010). Up 
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until the introduction of the National Quality Framework in 2011 (Ministerial Council for 

Education, Early Childhood Development and Youth Affairs, 2011), Australian early 

childhood educators were expected to use developmental domains of childhood as a basis for 

curriculum planning, including a program that stimulated and developed the physical potential 

of each child (New South Wales Department of Education and Communities, 2004). Reflecting 

this regulation, quality practice required the promotion of each child’s physical abilities, 

including the development of motor skills (National Childcare Accreditation Council Inc, 

2005).  

A shift in focus from a developmental approach, and from skill development to physical 

activity is evident within the current National Quality Framework. The new legislation for early 

childhood education requires educators to design a curriculum that provides opportunities for 

children to achieve five specific learning outcomes, as outlined in the Early Years Learning 

Framework (EYLF). The EYLF, introduced in 2009, is the first national framework for 

assisting educators to plan an appropriate curriculum for children in their care. The EYLF 

learning outcomes are not based on developmental domains but are “designed to capture the 

integrated and complex learning and development of all children” (DEEWR, 2009, p. 19). The 

shift in language and focus is evident in Table 1.1, which summarises program requirements 

and quality assurance components of the former and current legislative documents governing 

early childhood services. 
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Table 1.1 

Early Childhood Services Legislative Documents and Requirements 

 Former Legislation (NSW only) 

Children’s Services 

Regulation 20041 

Educators must provide “a program of activities that ... stimulates and develops each 

child’s social, physical, emotional, cognitive, language and creative potential”                                                                    

Quality Improvement 

Accreditation System2 

Quality Area 4: Children’s Experiences and Learning                                                    

Principle 4.6: Staff promote each child’s physical abilities                                             

Current Legislation (National) 

National Quality 

Framework3 

Educational program should be designed to develop five learning outcomes as outlined 

in the Early Years Learning Framework (EYLF):                                                             

Outcome 1: Children have a strong sense of identity;                                                                  

Outcome 2: Children are connected with and contribute to their world;                                    

Outcome 3: Children have a strong sense of wellbeing;                                                               

Outcome 4: Children are confident and involved learners; and                                                 

Outcome 5: Children are effective communicators                                                          

National Quality   

Standards4 

Quality Area 2: Health and Safety                                                                              

Standard 2.2: Healthy eating and physical activity are embedded in the program for 

children                                                                                                                  

Element 2.2.2: Physical activity is promoted through planned and spontaneous 

experiences and is appropriate for each child                                                 

Note1 : New South Wales Department of Education and Communities (2004, p. 52) 

Note2: National Childcare Accreditation Council Inc (2005) 

Note3: Ministerial Council for Education, Early Childhood Development and Youth Affairs (2011) 

Note4: Australian Children's Education and Care Quality Authority (2011) 

As Table 1.1 illustrates, Outcome 3 of the EYLF is that children have a strong sense of 

wellbeing. To assist in meeting the related learning goal that “children take increasing 

responsibility for their own health and physical wellbeing”, educators are encouraged to “plan 

for and participate in energetic physical activity with children” (DEEWR, 2009, p. 32). In 

addition, the current National Quality Standards, as shown in Table 1.1, explicitly require the 

promotion of “physical activity” within the curriculum, thereby inadvertently overlook the 

importance for children of developing specific movement skills in the preschool years. 

However, regardless of the shift in language in the regulatory legislation, Australian research 

has shown that a lack of emphasis on developing FMS in children, coupled with the capacity 

of early childhood educators’ to support the development of these skills, has been an ongoing 

issue (see for example Dyment & Coleman, 2012; Pagnini, Wilkenfeld, King, Booth, & Booth, 

2006; Schiller & Broadhurst, 2002; Temple & O'Connor, 2003; Wolfenden et al., 2011).      
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A further complicating factor for the effective provision of the movement curriculum is that 

physical activity in early childhood is seen to be intrinsic to play, something in which children 

engage informally and spontaneously and through which the development of physical skills 

occurs naturally (Schiller & Broadhurst, 2002). Play-based learning is a foundation stone in 

contemporary pedagogy for early years curriculum, and emphasised in the EYLF as appropriate 

professional practice for quality teaching (DEEWR, 2009). However, unquestioned 

assumptions that children learn through play are problematic, particularly if educators view 

children’s play as child-centred activity requiring little intervention. Grieshaber and McArdle 

(2010) have argued that play without educator input may result in the development of 

inaccurate concepts and skills. Unquestioned assumptions about play-based learning are 

particularly significant for the development of FMS in children as research has shown that a 

play-based curriculum alone is not sufficient for acquiring these skills (Callcott, Miller, & 

Wilson-Gahan, 2012). The need to supplement play with structured experiences to provide a 

holistic movement curriculum has long been advocated, as evidenced by Stork and Sanders 

(2008, p. 204) who more than ten years ago asserted that: 

Planning and careful organisation of physical activities maximise      

opportunities for children to acquire a wider variety of physical skills than 

might be developed during play alone. The combination of structure and play 

results in a unique curriculum. 

The expectation of providing structured movement experiences, as promoted in both Get Up 

& Grow and Munch & Move, may be contentious for educators as free play and self-governed 

activity have long underpinned early childhood pedagogy and practice (Herskind, 2010; 

Leggett & Newman, 2017; Martin & Hands, 2003; Wood, 2014b). Structured movement 

experiences have been aligned with “inappropriate pedagogies” in early childhood (Albon, 

2011, p. 195), further highlighting the tension between the provision of free play and 

implementing directed learning experiences in early childhood services (Waters & Rekers, 

2019; Wood, 2014b).    

Therefore, the potential for physical activity and skill development opportunities to be 

intentionally planned and implemented in early childhood services may be limited, resulting in 

a more laissez-faire approach to movement curriculum (Stephen, 2010). With the current 

emphasis on promoting lifelong health and well-being for children and supporting the 24-Hour 

Movement Guidelines for the Early Years (birth-5 years) (Department of Health, 2019a), there 
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is a need to examine how the movement curriculum, including opportunities for both physical 

activity and developing Fundamental Movement Skills, is currently being planned for and 

incorporated within early childhood services.  

 

Research Aims and Intentions 

This chapter has introduced the broad influences on planning and provision of physical activity 

and movement experiences in early childhood services. The health and educational contexts of 

the present research include: childhood health promotion through physical activity under the 

auspices of government health departments; the current legislation for early childhood 

education in Australia which regulates quality standards and learning outcomes for children; 

and the influence of contemporary early childhood pedagogy on early years curriculum and 

professional practice. Drawing on the theoretical construct of field, as proposed by Bourdieu 

(1980), these factors can be seen to be part of the field of education. In a theoretical sense, a 

field is essentially a contained system with its own rules and regulations (Bourdieu, 1980). This 

notion of field is explored further as a theoretical framework in Chapter 3.  

The specific focus of the research is on educators, but “the active role of young children and 

the learning that they bring … to the early years setting” (Stephen, 2010, p. 15) is also a key 

component of the research. The focus on educators is justified through the theoretical 

positioning of the educator at the point where policy, curriculum and practice are negotiated. 

Therefore, this study aims to ascertain the pedagogy, planning and provision of physical 

activity and movement experiences as they are provided by educators in early childhood 

services. As there are an array of factors that influence the ways in which educators act and 

think about their practice (Breslin, Morton, & Rudisill, 2008; Stephen, 2010), a secondary aim 

of the research is to understand the underlying factors that influence the provision and 

implementation of the movement curriculum.  

Through utilising a qualitative case study design, this research aims to provide a greater depth 

of understanding of current practice and increased knowledge regarding the complexities of 

incorporating movement opportunities into the early childhood curriculum. The early 

childhood field has been called upon to lay the foundations for children to lead healthy, active 
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lives. This research has the potential to motivate educators to engage in reflective practice, 

question current policies and procedures, and utilise intentional teaching to develop 

fundamental movement skills. The EYLF (DEEWR, 2009, p. 15) describes educators who use 

intentional teaching as being “deliberate, purposeful and thoughtful in their decisions and 

action” rather than “continuing with traditions simply because things have ‘always’ been done 

that way”. By bringing new insights into what influences educator pedagogy and practice, and 

children’s participation in physically active play, it is anticipated this research will make a 

significant contribution to supporting early childhood educators’ to review policies, curriculum 

provisions, learning environments and teaching strategies to improve educational practices and 

enrich the movement curriculum provided to children in their care.  

Overview of Thesis 

Following the introduction to the thesis (Chapter 1), Chapter 2 examines the research literature 

relevant to this study. The literature is presented using three broad research themes. The first 

theme, measuring physical activity in the early childhood years, considers the research 

informed by public health discourses and a concern that preschool children engage in low levels 

of physical activity. The second research theme, curriculum provisions for physical activity 

and motor skill development, examines early childhood educators’ practice and the provision 

of the movement curriculum in early childhood services. The third research theme, perceived 

barriers to promoting physical activity and motor skill development, identifies the institutional 

and personal factors that impact educators’ pedagogy and practice for promoting physical 

activity and motor skill development in early childhood services. The chapter concludes with 

an overview of the current study and the contribution to knowledge in the research area.   

Chapter 3 outlines the two theoretical frameworks utilised to inform the research, and support 

the analysis and interpretation of the data. Affordance Theory, originally proposed by Gibson 

(1979), and elaborated by Kyttä (2002, 2004), is explained in detail before an explicit 

discussion of how the framework relates to this study by enabling the identification of the types 

of physically active play experiences provided in early childhood environments as well as the 

children’s participation in these experiences. Bourdieu’s Theory of Practice (1980, 1990) is 

examined as a way to understand and clarify the relationship between an individual’s practices 
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(in this study, the educators) and the contexts in which these practices occur (early childhood 

services). 

Chapter 4 provides a comprehensive explanation of the research design. It begins by identifying 

the research paradigm within which this study is situated, and continues with a discussion of 

how qualitative rigour was addressed and the rationale for utilising a multiple case study 

approach. The chapter then outlines the research participants, ethical considerations, data 

sources and data collection procedures, before concluding with a description of how the data 

were analysed.        

Results of each case study are presented in the following three chapters: Waratah Pre-

Preparatory School (Chapter 5), Apple Tree Children’s Centre (Chapter 6), and Corella 

Preschool (Chapter 7). For each chapter, the results are presented in two distinct parts: the first 

part introduces the early childhood centre and educators of the case study site by drawing on 

the theoretical framework of Bourdieu (1980, 1990); the second part draws on the work of 

Kyttä (2002, 2004) to examine the curriculum provisions for the movement curriculum and 

children’s participation in active play outdoors.     

Chapter 8 presents a cross-case synthesis through a detailed discussion of the results. The 

chapter outlines the main findings of the study by addressing each of the underlying research 

questions to examine the provision of movement experiences in Australian early childhood 

curriculum, educators’ practices, and children’s participation in physically active play. The 

chapter concludes by identifying limitations of the research, and most importantly, implications 

for policy and practice that will support educators in early childhood services to promote 

children’s physical activity and development of movement skills.  
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LITERATURE REVIEW 

Building on the contextual factors introduced in Chapter 1, the aim of this chapter is to provide 

a comprehensive review and critique of the research literature pertaining to physical activity, 

with a focus on preschool-aged children (namely 3-to 5-years) and early childhood services. 

The review identified three broad themes of research:  

(i) Measuring physical activity in the early childhood years 

This research is informed by public health discourses advocating a relationship between 

childhood obesity and reduced time spent engaging in physical activity. Studies focus on 

quantifying physical activity levels of preschool-aged children, examining curriculum 

interventions aimed at increasing physical activity, and identifying aspects of early childhood 

policy, curriculum and environments that may promote children’s engagement in physical 

activity.    

(ii) Curriculum provisions for physical activity and motor skill development 

This research focuses on early childhood educators’ practice and the provision of opportunities 

for children to engage in physical activity and develop motor skills within early childhood 

services. Studies examine the outdoor environment and the types of activities provided, 

including support for developing Fundamental Movement Skills.   

(iii) Perceived barriers to promoting physical activity and motor skill development  

This research theme focuses on the discordance between early childhood educators’ 

responsibility in facilitating physical activity and motor skill development and ability to 

effectively plan and implement appropriate experiences. Studies address the environmental, 

regulatory, personal and pedagogical characteristics that may be hindering the provision of 

physical activity and motor skill experiences in early childhood services.   
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Measuring Physical Activity in the Early Childhood Years 

A key motivating factor for the current focus on physical activity in early childhood is the 

public health concern regarding childhood obesity, the associated impact on the physical, social 

and psychological well-being of children (WHO, 2017), and the substantial economic cost to 

health care systems (Black, Hughes, & Jones, 2018). While the causal factors of childhood 

overweight and obesity are acknowledged as being complex, there is a growing understanding 

of the interplay between individual, environmental and societal factors that impact children’s 

health and well-being (Australian Institute of Health and Welfare, 2018; Gasser et al., 2018; 

Sahoo et al., 2015). Altered dietary patterns and declining levels of incidental and leisure-time 

physical activity are commonly identified as contributing factors (WHO, 2020b). Physical 

inactivity and consequent sedentary lifestyles of children have been attributed to: 

modernisation and the built environment (e.g., low walkability and access to parks); changing 

work dynamics (e.g., parents working longer hours); and an increased use of electronic media 

(Australian Institute of Health and Welfare, 2018). Additionally, parental fears for childhood 

safety within the context of society and culture has limited children’s active opportunities 

within their neighbourhood (Zubrick et al., 2010).  

As with other lifestyle habits, health behaviours such as nutrition preferences and participation 

in physical activity are generally established in the formative early childhood years. The family 

environment is recognised as the most influential factor in developing these health behaviours 

in children due to the parents’ influence on the availability and accessibility of food, lifestyle 

preferences, and family socialisation practices (Sahoo et al., 2015). In the case of childhood 

overweight and obesity, having an obese parent has also been identified as a risk factor 

attributable to these shared family experiences, with associations to the parents’ diet, physical 

activity and health behaviours (WHO, 2017).  

Alongside families, early childhood services are recognised as having a shared responsibility 

for promoting healthy eating and physical activity as part of a broader framework to develop 

long-term health behaviours in children (Gasser et al., 2018; WHO, 2017). Early childhood  

educators have recognised the critical contribution they can play, not only by encouraging 

healthy habits in children but also by supporting parents to do this (Hesketh, Lakshman, & 

Sluijs, 2017; Pagnini et al., 2006; Van de Kolk, Goossens, Kremers, Manders, & Gubbels, 
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2018).  As more children spend time in education and care services, the importance of early 

childhood educators supporting active lifestyles and assisting children in meeting 

recommended amounts of daily physical activity has become evident (Department of Health, 

2019a; Ward, 2010).  

Recommendations for daily physical activity for infants, toddlers and preschool-aged children 

were developed by the United States National Association for Sport and Physical Education 

(NASPE) as a consequence of increasingly sedentary lifestyles and growing obesity rates in 

American children. These guidelines “reflect the best thinking of specialists in motor 

development, movement and exercise about the physical activity needs of young children 

during the first years of life” (NASPE, 2013). The guidelines suggest that preschool-aged 

children should accumulate a minimum of 60 minutes of structured physical activity and 60 

minutes to several hours of unstructured physical activity each day. In 2009, Australian 

physical activity recommendations for 0-to 5-year-olds were introduced as part of the 

Australian Government’s Plan for Early Childhood and Plan for Tackling Obesity (Department 

of Health and Ageing, 2010). Rather than making a distinction between structured and 

unstructured physical activity, the Australian guidelines stated preschool-aged children should 

be physically active for at least three hours each day. These guidelines were updated in 2017, 

to become the Australian 24-Hour Movement Guidelines for the Early Years (birth-5 years). 

These new guidelines still recommend preschool-aged children should be active for at least 

three hours, but advise that one hour of this should be energetic play including running, 

jumping, kicking and throwing (Department of Health, 2019a). 

Based on the public health concern for childhood obesity, studies on physical activity in early 

childhood services have become a focal point for researchers. These studies seek to quantify 

physical activity levels of preschool-aged children; evaluate curriculum interventions for 

increasing physical activity in early childhood services; and determine the policy, curriculum 

and environmental factors that may influence the physical activity levels of children in early 

childhood services. 

Physical Activity Levels of Preschool-Aged Children  

Measuring physical activity in preschool-aged children is recognised as a challenging task due 

to the typical activity patterns of this age group, which are characterised as spontaneous, 
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sporadic and intermittent bouts of activity with regular rest periods (Lewicka & Farrell, 2007; 

Schneider & Lounsbery, 2008; Soini et al., 2014). Nevertheless, a number of researchers have 

sought to investigate the physical activity behaviour of preschool-aged children using a variety 

of objective measurement tools (e.g., accelerometers, heart rate monitors and pedometers) and 

observational methods. 

Accelerometers and heart rate monitors allow researchers to estimate the amount of time and 

intensity of children’s activity, whereas pedometers measure the frequency of movement (Pate, 

O’Neill, & Mitchell, 2010). Observational studies are usually conducted using a validated 

instrument such as the Children Activity Rating Scale (CARS), the Observation System for 

Recording Activity in Preschools (OSRAP) or the Observation System for Recording Physical 

Activity in Children – Preschool Version (OSRAC-P). These observation schedules record the 

intensity of activity of focal children and allow data to be collected on the type, environmental 

context, social context and location of the activity (Trost, 2005). 

Methodological evaluations conducted by Lewicka and Farrell (2007), Oliver, Schofield and 

Kolt (2007) and Pate, O’Neill and Mitchell (2010) have shown these measurement techniques, 

each with particular advantages and limitations, are commonly accepted, well-established and 

reliable methods for collecting data about physical activity levels of children. However, studies 

with accelerometer-derived data are difficult to compare as there are no universal benchmarks 

for classifying the level of intensity of the activity (Bornstein, Beets, Byun, & McIver, 2011). 

A number of studies have attempted to establish habitual physical activity levels of preschool-

aged children by measuring physical activity levels across a typical day – see for example 

Hinkley, Salmon, Okely, Crawford and Hesketh (2012), Willoughby, Wylie, and Catellier 

(2018), Roscoe, James, and Duncan (2019a) and older studies cited in systematic reviews 

conducted by Lewicka and Farrell (2007) and Tucker (2008). These studies have tended to 

compare the results with the recommended physical activity guidelines of the country in which 

the study was conducted. Generally, these studies showed that the majority of preschool-aged 

participants were not sufficiently active and had high levels of inactivity. Where gender was a 

factor of analysis, boys were found to be engaged in physical activity more frequently than 

girls, particularly for time spent in vigorous activity. 
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Similar results have been reported by researchers interested in physical activity within early 

childhood settings where the data collection period is confined to attendance at childcare only. 

Reilly (2010) and O’Brien, Vanderloo, Bruijns, Truelove, and Tucker (2018) have conducted 

systematic reviews of the existing research into physical activity levels of pre-school aged 

children in early childhood services. Reilly’s (2010) review included studies published between 

2000 and 2008 that utilised accelerometers, direct observation tools (CARS or OSRAP), 

pedometers or a combination of these methods to quantify physical activity levels, typically 

described as time spent in low, moderate or vigorous physical activity. O’Brien et al. (2018) 

reviewed studies published between 2004 and 2017 and only comprised those that used 

accelerometers to measure physical activity. Due to search term differences in publication dates 

and methodology used, only two studies were included in both systematic reviews.   

Examined together, the 12 studies reported in Reilly’s (2010) review included data on more 

than 1900 children across 96 early childhood services within the United States, Scotland, 

Belgium, Northern Ireland and Sweden. The review conducted by O’Brien et al. (2018) 

contained 55 studies, collectively reporting on 13 956 participants across 11 countries spanning 

North America, South America, Europe and the Pacific. In summarising the results of these 

studies, the authors concluded children spent little time engaged in moderate-to-vigorous 

physical activity (MVPA) and the level of physical activity in early childhood services was 

generally low. Importantly, the studies also showed significant differences in children’s levels 

of physical activity between early childhood services. Possible explanations for these 

differences have also been investigated and are discussed later in this chapter under the heading 

Physical Activity and Early Childhood Policy, Curriculum and Environment. 

The observation studies included in Reilly’s review used either the CARS or OSRAP 

observation schedule. Another direct observation procedure, the OSRAC-P, was developed by 

Brown, Almeida, Pfeiffer, and McIver (2003) as part of their research entitled Children’s 

Activity and Movement in Preschools Study (CHAMPS). This observation schedule recorded, 

among contextual details, the level and type of physical activity from a predetermined selection 

of categories. Table 2.1 outlines the categories available for coding the level of physical activity 

observed with examples of activity that may comprise each category. In reporting research 

results, Levels 1 and 2 are classified as sedentary activity, Level 3 as light, and Levels 4 and 5 

as moderate-to vigorous activity (adapted from Brown, Pfeiffer, et al., 2009, p. 53). 
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Table 2.1.  

OSRAC-P Categories for Level of Physical Activity  

Level Examples 

1 - Stationary Sleeping, lying, standing, sitting, squatting, or kneeling; riding passively in a wagon 

2 - Limbs Standing up, sitting down, bending and squatting; hanging or partially hanging off from 

something; swinging passively (being pushed by another);  digging in the sand; throwing 

ball or object without translocating; sliding down a slide (without pushing self) 

3 - Slow/Easy Walking, marching; crawling, skipping, hopping, jumping, rolling; slow and easy 

cycling, scooter; slow and easy tumbling/wrestling  

4 - Moderate Walking at a brisk or rapid pace, riding, climbing, tumbling; two repetitions of skipping, 

hopping, jumping, leaping, kicking, or galloping; climbing backwards up a slide or an 

incline; hanging from bar with legs swinging; fighting or wrestling at a moderate pace 

5 - Fast Running, riding, climbing; three repetitions or more of skipping, hopping, jumping, 

leaping, kicking, galloping, fast cycling or scooter, jumping jacks, jumping rope, or 

tumbling; vigorous fighting or wrestling; translocating across bars with hands while 

hanging 

The results of the CHAMPS study showed that the majority of the children’s physical activity 

levels and types of activity in the indoor and outdoor preschool environments were 

characterised as being of a sedentary nature. Not surprisingly, higher levels of light (Level 3) 

and moderate-to-vigorous physical activity (Levels 4 and 5) occurred in outdoor environments 

compared to indoor environments (Brown, Pfeiffer, et al., 2009). These results align with a 

study conducted by Tandon, Saelens, Zhou, and Christakis (2018) with accelerometer data 

showing children in early childhood services engaged in twice as much activity outdoors 

compared to indoors. Nevertheless, studies utilising the OSRAC-P, conducted by Dyment and 

Coleman (2012) in Australia and Soini et al. (2014) in Finland found children in early 

childhood services still engaged in sedentary type activities for a high proportion of total 

observations while playing outdoors. For ease of comparison and subsequent discussion, 

further details and specific results of the studies using observational methods are shown in 

Table 2.2. 

Table 2.2 also shows results from a Canadian study conducted by Berg (2015). This study 

collected group data rather than using the focal child system as employed in the OSRAC-P 
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observation schedule. The focal child system is where “a single child serves as the focus of the 

observation and all decisions about categories to be coded are made in reference to that focal 

child” (De Marco, Zeisel, & Odom, 2015, p. 6). Instead, Berg adapted the OSRAC-P physical 

activity codes for use with the System for Observing Play and Leisure Activity in Youth 

(SOPLAY) in order to gather whole class data.  

Table 2.2 

Research Summary: Level of Physical Activity in Outdoor Environments 

Study Authors Study details % Obs Sedentary % Obs MVPA 

Brown and Colleagues (2009) USA; 24 Centres; 476 children 56 17 

Dyment and Coleman (2012) Australia; 4 Centres; 16 children 46 24 

Soini and Colleagues (2014) Finland; 14 Centres; 81 children 46 2 

Berg (2015) Canada; 4 Centres; 161 children 51 20 

Table 2.2 illustrates that regardless of the scale of the study and methodological differences, 

results showed that preschool-aged children in early childhood services engaged in sedentary 

activity for approximately half of the recorded observations during outdoor play and 

consistently low levels of MVPA were observed. The distinct difference in results for MVPA 

in the Soini et al. (2014) study, who found considerably less MVPA, may be attributed to the 

time of year when observations were taken. This study collected data during the Finnish autumn 

and winter and the authors note that the snow, ice and cold weather of winter presented different 

possibilities for play, including playing with mounds of snow, pushing and pulling sleds and 

skating and skiing. In the preschool years, skating and skiing usually involves children learning 

how to balance and slide and therefore is classified at a low level of physical activity rather 

than as MVPA (Soini et al., 2014).  

The observational studies listed in Table 2.2 replicate the findings of investigators using 

objectively measured physical activity, as reviewed by Reilly (2010) and O’Brien et al. (2018), 

and therefore supplement the growing body of international research showing that preschool-

aged children engage in high levels of sedentary activity and low levels of moderate-to-

vigorous activity. Interestingly, most of the educators in Dyment and Coleman’s (2012) study, 

when asked about the level of children’s physical activity, believed the children in their early 

childhood service were sufficiently active. The belief that it is in children’s nature to be 
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physically active is a common misconception that has characterised the field for some time 

(Timmons, Naylor, & Pfeiffer, 2007; Tucker, van Zandvoort, Burke, & Irwin, 2011; Van de 

Kolk et al., 2018). Likewise, Brown, Pfeiffer, et al. (2009, p. 52) concluded the “conventional 

wisdom of many early childhood educators is that young children are very active in 

preschools”, despite the increasing volume of quantitative research that would suggest 

otherwise. This evidence has raised concerns among health professionals and researchers and 

as a result, a number of curriculum interventions have been designed and implemented in early 

childhood services in an attempt to increase the physical activity levels of preschool-aged 

children. These intervention studies are the subject of the following discussion.       

Curriculum Interventions for Physical Activity in Early Childhood Services 

Curriculum interventions for preschool-aged children in early childhood services have been 

designed and implemented with the objective of increasing children’s participation in physical 

activity (see reviews by Finch, Jones, Yoong, Wiggers, & Wolfenden, 2016; Ward, Vaughn, 

McWilliams, & Hales, 2010). For example, Eliakim, Nemet, Balakirski and Epstein (2007) in 

Israel, and Trost, Fees and Dzewaltowski (2008) and Brown, Googe, McIver and Rathel (2009) 

in the United States implemented intervention programs that introduced specific teacher-led 

physical activities into the curriculum. All studies found favourable results with increased 

levels of physical activity, particularly in MVPA, for intervention compared to control groups. 

The results led Trost et al. (2008, p. 88) to conclude that “integrating movement experiences 

into an existing early childhood curriculum is feasible and a potentially effective strategy for 

promoting physical activity in preschool children”, confirming that early childhood services 

can play an important role in health promotion and prevention of obesity (Eliakim et al., 2007).   

More recently, and also in the United States, the intervention program, Be Active Kids, was 

implemented and evaluated in six classrooms across three early childhood services, with the 

aim of increasing physical activity (De Marco et al., 2015). Prior to the intervention period, 

educators from the participating services attended a 2-hour training session and on conclusion 

received a notebook outlining the specific, age-related activities and the introductory 

equipment (e.g., balls, chalk, scarves, beanbags) required for implementing the activities in 

their service. Like Berg (2015), the authors of this study adapted the OSRAC-P to develop an 

observation system (PlayCheck) that collected whole group data. The results demonstrated that 

teacher training and use of the physical activities within the curriculum increased overall light 
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and moderate-to-vigorous physical activity in the children, but was particularly effective when 

the activities were teacher-directed.    

Additionally, Palmer, Matsuyama, and Robinson (2017) compared the physical activity levels 

of 87 preschool children, of which 40 children participated in their usual outdoor free play 

during the week, and 47 children replaced outdoor play with a 30-minute structured movement 

session twice a week . The findings showed the structured movement program was effective in 

increasing children’s physical activity, leading the authors to suggest a daily structured 

movement time should be implemented in early childhood services. 

While the above studies only trialled specific teacher-led movement experiences to increase 

MVPA in children, Tandon et al. (2018) compared this approach to an alternate intervention 

strategy of increasing the time children had access to outdoor free play. The matched-pair 

cluster-randomised study was conducted in 10 early childhood services in the United States 

with pre-and-post intervention data collected from observations and accelerometers. The 

results showed that both intervention strategies increased active play opportunities but did not 

substantially increase children’s level of physical activity when a teacher-led physical activity 

curriculum was introduced or when increasing children’s access to outdoor free play.     

An intervention based on outdoor play time was also researched by Razak et al. (2018) and 

Driediger et al. (2019) who conducted cluster randomised trials to assess the effectiveness of 

introducing shorter, more frequent periods of outdoor play on children’s physical activity 

levels. The study by Razak et al. (2018) included 316 children across 10 early childhood 

services in Australia. The results showed that the intervention group spent more time in MVPA 

than the control group, leading the authors to conclude that scheduling multiple periods of 

outdoor play in early childhood services may be a simple strategy to increase physical activity 

in children. In contrast, Driediger et al. (2019), in their study on 127 pre-schoolers across 12 

early childhood services in the United Kingdom, found no significant difference in MVPA 

when comparing the intervention group to the control group. 

Finally, some intervention studies have focussed on changing provisions in the outdoor play 

environment as a way to increase children’s participation in physical activity. In the United 

States, Hannon and Brown (2008) implemented a preschool intervention through the addition 
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of activity-friendly equipment during the outdoor free play period. In their study of 64 pre-

schoolers in one early childhood service, the introduction of portable equipment (such as 

hurdles, hoops, tunnels, balance beams, balls and bean bags) into the playground significantly 

increased light, moderate and vigorous physical activity and consequently reduced sedentary 

behaviours. Accelerometer data and OSRAC-P observations showed the intervention effect 

was evident across all 10 days of data collection.  

Cardon, Labarque, Smits, and De Bourdeaudhuij (2009) conducted a similar study in 40 

preschools in Belgium. The researchers were also interested in assessing the effect of play 

equipment and playground markings for promoting physical activity in preschool children. The 

participating preschools were assigned to one of three intervention conditions: i) provision of 

play equipment; ii) painted playground markings, or iii) play equipment and playground 

markings, while other preschools served as a control condition. The play equipment consisted 

of a range of balls, throwing discs, bean bags, hoops, and jumping bags. The early childhood 

services assigned to the playground markings condition had a trail, a river with crossings and 

a flower shaped hopscotch painted onto the playground area. Accelerometry data were gathered 

on 583 children pre-intervention for baseline data and 4 to 6 weeks after the introduction of the 

intervention conditions for post-intervention data. In contrast to Hannon and Brown’s findings 

(2008), the results in the study showed low activity levels at both baseline and post-intervention 

and consequently the authors concluded the intervention conditions did not significantly 

increase children’s engagement in physical activity. The authors suggested a novelty effect 

may have been observed in Hannon and Brown’s (2008) study as post-intervention data were 

collected immediately after implementation and concluded that any positive effects of 

increased physical activity from new equipment and markings may diminish over time.        

Intervention studies, such as those discussed here, are specifically designed to evaluate the 

impact of a treatment or preventive measure (Thiese, 2014). For increasing the MVPA levels 

of children, the interventions included introducing teacher-led movement experiences, 

adjusting outdoor playtime, and the addition of playground equipment. Other studies have 

examined usual practices within the early childhood service to identify those characteristics 

that are more likely to encourage children to be physically active. This research includes an 

investigation of policy, curriculum and environmental factors as they relate to physical activity.   
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Physical Activity and Early Childhood Policy, Curriculum and Environment 

Research into policy, curriculum and environments in early childhood services is particularly 

pertinent, as the studies included in the systematic reviews by Reilly (2010) and O’Brien et al. 

(2018) showed that variation in children’s physical activity levels was influenced by the early 

childhood centre they attended. In addition, Finn, Johannsen and Specker (2002) found that 

differences between individual early childhood services accounted for 46% of the variation in 

physical activity in a sample of 214 3-to 5-year- old children. The researchers concluded that, 

whilst all centres provided some physical activity time, “the quantity and quality of this time 

can vary depending upon indoor space, supervision, gross motor play equipment, and outdoor 

play area” (p. 84). In subsequent papers, Dyment (2011) and Saunders, Dowda, Pfeiffer, 

Brown, and Pate (2019) have concluded that social and environmental factors of early 

childhood services impact children’s participation in physical activity, with Dyment (2011) 

suggesting these centre characteristics may have more influence than children’s individual 

attributes.  

To address variability in provisions for physical activity, best-practice guidelines for promoting 

a healthy weight environment within early childhood services were developed as a component 

of the Nutrition and Physical Activity Self-Assessment for Child Care (NAP SACC) program 

in North Carolina (Ammerman et al., 2007). The NAP SACC was designed for educators to 

assess the nutrition and physical activity environment of their early childhood service as a way 

of identifying policies and practices that could be improved. In order to evaluate the NAP 

SACC program, the Environment and Policy Assessment and Observation (EPAO) instrument 

was developed for researchers, rather than educators, to assess and quantify the nutrition and 

physical activity environment, policies, and practices within early childhood services (Ward et 

al., 2008). The EPAO protocol consists of eight sub-scales for the physical activity 

environment: Active Opportunities, Sedentary Opportunities, Sedentary Environment, 

Portable Play Environment, Fixed Play Environment, Staff Behaviours, Physical Activity 

Training and Education, and Physical Activity Policy (Bower et al., 2008). Data collection 

involves direct observation of physical activity behaviours and a document analysis of lesson 

plans, parent and staff handbooks, physical activity training documents and curricula, and 

written physical activity policies (Benjamin et al., 2007). The content of the physical activity 

subscales in the EPAO protocol are shown in Table 2.3. 
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Table 2.3.  

Physical Activity Subscales of the EPAO Protocol  

  Adapted from Ball et al. (2005) and Bower et al. (2008) 

In North America, Bower et al. (2008), and in later years, Vanderloo, Tucker, Johnson, Burke, 

and Irwin (2015), used the EPAO to examine the association between environmental factors of 

the early childhood service and the amount of time children spent in MVPA. The early 

childhood services in the studies were rated as having a high or low physical activity 

environment score and children’s physical activity was measured using a modified version of 

the OSRAP (Bower et al., 2008) or accelerometers (Vanderloo et al., 2015). The results in both 

studies showed that children who attended services with a high EPAO score (a supportive 

physical activity environment) spent more time in MVPA and less time in sedentary activities 

than those services with a low score (less supportive physical activity environment). In 

particular, the research from Bower et al. (2008) showed all levels of physical activity were 

related most strongly with the Active Opportunities subscale while time spent in MVPA was 

most strongly related to the Portable and Fixed Play Environment subscale. These results 

Subscale Content 

Active Opportunities Number of occasions for structured physical activity, number of occasions for 

outdoor play, total minutes of active play opportunities 

Sedentary Opportunities Number of occasions children are seated for 30 or more mins, total minutes TV 

viewing and playing computer/video games 

Portable Play Environment Presence of equipment such as balls, movable climbing structures, mats, 

jumping play equipment (e.g., hoops, skipping ropes), parachute, push/pull toys, 

riding toys, slides, twirling equipment (e.g., scarves) 

Fixed Play Environment Presence of equipment such as climbing structures, balancing surfaces, seesaw, 

slides, swinging equipment, tricycle track 

Sedentary Environment Presence of TV, computer, DVD player, video game system 

Staff Behaviours Interactions between staff and children that may promote or discourage physical 

activity such as staff joining in active play, making positive statements about 

physical activity, restricting active play, providing prompts that increased or 

decreased physical activity 

Physical Activity Training 

and Education 

Physical activity training for staff, documented physical activity curriculum for 

children, physical activity training/workshop materials  

Physical Activity Policies Presence of written policies relating to active play and inactive time, TV 

use/viewing, play environment, supporting physical activity, physical activity 

education  
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differed to Vanderloo et al. (2015) who found only the Fixed Play Environment subscale to be 

significantly related to MVPA, however acknowledge this could be due to a lack of portable 

play equipment available to the children during outdoor play in their study.  

Using a research design based on the Bower et al. (2008) study but with contextual 

modifications, Gubbels and colleagues (2011) investigated the influence of the environment on 

the intensity of physical activity of 175 2-to 3-year-old children from nine early childhood 

services in the Netherlands. Like Bower et al. (2008), the research showed that the EPAO 

subscale of Active Opportunities was positively related to physical activity intensity for both 

the indoor and outdoor environment. However, in the outdoor environment, the relationship 

between physical activity intensity and Active Opportunities was significant only when 

children were playing with several peers. The authors note that this could be because children 

playing alone or with one other peer are concentrating on their own activity and take little 

notice of their surrounding environment or alternatively that the environment is more 

extensively utilised during group play, for instance during children’s games like hide and seek 

or ball games.  

Dowda and colleagues (2009), in conducting a similar study on 299 children from 20 

preschools in the United States, used a number of data sources to determine which centre-based 

factors might influence the physical activity levels of children: the Early Childhood 

Environment Rating Scale-Revised (ECERS-R) was used to assess overall preschool quality; 

measurements were taken of classroom and playground dimensions; Directors were 

interviewed regarding physical activity and sedentary activity policies and practices; and 

accelerometers were used to gather data on the children’s level of physical activity. The study 

concluded that higher overall quality (according to the ECERS-R), lower use of electronic 

media, and larger playgrounds contributed to children spending more minutes/hour in MVPA. 

In addition, the study found that less fixed playground equipment and more portable 

playground equipment also resulted in more time spent in MVPA.  

Reflecting these results, Berg’s (2015) Canadian study showed that more physical activity 

occurred within open play spaces and when portable play equipment was available. Berg 

further observed that when children played in and around fixed-equipment structures, the play 

was of a more sedentary nature. Fixed play equipment was also found to be negatively 
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associated with physical activity in a study conducted by Sando (2019) in Norway. These 

results are particularly noteworthy as a study of playground spaces conducted by Weinberger, 

Butler, and Schumacher (2014) found that early childhood educators rated outdoor spaces 

without a large, fixed playground structure as being a low quality space for promoting physical 

activity, thus highlighting another misconception in regards to children’s activity outdoors.  

While Bower et al. (2008), Hannon and Brown (2008), Dowda et al. (2009) and Berg (2015) 

established that portable play equipment was positively associated with MVPA, contrasting 

results were found in a Belgian study by Van Cauwenberghe, Labarque, Gubbels, De 

Bourdeaudhuij and Greet (2012). In their study, portable equipment for throwing (such as balls 

and Frisbees) was correlated with low levels of activity. However, the children in this study 

were observed in a structured teacher-led physical education lesson in the preschool rather than 

during free play outdoors. As a result, the authors noted the presence of the portable equipment 

mostly co-occurred with teacher instruction on throwing and catching for improving 

manipulative skills, and therefore children would typically engage in lower levels of activity 

and would likely need to wait for a turn. Inconsistent results have also been in studies seeking 

to determine whether wheeled toys, such as tricycles, increase children’s physical activity in 

early childhood services. Brown, Pfeiffer, et al. (2009) found wheeled toys to be positively 

associated with physical activity, but Sando (2019)  found these resources were a negative 

predictor of physical activity. However, Sando (2019) explains the discrepancy by noting that 

some tricycles have room for passengers. While encouraging social play, the passengers were 

sedentary which would have reduced the level of coding for physical activity.     

Summary and Critique 

Overall, the studies discussed in this section of the literature review focussed on preschool 

children’s physical activity patterns rationalised by a concern for childhood overweight and 

obesity. Results showed that, contrary to educator beliefs, preschool-aged children engaged in 

limited amounts of moderate-to-vigorous physical activity while attending early childhood 

services, but also identified considerable variations between services. A number of curricula 

interventions and service-level investigations on how best to promote physical activity suggest 

that teacher-led activities and portable play equipment were most effective in increasing the 

amount of time children spent in MVPA. The authors have argued there is an issue with 

children’s participation in physical activity and that early childhood services have the potential 
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(and perhaps obligation) to increase MVPA in children. Most of this research was published in 

obesity, public health or paediatric health journals, placing it firmly within a medical discourse 

and weight-centred health paradigm. Within this discourse, a restricted concept of what 

constitutes health in young children is reinforced (Petrie & Clarkin-Phillips, 2018), leading to 

a narrow characterisation of ‘good’ physical activity as being MVPA. However, Gard and 

Wright (2001) warned against recontextualising discourses from outside the field of education 

to suit educational purposes. Taking up this argument, O'Connor (2006) called for physical 

activity in early childhood to be regarded as a normal component of child development rather 

than a cure for a medical crisis. More recently, Petrie and Clarkin-Phillips (2018, p. 516) have 

suggested research conducted from a medical discourse positions preschool children as ‘at 

risk’, thus the focus is on early intervention and prevention strategies rather than providing a 

curriculum that supports “young children to regain the enthusiasm for pleasurable movement 

forms”. This thesis views childhood physical activity through an educational lens, rather than 

a medical paradigm, enabling the foregrounding of the range of curricula opportunities 

provided by educators and the children’s involvement within these experiences. In this way, 

this thesis will provide descriptive data on the types of active play children partake in within 

the early childhood service environment.   

A problematic aspect of the medical discourse and associated focus on MVPA in the research 

is that actions performed during light physical activity have been largely ignored. Objective 

measurement techniques do not capture those light activities where the heart rate does not rise 

(Brady, Gibb, Henshall, & Lewis, 2008) and while systematic observation schedules do record 

this level of activity, the research discussion has focused on sedentary and MVPA results only. 

Importantly, however, light activity is where children may be developing and refining motor 

skills to become more competent movers. This was demonstrated by both Soini et al. (2014) 

and Van Cauwenberghe, Labarque, et al. (2012) whose lower results for MVPA were due to  

children learning how to ski and skate in one study and being instructed on how to throw and 

catch in the other, actions that were performed at a light level of physical activity. Learning, 

consolidating and practising of motor skills aligns with evidence that “children who are more 

competent movers tend to be more physically active” (Robinson, Wadsworth, & Peoples, 2012, 

p. 20). It is likely that an educational view would value experiences that develop competence, 

which could explain the misconceptions researchers have noted regarding early childhood 
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educators’ views on children’s physical activity. Educators may regard all gross motor activity, 

no matter the intensity, as fundamental to children’s growth and development.  

A final point is that the focus on MVPA has identified low levels of MVPA in early childhood 

services, and resulted in a number of intervention programs for educators to improve 

curriculum provisions and practice to increase MVPA in children. However, curriculum 

interventions are generally short-term projects that may or may not be continued within the 

early childhood service after the intervention period has ceased. It is therefore important to also 

gain an understanding of everyday early childhood practices in order to develop a long-term 

approach to promoting physical activity and motor skill development that considers contextual 

differences across services. The following discussion outlines the research conducted to 

determine current curriculum provisions.  

Curriculum Provisions for Physical Activity and Motor Skill Development 

In early childhood, the most appropriate form of physical activity is active play (Department 

of Health and Ageing, 2009), which is sometimes also referred to as exercise play, locomotor 

play, or gross motor play (Burdette & Whitaker, 2005; Smith & Pellegrini, 2013). The Early 

Years Learning Framework identifies physically active play as an integral component of the 

early childhood curriculum for overall health and wellbeing and the role it has in the holistic 

development of children (DEEWR, 2011a). While active play is primarily linked to physical 

outcomes such as health-related fitness, strength, coordination and developing motor skills, 

educators also recognise a range of developmental outcomes, not just those related to the 

physical, can be encouraged (Eldar & Ayvazo, 2009; Gubbels, Van Kann, Cardon, & Kremers, 

2018). 

Regular physical activity produces positive physical, psychosocial and cognitive health effects 

as well as benefits to school functioning and academic achievement (Gasser et al., 2018). For 

example, early childhood texts and reports identify physically active play as being able to 

develop children’s cognition (e.g., communication, creativity, problem solving), prosocial 

behaviours (e.g., sharing, turn-taking, cooperating) and emotional well-being (e.g., self-esteem, 

courage to try new tasks) (Department of Health and Ageing, 2009; Gallahue et al., 2012; Pica, 

2012). In a review of the literature, Cameron, Cottone, Murrah, and Grissmer (2016) have 
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suggested motor skills, particularly coordination, executive function, and visuospatial skills, 

are linked to a diverse range of school outcomes, including emergent  literacy and numeracy, 

and social competencies. In addition, empirical research on preschool children has shown a 

positive correlation between motor abilities and school readiness (Bala, Sabo, & Popovic, 

2005), between active play and self-regulation (Becker, McClelland, Loprinzi, & Trost, 2014), 

and between structured physical activity and psychomotor development (Costa, Abelairas-

Gomez, Arufe-Giraldez, & Barcala-Furelos, 2015). In terms of the current Australian context, 

active play is also seen as supporting children to achieve all five of the EYLF learning outcomes 

(DEEWR, 2009; Durant & Raban, 2011). However, because there is no evidence to suggest 

children will develop these skills and dispositions automatically through participation in active 

play, the context of the experience is extremely important (Bailey, 2006). 

Physically active play in early childhood services is usually apparent in the form of child-

directed unstructured (free) play outdoors (van Zandvoort, Tucker, Irwin, & Burke, 2010). In 

this context, children have the space “to be their natural, exuberant physical and noisy selves” 

(White, 2008, p. 2) and as such, free play outdoors has long been associated with energy release 

for children (Connelly, Champagne, & Manningham, 2018; Davies, 1997; Muela, Larrea, 

Miranda, & Barandiaran, 2019; Olsen, Thompson, & Hudson, 2011). While this view may 

encourage the promotion of physical activity, it could be seen as supporting a false separation 

between play being active and learning being sedentary (Doherty, Brock, Brock, & Jarvis, 

2009) and thus, reinforcing the social construct that the real work of teaching occurs indoors 

(Elliott & Young, 2005; Muela et al., 2019). Such views can result in limited planning and 

programming for outdoor play, where educators take a “go-with-the-flow approach to 

curriculum planning” for physical activity (McLachlan et al., 2017, p. 220). This approach to 

curriculum planning raises concerns that intentional teaching for physical activity and motor 

skill development in the outdoor environment may not be occurring.  

In relation to motor skill development, it has been suggested that Fundamental Movement 

Skills (FMS) need to be learned, practiced and reinforced through instruction and modelling 

(Barnett et al., 2016; Roach & Keats, 2018; Stork & Sanders, 2008; Wick et al., 2017), which 

further underlines the need for early childhood educators to employ intentional teaching 

practices. This idea also implies that in order to effectively promote motor skill development 

in early childhood services, active play alone is not sufficient, and teacher-led structured 
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opportunities to complement outdoor free play periods are required. However, studies have 

shown that in the past, Australian educators have provided little specific programmed time 

dedicated to teaching motor skills within the early childhood curriculum (Lock, 2007; Temple 

& O'Connor, 2003; Wolfenden et al., 2011). With a focus on providing active play 

opportunities, the teaching of specific motor skills may still be an under-represented area within 

the curriculum.   

A number of studies have shown that early childhood educators perceive and acknowledge the 

importance of providing opportunities for physical activity as part of their role in promoting 

children’s health and wellbeing (Hesketh et al., 2017; Pagnini et al., 2006; Van de Kolk et al., 

2018), however it would seem current practices may not actually reflect this commitment. In 

examining the current practices for promoting physical activity and developing motor skills in 

early childhood services, the following discussion will review three areas of research: outdoor 

play environments where such practices occur; the types of gross motor activities provided 

within the curriculum; and the significance of, and pedagogy for, developing FMS in children.   

Outdoor Environments for Promoting Physical Activity and Motor Skills  

This literature review has shown that the early childhood environment has a strong influence 

on the physical activity patterns of children, particularly in relation to the type of equipment 

and active opportunities available. The play spaces utilised by early childhood services also 

impact the options available to children for participating in physical activity and developing 

motor skills.  

Play in the outdoor environment is considered to be synonymous with engagement in physical 

activity and developing a range of gross motor skills. This is evident in Obeng’s (2010) study 

where educators reported outdoor play was commonly integrated with motor development 

activities. With the exception of activities such as yoga and dance, educators generally deem 

the indoor environment as inappropriate for physical activity “due to a lack of physical space, 

hard wooden floors, and an abundance of trip hazards and sharp edges” (Cashmore & Jones, 

2008, p. 183). While some early childhood services may utilise indoor spaces such as a gym or 

have an indoor area designed specifically to emulate the outdoors, it is within the outdoor 

environment that most physical activity opportunities occur.  
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However, with growing recognition of the importance of children’s connection to nature, there 

are multiple expectations about the purpose and benefits of outdoor play. A shift in outdoor 

pedagogy towards more natural outdoor play spaces is evidenced by the increasingly popular 

international Forest School movement (Elliott & Chancellor, 2017). Forest Schools provide 

opportunities for children to explore and play in the natural outdoor environment for all, or part 

of the day, and in all weather conditions. The primary principles of such programs are to foster 

a relationship with nature; develop resilient, confident, independent and creative learners; and 

allow children to take supported risks within the environment (Forest School Association, n.d.).  

The foundation for the Forest School movement comes from the Scandanavian tradition of 

friluftsliv, or open air culture, which is manifested in early childhood education in Sweden, 

Denmark, Finland and Norway as Forest Schools (Elliott & Chancellor, 2017; Fjørtoft, 2001; 

Forest School Association, n.d.). Similarly, waldkindergärten, or Forest Kindergartens, have 

been established in Germany, and since the 1990s, facilitating access to outdoor natural 

environments has become more popular in the United Kingdom, Japan, New Zealand, the 

United States, Canada and Australia (Elliott & Chancellor, 2017). An early example of trialling 

outdoor learning with early childhood services in Australia was the Westgarth Kindergarten 

Bush Kinder Pilot Program, where children were taken to a local parkland for three hours a 

week (Elliott, 2014). Little and Wyver (2008, p. 37) have suggested that in the Australian 

context these programs “might be considered unnecessarily risky”. The inherent dangers of the 

Australian bush are part of this risk, and policies addressing these safety concerns are needed 

(Campbell & Speldewinde, 2019).  

Natural outdoor spaces offer diverse landscapes which are deemed to be more physically 

demanding and able to afford alternative opportunities for active play than traditional 

playgrounds (Maynard & Waters, 2007; Storli & Hagen, 2010). In comparing play in natural 

environments to traditional early childhood playgrounds, Fjørtoft (2001) found Norwegian 

children who used the forest as their playscape were more competent on motor fitness tests for 

balance and coordination than those children who only had access to a traditional playground. 

However, Lysklett, Berg, and Moe (2019), also in Norway, found no difference in motor 

competence of children who attended nature preschools to those that attended traditional 

preschools. Similarly, Norwegian studies by Storli and Hagen (2010) and Sando (2019) found 

no difference in children’s levels of physical activity in comparisons of natural and traditional 
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playground environments. Storli and Hagen (2010) added that those children who were more 

active in the natural environment were found to be as active in the traditional playground. The 

same was true for those children who registered low levels of activity.  

In the past, Australian early childhood services had a tendency to urbanise playgrounds with 

prefabricated, pre-built play equipment which offer less risk and fewer physical challenges 

compared to natural outdoor playspaces (Elliott, 2008). The alternative to having access to a 

natural outdoor playspace has been to provide diverse playground features through 

incorporating natural elements (such as dry creek beds, trickle streams, rocks, mud) and 

landscaping (planting trees, vegetable patches and sensory gardens) within early childhood 

outdoor playgrounds (DEEWR, 2009; Luchs & Fikus, 2018; Van de Kolk et al., 2018; Wishart, 

Cabezas-Benalcázar, Morrissey, & Versace, 2019).  

This shift in playground design has resulted in physical activity research that compares the 

active play of children on traditionally designed playgrounds to those that feature natural 

elements such as trees and shrubs, topographical variance (inclines), rocks, and uneven 

surfaces. In a study conducted by Gubbels et al. (2018) in early childhood services in the 

Netherlands, children were found to be more physically active when natural elements were 

present in the playground. Interestingly, individual charactersitics of children were examined 

in this study, and natural elements were found to be particularly beneficial for increasing 

participation in physical activity for vulnerable children – those who were identified as being 

anxious, depressed/withdrawn, or overweight. In Germany, Luchs and Fikus (2018) found that 

children who were active on a contemporary playground were less active in a natural 

playground, and those less active in a contemporary playground were more active on the natural 

one. Finally, in Australia, Wishart et al. (2019) observed children’s activity in a highly 

naturalised playground compared to a traditional playground with standard equipment. While 

no difference in children’s participation in physical activity was found, the active play of the 

children was qualitatively different. The natural playground was found to provide more varied 

and challenging opportunites for physcial activity and for developing children’s balancing 

skills (for example, on narrow garden edging). Taken together, the findings of these studies 

show that diversity in outdoor environments, combining traditional equipment and natural 

elements, would provide opportunities for all children to be active.  



Page | 52  

 

With outdoor play spaces now firmly on the agenda, playgrounds in early childhood services 

often comprise climbing structures, open grass areas, objects to manipulate, dramatic play 

opportunities, water/sand spaces, sites for digging, quiet places, and natural materials/features 

(Olsen & Smith, 2017; Olsen et al., 2011), which reflect the playground elements children have 

depicted as their ideal outdoor environment (Muela et al., 2019). It is within the bounds of this 

type of play space that early childhood educators can provide opportunites for children to 

engage in gross motor activities. These opportunities and curriculum provisions have been the 

core of investigation for several researchers, as discussed below.   

Provision of Gross Motor Activities in Early Childhood Services 

Early childhood educators have characterised physical activity for preschool-aged children as 

“running, jumping, climbing, chasing games, ball games, using play equipment (for example, 

swings or trampolines), bike riding and dancing” (Dwyer, Higgs, Hardy, & Baur, 2008, p. 4), 

and see their role as facilitating physical activity by providing opportunities for children to 

engage in these types of gross motor experiences. Research using methods such as interviews, 

focus group discussions, surveys and questionnaires, has identified that educators provide a 

variety of appropriate opportunities for preschool-aged children to be physically active within 

the early childhood curriculum. For example, an open-ended request for identifying the 

physical activity opportunities included in the curriculum provided by 50 teachers and 

Directors of early childhood services in South Australia showed that “most responses detailed 

outdoor equipment (moveable and non-moveable), obstacle courses, dance/music, 

manipulative activities (beanbags, hoops, balls, skipping ropes), climbing, trampolining, 

running, jumping and sandpit activities” (Schiller & Broadhurst, 2002, p. 2). Wolfenden et al. 

(2011) conducted a telephone survey to investigate the physical activity practices of 261 long 

day care and preschool services in New South Wales. Under the category “access to physical 

activity equipment”, the results showed that most services provided outdoor and indoor spaces 

for active play, climbing equipment, play equipment such as balls and skipping ropes, and 

moveable structures that could be rearranged by both children and adults.   

Comparable findings for the provision of gross motor activities in early childhood services 

have been reported in the United States and Canada. In the USA, focus groups were used to 

collect data from 53 participants in Sellers, Russo, Baker and Dennison’s (2005) study and 32 

participants in Derscheid, Umoren, Kim, Henry, and Zittel’s (2010) study, while Obeng (2010) 
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received 112 responses to a questionnaire. The early childhood educators in these studies 

identified similar provisions to those reported by Australian educators such as outdoor 

equipment (e.g., tricycles, balls and climbing structures) and music (for marching and dancing) 

but also added circle time games and yoga as part of their curriculum for promoting physical 

activity. In Canada, 54 educators participated in focus groups, and while dancing, riding bikes 

and playing games were included in their curriculum, the educators also identified that children 

pulled each other on sleds and played soccer, hockey, tag and hopscotch (van Zandvoort et al., 

2010), thus illustrating contextual differences in the active play opportunities available. The 

influence of context on active play opportunities can further be observed in a study conducted 

by Moser and Martinsen (2010) in Norway. Of the 117 questionnaires received, it was found 

that 70% of early childhood settings offered climbable trees and approximately one-third of 

outdoor environments included a climbing wall.      

Interestingly, Schiller and Broadhurst (2002), discussed earlier, found the most common 

physical activity opportunities provided for children primarily involved running, climbing and 

jumping, while only 18% of respondents reported providing balls for developing skills such as 

kicking, throwing, catching and hitting. These results align with an earlier observational study 

by Taggart and Keegan (1997), who also found the predominant skills displayed by children 

during outdoor play in early childhood services were running, jumping and climbing. 

Moreover, Taggart and Keegan found opportunities to participate in ball activities were rare 

and one educator, citing concerns for child safety, deliberately chose not to provide balls for 

children to utilise during outdoor play.  

These results would suggest that opportunities for children to be physically active and to 

develop broad, undifferentiated gross motor skills such as the ability to climb are common, 

while experiences that would enable children to develop more precise movement competencies 

(i.e., FMS such as throwing and catching) are less common. Developing FMS in children has 

been a point of discussion since the 1980s (Gallahue, 1990) and has been addressed within 

Australian primary school physical education curricula. However, FMS are not well-known in 

the early childhood context where the term gross motor skills, which covers a wider range of 

skills, is used more prominently. As discussed, there is strong evidence that children who have 

developed competent movement skills have a tendency to be more physically active (Robinson, 

Wadsworth, et al., 2012).  Therefore, developing FMS in preschool-aged children has now 
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been promoted, via initiatives such as Munch & Move, as one way of increasing children’s 

participation in physical activity (NSW Department of Health, 2010). 

Developing Fundamental Movement Skills  

As movement patterns are not yet fully developed in preschool-aged children, early childhood 

is seen as a critical period for developing FMS (Figueroa & An, 2017; Gallahue et al., 2012). 

There has been some discussion regarding which skills should be considered as fundamental, 

with recognition that cultural appropriateness is required to enable children to engage “in a 

broad range of culturally relevant and socially driven activities (Barnett et al., 2016, p. 221). 

For Australian preschool-aged children, the Munch & Move resource (NSW Department of 

Health, 2010) outlines and describes three areas of FMS that are considered the most 

appropriate for educators to promote: 

Locomotor skills: These are movements that transport the body from one 

place to another and include skills such as jumping, running, galloping, 

leaping, hopping and side-sliding.  

Manipulative skills: These are movements that involve giving or receiving 

force to and from objects and include skills such as catching, underarm 

rolling, dribbling, striking, kicking and throwing.  

Stability skills: These are movements where the body remains in place, but 

moves around its horizontal and vertical axis. These skills are needed to 

develop the locomotor and manipulative skills and include skills such as 

balancing, stretching and twisting. 

These skills are generally accepted to be fundamental as they form the foundation, or necessary 

base for developing more complex skills (Gallahue et al., 2012; Wick et al., 2017). Resistance 

to the promotion of FMS has been linked to suggestions that skill transfer is limited to 

enhancing sport-specific skills only. However, while competence in FMS may be subsequently 

fine-tuned for specific sports, Barnett et al. (2016, p. 221) argue that isolating FMS as sports 

skills “promotes a narrow viewpoint of the complexity of these types of movements and a lack 

of appreciation of the broad applicability of the high levels of functional coordination and 

control demanded in many FMS.” Further to this, the authors also suggest the underlying 

attributes of coordination and body control in developing FMS promote a diverse movement 

foundation that can be transferred to any physical activity, such as wakeboarding, mountain 
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biking, or horse riding to name a few. Thus, FMS are perceived to be important for being able 

to competently and confidently participate in a range of physical activities throughout life, a 

principle underpinning an area of research that has considered the relationship between FMS 

and physical activity. Okely and Booth (2004, p. 358), two researchers who have examined 

FMS and physical activity in a number of studies with Australian primary school children and 

adolescents, have summarised the results of their research outputs by stating:  

Our research has shown that those who lack fundamental movement skills are 

more likely to experience frustration and difficulty in learning more advanced 

skills; have lower levels of health-related fitness; participate less in organised 

sports and games; and have higher levels of adiposity.  

While these studies were conducted on older children, there is also emerging evidence of a 

relationship between proficiency in FMS and participation in physical activity in preschool-

aged children. 

Fundamental Movement Skills and Physical Activity  

In order to investigate the relationship between FMS and physical activity, researchers have 

drawn on movement skill assessment tools, most notably the Movement Assessment Battery 

for Children (Movement-ABC) and the Test of Gross Motor Development (TGMD) to test 

FMS. The Movement-ABC focusses on overall test performance of each skill, while the TGMD 

is process-oriented, emphasising the components of the skill sequence (Cools, Martelaer, 

Samaey, & Andries, 2009; Klingberg, Schranz, Barnett, Booth, & Ferrar, 2019; Wiart & 

Darrah, 2001). The difference in orientation for these two assessment tools impacts the criterion 

used for being deemed proficient in a skill and therefore proficiency cannot be compared across 

studies. For example, proficiency in the horizontal jump is measured in the Movement-ABC 

by being able to complete a series of five horizontal jumps, whereas being proficient in the 

TGMD is being able to demonstrate the skill elements that combine in order to perform the 

horizontal jump (Robinson, Wadsworth, et al., 2012). Both movement assessment tools have 

been criticised for not separating norms for girls and boys (Hands & Larkin, 1997) and for a 

gender bias towards boys in the selection of skills included in the test battery (Okely & Wright, 

1997).  

Movement-ABC and accelerometers were used in a study that found a weak but statistically 

significant association between competence in FMS and habitual physical activity in 394 
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preschool-aged children in Scotland (Fisher et al., 2005). According to the authors, the most 

meaningful result from the research was that children who performed the poorest in the motor 

skills assessment also had the least engagement in MVPA. While this study reported the results 

by analysing total FMS scores, other studies have analysed particular movement skill domains.  

Robinson, Wadsworth, et al. (2012), in a United States study of 34 preschool-aged children, 

used pedometers and the TGMD to investigate school-day physical activity and motor skills. 

While the results indicated physical activity was associated with overall basic competence in 

FMS, analysis of movement skill domains indicated that competence in locomotor skills was 

an influential factor rather than competence in manipulative or non-locomotor skills. The 

results of this study are similar to another USA study using a larger sample size of 198 

preschool-aged children and differing data collection methods that also found the children who 

scored highest in the locomotor skills assessment spent more time in MVPA and VPA than 

children with the lowest scores (Williams et al., 2008). Further, there was no relationship 

between physical activity and object control (manipulative) skills.  

In contrast, an Australian study of 46 preschool-aged children that measured physical activity 

using accelerometers and proficiency in FMS with the TGMD, found proficiency in object 

control skills was positively associated with time spent in total physical activity, particularly 

for time spent in MVPA (Cliff, Okely, Smith, & Mckeen, 2009). Interestingly, this relationship 

was only evident for boys even though no gender difference was found for proficiency in object 

control skills.  

While the results of the research discussed here may differ, all studies reviewed reported a 

positive relationship between participation in physical activity and proficiency in FMS, either 

in general or as a subset of skills. Although these studies cannot confirm whether competence 

in FMS is the cause or the consequence of participation in physical activity (PA) in children, a 

link between these two factors has clearly been shown to exist. This has led Bürgi et al. (2011, 

p. 937) to suggest there is “a reciprocal and developmentally dynamic relationship between 

motor skill competence and PA.”  

In addition, there is longitudinal evidence that suggests proficiency in FMS in childhood is 

linked to enhanced health and well-being through increased participation in physical activity 
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as adolescents. For example, Reillo, Vlahov, Bohren, Leppo and Davis (2010) used the TGMD 

to assess the locomotor and object control skills of 140 United States preschool children aged 

between 4 and 6-years-old. These children were followed up between the ages of 14-16 with a 

fitness test that has correlational validity with the TGMD. The results showed that the level of 

proficiency in motor skills in the preschool years was predictive of the level of physical fitness 

in adolescence. Similarly, an Australian longitudinal study, conducted by Barnett, van 

Beurden, Morgan, Brooks and Beard (2009), tested 276 children for FMS proficiency at age 

10 and followed them up six years later with a physical activity recall questionnaire. Results 

showed that those children who demonstrated proficiency in object control (manipulative) 

skills as 10-year-olds were more likely to be physically active as adolescents. More recent 

longitudinal studies by Luz, Rodrigues, Meester, and Cordovil (2017) in Denmark, and Lima 

et al. (2017) in Portugal, also found a positive association between motor competence and 

physical activity from childhood to adolescence. The longitudinal evidence of these studies 

supports the view that “motor skill development should be a key strategy in childhood 

interventions aiming to promote long-term physical activity” (Barnett et al., 2009, p. 252). 

Further, studies of the association between motor skills and physical activity suggest that 

without competence in movement skills, children may opt out of participating in physical 

activity opportunities or prefer more sedentary experiences as they get older (Cliff et al., 2009). 

In addition, Booth (2001) contended that one of the key factors of becoming physically active 

in childhood is enjoyment of being active and the main source of this enjoyment is perceived 

and actual competence in movement skills.  This reinforces the importance of developing FMS 

proficiency in the preschool years.  

Australian primary school children have been shown to have low levels of proficiency in a 

range of FMS (Okely & Booth, 2004; van Beurden, Zask, Barnett, & Dietrich, 2002), which 

suggests that these skills are not being developed during the preschool years. This is supported 

by a study of FMS proficiency in 425 children attending early childhood services in Sydney  

(Hardy, King, Farrell, Macniven, & Howlett, 2010) which showed that 75% of children were 

deemed proficient in running; however, proficiency in other movement skills was substantially 

lower – kick (35%), gallop (31%), hop (25%), jump (22%), catch (20%), throw (16%) and 

strike (14%). These results show that competence in jumping amongst pre-schoolers is low, 

which contrasts with research that found opportunities for jumping are commonly provided in 
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early childhood services (Schiller & Broadhurst, 2002). The discrepancy between these 

findings could be that children are engaging in jumping behaviours, but educators are not 

teaching the specific components of this skill and therefore proficiency is not demonstrated. 

This could also be the case for ball skills such as throwing, catching and kicking where 

proficiency was low but provision of balls was commonly identified by educators as a means 

for promoting physical activity. The misconception amongst educators that children naturally 

learn FMS may be one explanation for low proficiency in these skills (Sevimli-Celik, Kirazci, 

& Ince, 2011; Stodden et al., 2008). The following section reviews research that has 

investigated pedagogical considerations for how best to develop these skills within the early 

childhood curriculum. 

Pedagogical Considerations for Developing Fundamental Movement Skills 

While a link has been established between physical activity and the acquisition of FMS, it has 

also been shown that physical activity alone is not enough for children to develop competency 

in these specific locomotor, manipulative and non-locomotor skills. Morgan (2006) and Barnett 

et al. (2016) have argued that preschool-aged children will develop FMS to an intermediate 

stage through maturation and physically active play, however skill-specific instruction and 

feedback is required in order to achieve mastery of these skills.  Evidence of requiring skill-

specific instruction comes from research using a case study approach and experimental designs.  

Hands and Martin (2003) trialled a draft version of an FMS Teacher Resource developed by 

the Education Department of Western Australia in five diverse educational settings; one of 

which was a pre-primary early childhood service. Over an eight-week period, the teachers in 

each setting focussed on developing specific FMS chosen as the most relevant to their context. 

While the implementation of teaching the FMS differed across settings, analysis of the teacher 

reflections showed that “every teacher reported noticeable differences in the children’s skill 

levels, self-confidence and class participation and in most cases a flow over effect into the 

children’s general level of physical activity in the free play time” (Hands & Martin, 2003, p. 

50). Also in Western Australia, Sanders and Sims (2003) conducted research with four classes 

of children across two educational settings, one pre-primary early childhood service and one 

primary school. Prior to implementing structured FMS sessions over two school terms, baseline 

data were collected on children’s FMS competency using an assessment tool adapted from the 

TGMD. Each setting then implemented teacher-directed FMS sessions aimed at developing 



Page | 59  

 

specific skills based on the needs of the children. The study found that all children participating 

in the FMS sessions increased their performance in the skills being taught.  

The teachers in the Western Australian studies worked with the researchers to plan and 

implement their own FMS-focussed experiences, whereas educators from 22 early childhood 

services in New South Wales implemented lessons from a Kindarobics program that aimed to 

develop children’s balancing, jumping and ball skills through structured music and obstacle 

course experiences (Lock, 2007). As with the Hands and Martin (2003) study, children’s skill 

levels were not formally assessed, however all educators reported improved skill competence 

and confidence in children participating in the lesson activities. 

Experimental research using standardised tests of FMS proficiency with a pre-test/post-test 

design also confirm the importance of skill-specific instruction, as evidenced in a systematic 

review conducted by Wick et al. (2017). For example, Derri, Tsapakidou, Zachopoulou and 

Kioumourtzoglou (2001) recruited 68 children attending a Greek preschool and compared a 

group of 35 children who participated in a 10-week music and movement programme aimed at 

developing locomotor skills with a control group of 33 children who participated in free play 

movement activities.  On completion of the programme, both groups showed improvement in 

all locomotor skills however the experimental group scored significantly higher for the more 

complex fundamental locomotor skills of galloping, leaping, jumping and skipping. The 

authors noted that while some natural development through participation in free play had 

occurred, the music and movement programme was able to refine and improve the quality of 

these more complex movement skills to a level of near mastery.   

A similar study conducted by Deli, Bakle and Zachopoulou (2006) compared three groups of 

25 pre-schoolers participating in a ten-week program: Group A children participated in a 

structured movement program aimed at developing fundamental locomotor skills; Group B in 

a music and movement program; and Group C (the control group) engaged in free-play. While 

the children in both of the experimental groups (Group A and B) improved the quality of their 

performance in running, hopping, leaping, horizontal jumping and skipping, the greatest 

improvements in running and leaping were observed in the music and movement group. As the 

children in the control group did not show any significant improvements, the authors concluded 
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that participation in free-play activities did not enhance the quality of performance in 

fundamental locomotor skills. 

Finally, Roach and Keats (2018) implemented an intervention study with three early childhood 

services in Canada. Two of these were assigned to an intervention protocol while the third 

service was a control group where children participated in free-play. The intervention groups 

employed different instructional approaches – one where children participated in structured 

skill-stations with direct instruction and the other utilised a planned active play approach with 

instructor encouragement. The planned active play intervention consisted of age-appropriate 

games designed to improve balance, locomotor, and object control skills. Consistent with other 

studies, the authors found FMS improved in those children who participated in the intervention 

protocols but not in the free-play group. Interestingly, both instructional approaches were 

equally effective in improving the FMS of preschool-aged children.   

In addition to the instructional approach, other pedagogical considerations when promoting 

FMS are gender and cultural differences in movement skill competency. Globally, research has 

shown a difference in motor competency between preschool-aged boys and girls. For example, 

in the United Kingdom (Roscoe, James, & Duncan, 2019b), Malaysia (Melvin Chung, Cheah, 

& Hazmi, 2019), the United States (Goodway, Robinson, & Crowe, 2010), Pakistan (Vameghi, 

Shams, & Dehkordi, 2013) and Australia (Hardy et al., 2010), studies have shown that girls 

generally perform better in locomotor skills (such as hopping, skipping, and galloping), while 

boys are more proficient in object control skills (such as kicking, striking, throwing and 

catching). In Australia, Barnett et al. (2019) also found cultural factors may impact motor skills 

as Asian-Australian children were found to be less proficient in object control skills than 

English-European children.           

Summary and Critique 

In sum, the research discussed in this section of the literature review has identified the outdoor 

environment as an essential play space within early childhood services; that a range of 

curriculum provisions for promoting physical activity and motor skills need to be made 

available to children; and that developing FMS competency is not only important but requires 

appropriate and specific pedagogical practices to do so.  
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Moser and Martinsen (2010, p. 457) viewed the early childhood playground as a pedagogical 

space, and stated that “outdoor conditions may enhance or restrict the youngest children’s 

possibilities for play, learning and development.” Outdoor conditions can be thought of in 

terms of landscaping and design features of the play area as well as the resources made 

available to children within that space. In relation to landscaping, the literature review has 

shown Australian early childhood services are placing an emphasis on incorporating more 

nature-like elements in the outdoor play space to emulate Forest School philosophies. These 

outdoor conditions, while enhancing an interest in the natural environment, may impact on 

opportunities for children to participate in physical activity. Gubbels et al. (2018) make a 

distinction between functional natural elements (e.g., grass, hills) that would encourage 

physical activity, and aesthetic natural elements (e.g., plants, high trees) that may obstruct 

active play, consequently restricting opportunites for promoting physical activity and motor 

skill development. Therefore, this thesis will take into consideration the design and utilisation 

of the outdoor play space as well as the philosophical influences on the decisions made for 

providing such a space. 

The second aspect to consider in outdoor conditions is the provision of resources. Research to 

date has shown a range of appropriate equipment and activities to promote physical activity 

and motor skill development were provided within the outdoor environment. However, this 

research relied on data gathered from questionnaires, surveys and focus group discussions. It 

is not clear from educators’ reported practices how often or how many of these resources were 

available to the children during an outdoor play session. As practices reflect the way the 

curriculum is lived and experienced by children (Sumsion & Cheeseman, 2009), it is important 

to ascertain actual practices as well as the types of activity children are engaging in and in what 

context (Brady et al., 2008). In addition, most research on curriculum provisions for promoting 

physical activity in early childhood services has been focussed on the outdoor context, with 

indoor spaces often being overlooked (Weinberger et al., 2014). These limitations are 

addressed in this thesis through using observational methods to determine the reality of 

curriculum provisions for promoting physical activity and motor skill development in both 

indoor and outdoor contexts, as well as how the children utilise the resources made available 

to them. 
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Finally, research on curriculum provisions included literature that argued for developing FMS 

in order to encourage children to be more physically active. Case study and experimental 

research provided evidence to show that teacher-led, structured skill-specific experiences 

within the curriculum were required to enhance FMS competency in preschool children and 

that the content of the lesson clearly had an impact on the skills being developed. With research 

showing that the teaching of motor skills is not a common practice in the early childhood 

curriculum in Australia (Temple & O'Connor, 2003; Wolfenden et al., 2011), it is not surprising 

that Australian preschool and primary school aged children were found to have low levels of 

FMS competency. On the other hand, the introduction of resources such as Munch & Move 

(NSW Department of Health, 2010) has made FMS more visible in the early childhood sector, 

and may lead to a shift in pedagogical practices to include these skills in the curriculum. 

Examining current provisions and educator practice will determine whether opportunities 

aimed at developing FMS in preschool-aged children are provided, and how such activities are 

implemented, if at all.  

This section of the literature review concentrated on the research identifying curriculum 

provisions for promoting physical activity and motor skills. To gain a greater understanding of 

the curriculum decisions made in providing, or not providing, these resources and activities, it 

is imperative to also consider the constraints and barriers that may be operating on a macro 

level, i.e., the early childhood setting and on a micro level, i.e., individual educators. The final 

section of the literature review will address this research stream. 

Perceived Barriers to Promoting Physical Activity and Motor Skills 

Curriculum, environment, resources and policies of early childhood services have been 

identified as aspects that could facilitate health promotion by encouraging physical activity in 

children (Hesketh et al., 2017; King, Pagnini, & Wilkenfeld, 2006; McLachlan et al., 2017). 

However, while early childhood educators have articulated the value of physical activity for 

young children, they have also expressed concern in their ability to effectively plan and 

implement appropriate experiences to facilitate physical activity and motor skill development 

(Howells & Meehan, 2019; Temple & O'Connor, 2003; van Zandvoort et al., 2010). Some 

educators have also indicated they are more willing and comfortable to teach children health 
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promotion concepts of nutrition and hygiene, than they are to teach movement and motor skills 

(Breslin et al., 2008; Pagnini et al., 2006).  

In teacher education, it is understood that personal and contextual factors within an educational 

setting can have a powerful influence on teacher practice, and as a result, on student learning 

(Fang, 1996; Howells & Meehan, 2019). For early childhood educators, Stephen (2010, p. 19) 

contends that:  

Policy, curriculum and practice guidance, the experience of initial and 

continuing professional education, personal beliefs and value systems and the 

community of practice in which they work can all be expected to make a 

difference to what practitioners do and, therefore, to the experiences of 

children attending their setting.  

Gubbels and colleagues (2011) state that children’s experiences of physical activity in early 

childhood services are impacted by how the physical environment (i.e., the features of the early 

childhood setting) interacts with, and is moderated by, the social environment (i.e., educator 

and peer behaviour). An important factor to consider within the social environment is the notion 

that educators are meaning makers - where perceptions about their role, their beliefs and values, 

shape their pedagogy and underpin daily practice (Fang, 1996; Howells & Meehan, 2019), and 

therefore have an important influence on the movement curriculum within the early childhood 

service (Saunders, Schenkelberg, et al., 2019). The literature has identified a number of 

physical and social factors that can operate as either enablers for, or barriers to, implementing 

appropriate and meaningful movement experiences. The following discussion categorises these 

constraints into regulatory, institutional, personal and pedagogical barriers.   

Regulatory Barriers 

Internationally, early childhood services are governed by regulations, including playground 

safety standards. These regulations influence the design of outdoor play environments through 

providing guidelines on the type, location and height of play equipment, which ground surface 

materials are suitable, and hazards to avoid (Brussoni et al., 2015; Mathur et al., 2017). 

Regulations are seen as a means to promote and ensure the provision of quality environments 

and educational programs for young children, however Australian early childhood educators 

have “perceived the regulatory environment to generate unintended spillover effects” (Fenech 

& Sumsion, 2007, p. 268), including an emphasis on risk-management teaching practices.  
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While Scandanavian countries may have a more liberal approach to risky play (Waller, 

Sandseter, Wyver, Ärlemalm‐Hagsér, & Maynard, 2010; Wyver & Little, 2018), Australia’s 

focus on risk management and preoccupation with safety to protect children has contributed to 

the minimisation of stimulating and physically challenging outdoor environments for 

preschool-aged children (Hesketh et al., 2017; Little & Wyver, 2008; Tremblay, Boudreau-

Larivière, & Cimon-Lambert, 2012). This focus is due, in part, to becoming a risk-averse 

society (Hesketh et al., 2017), and educator fears of potential litigation as a consequence of 

injury (Bundy et al., 2009; McLachlan et al., 2017). O'Neill and Fleer (2015) and Hesketh et 

al. (2017) suggest modifications to adult perceptions of risk and a reframing of safety may be 

required to ensure a balance between genuine injury prevention practices and the provision of 

challenging experiences for children to develop risk-management capabilities.  

In a number of studies, early childhood educators acknowledged the need to comply with 

regulations (such as height restrictions for climbing equipment) when planning and setting up 

the outdoor area. Yet, this compliance was seen as a key limiting factor in providing 

challenging environments that would allow children to take controlled physical risks in their 

play (Hesketh et al., 2017; Little & Sweller, 2015; Little, Wyver, & Gibson, 2011; van 

Zandvoort et al., 2010). While some educators expressed an appreciation of regulations such 

as height restrictions for alleviating concerns for childhood injuries, they feared that guidelines 

were too strict, particularly for climbing equipment which are now viewed as providing limited 

challenges to children (Copeland, Sherman, Kendeigh, Kalkwarf, & Saelens, 2012; Hesketh et 

al., 2017).  

Regulations regarding height restrictions became a further barrier to providing 

developmentally appropriate equipment when the outdoor environment is shared by a diverse 

range of age groups. Due to the developmental needs of toddlers, different equipment, activities 

and experiences are required in the outdoor environment than those provided for older children 

(Thigpen, 2007). Indeed, educators have cited safety concerns for younger children as limiting 

the opportunities available for preschool-aged children to engage in appropriate physical 

activity experiences (Cashmore & Jones, 2008; Lock, 2007; Rouse, 2015). Mixed-age outdoor 

play is a common practice in Australian settings due to sun protection policies that restrict 

access to the outdoor environment to particular periods of the day (Leggett & Ford, 2013). In 

addition to restricting challenging physical environments, the implications of shared outdoor 



Page | 65  

 

space could extend to limited time available for educators to promote and encourage physical 

activity. This phenomenon was evident in a study by Berg (2015) who found the early 

childhood centre with the lowest number of children using the outdoor space also had the most 

active children, leading the authors to observe the educators in that setting may have been able 

to provide more attention and guidance to the children within active play experiences. Van 

Cauwenberghe, De Bourdeaudhuij, Maes, and Cardon (2012) also found lowering playground 

density by reducing the number of children in the outdoor environment at one time increased 

children’s physical activity. 

Finally, educators have expressed a belief that regulations for child-educator ratios make it 

difficult for staff to lead planned physical activities or to participate in spontaneous physical 

activity with the children as doing so would leave other children unsupervised (Dyment & 

Coleman, 2012; Lock, 2007; Obeng, 2010; Temple & O'Connor, 2003). An example of this 

came from an educator in Obeng’s (2010, p. 57) study who stated “it is impossible to do any 

meaningful activity when you have too many children to look after”. This belief is replicated 

in research by Maynard and Waters (2007), Leggett and Ford (2013) and Connelly et al. (2018), 

where educators expressed concern that the outdoor environment required more vigilant 

supervision, thereby reducing opportunities for meaningful interactions and intentional 

teaching to occur. The child-educator ratios were generally deemed inappropriate for being 

able to support children’s learning and development outdoors and only considered adequate if 

supervision was the primary purpose (Dyment & Coleman, 2012).  

Institutional Barriers  

Institutional barriers are the practices and procedures within an organisation that inhibit the 

effective provision of physically active play and motor skill development opportunities. In this 

review, institutional barriers will include the higher education institutions delivering early 

childhood teaching programs as well as the institution of early childhood education services. 

Research has shown that knowledge and understanding of a particular curriculum area is 

essential for enhancing children’s development (Archer & Siraj, 2015). However, initial 

teacher education programs have been criticised for not adequately preparing early childhood 

professionals to competently design and implement physical education and movement 

programs to young children (Bruijns et al., 2019; Robinson, Webster, Logan, Lucas, & Barber, 
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2012; Schneider & Lounsbery, 2008). Dinham and Williams (2019) and Howells and Meehan 

(2019) have found early childhood teacher education programs have a theoretical and practical 

gap for students to develop an understanding and knowledge of how to plan and implement an 

effective movement curriculum. A common theme among early childhood educators is a belief 

that they have received insufficient training to effectively promote physical activity and motor 

skill development in early childhood services (Cashmore & Jones, 2008; Dyment & Coleman, 

2013; McWilliams et al., 2009; Obeng, 2010; Tucker et al., 2011; Wolfenden et al., 2011). 

Higher education institutions are clearly not being seen as providing the essential subject-

matter knowledge or how to apply this knowledge to children’s play in order to achieve 

successful movement outcomes for children (McLachlan et al., 2017; Sanders & Sims, 2003).  

In addition to a lack of training, early childhood educators, through focus groups, interviews 

and questionnaires, have identified barriers to promoting physical activity and developing 

motor skills within the institution of their own early childhood service. These constraints are 

related to the availability of equipment, finances and space. Educators have cited barriers as 

being a lack of appropriate resources (Gagen & Getchell, 2006; Hesketh et al., 2017; 

McLachlan et al., 2017; Van de Kolk et al., 2018), the expense of purchasing, storing and 

maintaining equipment (Riethmuller, McKeen, Okely, Bell, & de Silva Sanigorski, 2009), and 

the administrative decisions regarding budget expenditure for buying resources that promote 

physical activity (McLachlan et al., 2017; Van de Kolk et al., 2018; van Zandvoort et al., 2010). 

The size of indoor and outdoor spaces (Cashmore & Jones, 2008; Hesketh et al., 2017; van 

Zandvoort et al., 2010) and the minimising of open space due to landscaping features and 

permanent equipment (Riethmuller et al., 2009) have also been identified as issues for 

effectively promoting physically active play. 

Personal Barriers 

It is argued that “the beliefs teachers hold influence their perceptions and judgments, which, in 

turn, affect their behaviour in the classroom” (Pajares, 1992, p. 307). According to Pajares 

(1992), some of the beliefs that can affect teacher practice are beliefs about teacher efficacy, 

perceptions of self-concept and self-esteem, self-efficacy (or confidence to perform specific 

tasks) or beliefs about specific curriculum areas. As these beliefs can affect how and what a 

teacher will teach, they are reflected in the research that identifies personal barriers for 

educators in promoting physical activity and motor skill development.  
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Educators have themselves identified that being overweight, feeling self-conscious about their 

body and lacking physical skills as limiting factors for encouraging children to participate in 

physical activity (Connelly et al., 2018; Copeland, Kendeigh, Saelens, Kalkwarf, & Sherman, 

2012; Herskind, 2010). Research in this area has also shown the disposition of early childhood 

educators towards the outdoor environment (Hesketh et al., 2017; Maynard & Waters, 2007; 

Waters & Rekers, 2019), rough and tumble play (Logue & Harvey, 2009), and risky play (Little 

et al., 2011) can affect both the opportunities provided for, and children’s participation in, 

physical activity.  

The effect of an educator’s disposition towards specific types of play is particularly evident in 

comparisons of Scandinavian male and female early childhood educators. Male educators were 

found to be less focussed on safety, participated more in physical play, and tolerated risky play 

more than female educators (Emilsen & Koch, 2010; Sandberg & Pramling-Samuelsson, 

2005). Female educators often viewed rough and tumble play as needing to be restrained and 

diverted to calmer types of play (Sandberg & Pramling-Samuelsson, 2005). Johnson, Christie, 

and Wardle (2005) suggested rough and tumble play may be tolerated less by female educators 

as they could find it difficult to interpret the signals embedded in what might be described as 

boy culture.  

In addition to these personal attributes and attitudes, beliefs related to teacher-efficacy (lack of 

knowledge) and self-efficacy (lack of confidence), have also been identified by educators as 

barriers to implementing appropriate movement experiences (Copeland, Kendeigh, et al., 2012; 

Dyment & Coleman, 2012; Howells & Meehan, 2019; Riethmuller et al., 2009; Van de Kolk 

et al., 2018), usually as a result of the already identified lack of training in this curriculum area. 

This lack of knowledge and confidence can lead to educators relying on a repertoire of stale 

and monotonous games for promoting physical activity (Dyment & Coleman, 2012; Howells 

& Meehan, 2019). For example, Gagen and Getchell (2006, p. 227) found “it is common to see 

early childhood educators offering the children tired old games like ‘Duck, Duck, Goose’ 

which provide no real learning or even much activity.” As a result of this lack of knowledge, 

early childhood educators have expressed a desire for readily available resources and 

professional development workshops to assist in the planning and implementing of a range of 

appropriate physical experiences (Campbell & Hesketh, 2007; Cashmore & Jones, 2008; 

Pagnini et al., 2006; Saunders, Schenkelberg, et al., 2019; Temple & O'Connor, 2003).  



Page | 68  

 

The documents Get Up & Grow (Department of Health and Ageing, 2009) and Munch & Move 

(NSW Department of Health, 2010) are recent examples of resources made available to early 

childhood educators in New South Wales for supporting the implementation of appropriate 

physical activity and FMS experiences within the curriculum. The rollout of the Munch & Move 

initiative was accompanied by a workshop for staff employed in the early childhood sector. 

Initial evaluations of the program showed workshop participants had increased their knowledge 

about the role of FMS and felt more confident in being able to implement and teach FMS-

focussed activities within their setting (Farrell, King, Hardy, & Howlett, 2009). The positive 

effect on teachers’ knowledge and confidence after receiving professional development for 

implementing physical activity and movement experiences was also found in studies conducted 

by Martin and Hands (2003), Lock (2007), and Hoffman, Schmidt, Castaneda-Sceppa, and 

Hillman (2019). However, after participating in a training workshop called Jumping Beans, 

educators in New Zealand reported an increase in their knowledge of implementing appropriate 

physical activity experiences but not in their confidence to do so, and expressed a preference 

to outsource the teaching of this curriculum area rather than developing their own repertoire of 

activities (McLachlan et al., 2017).    

Nevertheless, it has been suggested that such resources and training may promote the 

application of knowledge and skills into practice, and build capacity within the early childhood 

service to plan and implement appropriate physical activity experiences within the context of 

their service and philosophical beliefs (Saunders, Schenkelberg, et al., 2019; Temple & 

O'Connor, 2003). However, engaging in a training workshop does not automatically mean the 

content of the session will successfully transfer into everyday practice once the educator returns 

to the complexities of their workplace (Brown & Inglis, 2013). Burgess, Robertson and 

Patterson (2010, p. 51) found “the initial decisions teachers make about a curriculum initiative 

may act as personal gatekeepers” and the introduction of multiple initiatives across a range of 

topic areas has resulted in a phenomenon described as initiative fatigue. Evidence of teacher 

training not transferring to practice was found in a study conducted by Van Wyk (2011) where 

providing a physical activity curriculum resource combined with training on implementing the 

activities within the early childhood setting did not equate to increased levels of physical 

activity in the children. McLachlan et al. (2017) suggest subsequent implementation of 
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professional development content would be more successful if all educators from within the 

early childhood service participated in the training.    

Finally, there is the possibility that educators will not value the curricular outcomes within a 

resource or training package or perceive physical activity and FMS to be important enough to 

warrant increasing their knowledge base and improving practice (Breslin et al., 2008; 

Riethmuller et al., 2009), and may be resistant to changing routines and practices (Connelly et 

al., 2018). How physical activity and skill development experiences are integrated within 

classroom practice, if at all, will therefore vary based on the beliefs and level of engagement 

of the educator (Copeland, Kendeigh, et al., 2012; Lanigan, 2014).  

Pedagogical Barriers 

The pedagogy of play has a long history in early childhood theory and ideology, and currently 

underpins early childhood curriculum in many countries (Leggett & Newman, 2017; Wood, 

2014b), including Australia (DEEWR, 2009). This pedagogy permeates early childhood 

education as play is considered the medium through which young children learn and develop 

(McInnes, Howard, Miles, & Crowley, 2011; Stephen, 2010). However, it has been noted that 

play-based pedagogy is a contested concept and can be problematic in practice (Grieshaber & 

McArdle, 2010; Leggett & Newman, 2017; Stephen, 2010), particularly as play is difficult to 

define and educators’ understandings of the relationship between play and learning differ 

(McInnes et al., 2011).  

Play pedagogy in the outdoor environment is generally conceptualised by educators as a time 

for children to engage in free (or unstructured) play that is child-initiated and exploratory 

(Davies, 1997; Derscheid et al., 2010; McClintic & Petty, 2015). While preparing the learning 

environment is required on the part of the educator, unstructured play is characterised by 

children being able to “choose what they would like to do, given the equipment and space 

provided” (Gagen & Getchell, 2006, p. 227). With considerable periods of outdoor play being 

a part of Australian early childhood services daily routine (Temple & O'Connor, 2003; 

Wolfenden et al., 2011), educators believe there is ample opportunity during this time for 

children to engage in physically active play and develop motor skills. Yet, a pedagogy of play 

can be problematic for promoting physical activity and developing FMS for a number of 
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reasons: i) children’s freedom of choice; ii) pedagogical tensions; and iii) the role of the 

educator in children’s play.     

Children’s freedom of choice.  

An established discourse of play-based pedagogy is the privileging of free choice, 

independence and autonomy, thereby allowing children to direct their own activity (Wood, 

2009; Wood, 2014b). Self-directed free play is important for the holistic development of 

children, however may be a barrier for engaging children in physically active play if this is the 

only provision within the movement curriculum. This is evidenced by Alhassan and associates 

(2007) who found that increasing pre-schoolers’ access to outdoor free play time did not result 

in an increase in physical activity levels. Similarly, De Marco et al. (2015) found that children’s 

physical activity levels were lower during free play than in teacher-implemented experiences.   

These results could be explained by the fact that during the outdoor play period, a number of 

children may choose to be active and benefit from the physical activity opportunities provided, 

while others may choose not to be active during this time (Gagen & Getchell, 2006). Wood 

(2014b) suggests the individual disposition of children and home-based cultures can have a 

strong influence on children’s selection of, and participation in, self-directed free play 

activities. Research has shown large inter-individual variability in preschool children’s 

physical activity levels (Storli & Hagen, 2010) and that preschool-aged boys are generally more 

active than preschool-aged girls (Jackson et al., 2003; Soini et al., 2014; Timmons et al., 2007). 

In a study conducted by Connelly et al. (2018), educators noticed some children were more 

active than others during outdoor play, which usually corresponded with family physical 

activity habits. Taggart and Keegan (1997), in their comparative case study on playground 

activities of children in early childhood settings observed that there were activity seekers and 

activity avoiders. The activity avoiders did not seize the opportunity to engage in active play 

which, as Lock (2007) states, may ultimately result in poorly skilled children who continue to 

shun gross motor activities. Children’s freedom of choice during outdoor play clearly has an 

impact on children’s participation in active play experiences. Therefore, other avenues of 

engaging all children in physical activity and developing motor skills, such as structured 

experiences, need to be implemented as part of the early childhood movement curriculum  (van 

Zandvoort et al., 2010).  
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Pedagogical tensions.  

Tensions are inherent when there are varying perspectives about pedagogical practices (Hunter, 

Graves, & Bodensteiner, 2017). Also, the provision of structured experiences within the early 

childhood curriculum can be a contentious issue for educators who perceive teacher-directed 

activities to go against play-based pedagogy (Waters & Rekers, 2019). However, to engage all 

children in some form of physical activity, and to best promote FMS, the inclusion of structured 

experiences are necessary within early childhood services.  Of concern is that Cashmore and 

Jones (2008) found educators expressed a distinct preference for providing opportunities for 

child-initiated physical activity play rather than planning and implementing structured 

movement experiences. Dyment and Coleman (2013) also found a perceptible tension in their 

study between educators who provided structured physical activity opportunities and those who 

asserted children should only engage in self-directed activities during outdoor play.  

This preference for play-based learning is reflected in teacher practice with studies showing 

very little, if any, time is scheduled for structured movement experiences within the early 

childhood curriculum (Lock, 2007; Temple & O'Connor, 2003). In line with early childhood 

teaching practices, these structured experiences could take the form of planned active play 

experiences (Roach & Keats, 2018) or music and movement group times (Derri et al., 2001) 

for example, rather than skill-focussed stations that are more aligned with school-based 

physical education classes. Siraj-Blatchford (2004) has indicated the most effective early 

childhood settings for developing child outcomes have been shown to include teacher-initiated 

group experiences, freely chosen play activities and a balance between adult-led and child-

initiated interactions, play and activities, all of which could be utilised in promoting physical 

activity and developing FMS in children.   

Role of the educator.  

Within a play-based pedagogy, there has been debate regarding the role of the educator during 

children’s play (Wood, 2009).  Stephen (2010, p. 20) advises that in employing play-based 

pedagogy, there is:   

a need to guard against practices designed to allow children space to explore 

tipping over into a laissez-faire approach that removes adults from the 

learning process once the environment has been prepared and which can be 

seen as placing responsibility for progress and change on the young learner. 



Page | 72  

 

This quote captures the uncertainty regarding the role of the adult once the learning 

environment has been set up. Leggett and Newman (2017) have identified a conflict within 

educators knowing the difference between interfering in and facilitating children’s play. This 

is particularly evident in the outdoor environment, where a definite shift was witnessed in the 

role of the educator from teacher during indoor play to supervisor for outdoor play (Leggett & 

Ford, 2013). The educators in the study described difficulties in employing intentional teaching 

practices during outdoor play as they considered this to be a time for children to run free.  

There has been a strong tradition of linking outdoor play to supervision in early childhood 

services (Connelly et al., 2018). In numerous studies, over a period of time, educators have 

typically described their role as being of a supervisory nature during outdoor play, rarely 

facilitating children’s physical activity (Brown, Pfeiffer, et al., 2009; Davies, 1997; Derscheid 

et al., 2010; Dyment & Coleman, 2013; Leggett & Ford, 2013; Schiller & Broadhurst, 2002; 

Tremblay et al., 2012). Archer and Siraj (2015, p. 30), when specifically assessing the quality 

of adult engagement in movement play, also found a “non-interactional, observational 

approach” to be characteristic.  

While educators have described their role as supervisory, managers in a study by Coleman and 

Dyment (2013) expressed an expectation that educators engage in active supervision during 

outdoor play, meaning that educators should be ensuring children’s safety, participating in 

children’s games, and promoting physical activity.  The authors suggest there was a difference 

in what managers expect of educators and what educators believe is their role in the outdoor 

space. Connelly et al. (2018) also found that directors do not often request educators to lead by 

example in regards to physical activity and need to be more explicit regarding their 

expectations of interactions with children during outdoor play.   

Children themselves have also identified the supervisory approach of educators in a study 

undertaken in Iceland to determine the role and pedagogy of preschool teachers from the 

children’s perspective. The results showed the most common roles were adults as observers 

and for outdoor environments, managers and caregivers. The children also suggested the 

educators rarely participated in their play, and identified this as a negative aspect of the 

preschool teachers’ pedagogy (Einarsdottir, 2014).  
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Therefore, it would seem the response to the philosophy of play-based pedagogy in the outdoor 

environment has been to diminish the role of the adult to that of a supervisor. This is potentially 

to the detriment of physical activity (PA) and movement skills in children and perpetuates the 

false assumption that motor skill development occurs naturally through play and will 

“somehow look after itself” without any adult guidance or intervention needed (Brock, 2009, 

p. 108). However, for FMS such as catching, adult participation is crucial for assisting children 

to become proficient. This is because children have not developed the competency required to 

accurately throw an object, such as a ball, for a peer to be able to catch, resulting in very little 

practice or success in the task (Gagen & Getchell, 2006). In addition, research by Cashmore 

and Jones (2008) and Taggart and Keegan (1997) found that adult interaction and engagement 

influence the play patterns of children. When adults were involved in physically active 

experiences, the children became more involved in the activity and participated for longer 

periods of time.  

The purpose of questioning play-based pedagogy is not to suggest that it does not have a place 

in early childhood curriculum, but to address the misinterpretation of play pedagogy and bring 

to the fore intentional teaching practices in both the indoor and outdoor learning spaces. It has 

been suggested the difference in educators perceptions of their role during outdoor play could 

be due to a limited understanding of the potential of the outdoor environment for physical 

activity and motor skill development, and a lack of knowledge on how to effectively employ a 

range of teaching strategies during outdoor play (Leggett & Newman, 2017; McClintic & Petty, 

2015). Therefore, more thought must be given to play in practice in order to strengthen its 

position as a medium for learning (Stephen, 2010), and acknowledge the important role of the 

educator as an integral part of children’s play (Leggett & Newman, 2017), particularly for 

promoting physical activity and motor skill development.  

Summary and Critique 

The literature has shown that facilitating physical activity and developing motor skills in 

children is bound by a range of regulatory, institutional, personal and pedagogical barriers. 

Some of the identified barriers impact the early childhood field as a whole, while others are 

specific to the setting and/or individual educators. As such, there is considerable scope for 

teacher practice to differ within and between settings. This thesis, in investigating potential 

barriers, educator beliefs and actual practices for the provision of the movement curriculum 
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will supplement current research in unpacking the complex nature of the relationship between 

these dynamics. 

 

In researching individual barriers, the literature identified a lack of confidence for teaching 

movement skills, due to insufficient training. It also showed that male educators were more 

open to risky and boisterous play than female educators. While these factors have important 

implications for children’s physical activity, they are beyond the scope of the current study to 

investigate in any depth. In addition, employment within Australian early childhood services 

is overwhelmingly female, with less than 10% of the labour force being male (Social Research 

Centre, 2017). 

The literature review also suggested that learning through play is the dominant pedagogical 

force in early childhood settings (Leggett & Newman, 2017) and highlighted tensions in using 

a play-based pedagogy for the effective provision of the movement curriculum, particularly if 

educators are “philosophically resistant to interacting with children during outdoor free play” 

(Cashmore & Jones, 2008, p. 188), and undertake a supervisory role. Interview data has been 

the most common method used in eliciting educator views on their role during outdoor play. 

The current study, using observational methods, will provide further qualitative detail on the 

actual, rather than reported, practice of educators outdoors. This will allow an analysis of the 

roles undertaken, how the educators support children’s participation in physical activity and 

developing motor skills if at all, and how this may translate into child activity. In doing so, 

educator practices will be made evident with an analysis of possible barriers and facilitators to 

providing an effective movement curriculum. Recognising barriers and facilitators is important 

if strategies “to enhance the quantity and quality of physical activity for young children” 

(Schiller & Broadhurst, 2002, p. 1) are to be developed.  

Finally, the pedagogy of play, in the form of outdoor play, was identified as being the foremost 

provision for physical activity and movement skill development. Outdoor play has become an 

area of interest for its ability to provide active play opportunities as well as exposure to the 

natural environment. However, Waller et al. (2010) suggest that it is not adequate to simply 

accept that outdoor play is important and suggest there is a need to look more deeply at what 

is occurring outdoors to further understand the potential of this environment. Considering the 

current political and social concern for childhood health and the focus on physical activity in 
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early childhood services as a way of addressing this, it is an opportune time to rethink 

pedagogical approaches to outdoor play.    

The Current Study: Contribution and Outline 

Collectively, the research studies discussed in this review were conducted in a number of 

countries and used a variety of data collection methods and sample sizes. The topics included 

physical activity levels in young children and the promotion of, and associated barriers to, 

providing opportunities for physical activity and motor skill development in early childhood 

services. To summarise, prior research has established that preschool-aged children in early 

childhood services generally have low levels of physical activity and engage in high levels of 

sedentary behaviours, despite a range of appropriate resources and experiences being provided 

during outdoor free play periods. Prior research has also shown that developing FMS is an 

important component of the early childhood curriculum, and requires some teacher-led 

experiences for children to become competent in these skills. Intentional teaching of FMS, 

however, is rarely provided within the curriculum. Finally, research into childhood physical 

activity often originates from a medical discourse, positioning active play as a cure for the 

perceived obesity crisis.   

Consequently, the existing research literature emphasises the need for an inclusive examination 

of the current physical activity and movement opportunities provided for preschool-aged 

children in early childhood services. The current study will advance the knowledge base in this 

research priority area by investigating everyday practice in early childhood services for 

promoting physical activity and FMS from an educational paradigm. It will focus on the 

following overarching question:   

What is the nature of movement experiences provided for, and experienced by, preschool-

aged children in early childhood settings?   

In order to answer this broad question, several contributing questions guided the data collection 

and data analysis phases of the thesis. These subsidiary research questions are: 

 What factors are perceived to influence the planning and provision of physically active 

play experiences in early childhood settings? 



Page | 76  

 

 What types of physically active play and movement opportunities are provided in early 

childhood services? 

 What role/s do early childhood educators employ during outdoor free play? 

 What is the nature of children’s physically active play during outdoor free play? 

Two theoretical frameworks are drawn upon to respond to these research questions. First, 

Affordance Theory, particularly the schema constructed by Kyttä (2002, 2004), is utilised to 

analyse the types of physically active play experiences provided in early childhood 

environments as well as the children’s participation in these experiences. Second, the concepts 

of field, capital and habitus as proposed by Bourdieu (1980, 1990) are applied to examine 

personal and institutional influences on educator practice. Chapter Three is devoted to distilling 

the essence of each of these frameworks, with clarification as to why they are useful conceptual 

tools for explaining the nature of movement experiences provided for, and experienced by, 

preschool-aged children in early childhood settings. 

These four research questions are discussed in further detail below, outlining how the current 

study contributes knowledge to the existing literature in this field of research. 

Research Question 1: What factors are perceived to influence the planning and provision of 

physically active play experiences in early childhood settings? 

The literature review has identified a range of factors that act as barriers to planning and 

implementing an effective movement curriculum in early childhood services. With the 

literature also showing that service-level variations have a significant impact on the provision 

of opportunities for, and children’s participation in, physical activity experiences, it is 

important to consider the factors that are perceived to be impacting on the provision of 

movement experiences within the selected case study sites. Rather than using a pre-determined 

protocol such as the Environment and Policy Assessment and Observation (EPAO) instrument 

to enumerate the physical activity environment of a centre (for example, the number of 

active/sedentary opportunities, presence of portable and fixed play equipment), this study uses 

semi-structured interviews with directors and educators to provide a more holistic approach to 

determine the institutional, personal, pedagogical and philosophical factors that inform 

practice. The interview data will be analysed through a Bourdieuan theoretical lens which 
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provides a unique and novel way of determining the macro level (the early childhood setting) 

and micro level (individual educators) influences on the movement curriculum, including on 

educator practice, and the design and utilisation of the outdoor environment for active play. 

Thus, the current study will provide new insights through the use of a previously unused 

framework for analysing the planning and provision of physically active play.  

Research Question 2: What types of physically active play and movement opportunities are 

provided in early childhood services? 

For children to become physically literate and have the skills and motivation to enjoy an active 

lifestyle (Australian Sports Commission, 2019), a balanced movement curriculum in early 

childhood services should consist of structured and unstructured opportunities for indoor and 

outdoor active play that encourage physical activity and the development of FMS. This study 

will use direct observation of all types of physically active play and movement opportunities 

that occur throughout the day, rather than relying on educator-reported practices. Direct 

observations will include the use of environmental mapping of outdoor play environments, 

video vignettes of movement experiences and anecdotal records/field notes to portray an 

accurate representation of current provisions, including opportunities within free play and 

structured group experiences.  

Affordance Theory has typically been used in research on environmental features that provide 

opportunities for risky or active play. In this thesis, Affordance Theory is utilised to analyse 

the resources provided in addition to the use of natural features to determine what affordances 

are promoted within the early childhood service. The theory will be used to distinguish the 

affordances that would develop specific FMS from those promoting general gross motor 

activity. This broader use of Affordance Theory will contribute knowledge to studies on 

children’s active play environments, and will provide valuable data in regard to the promotion 

of FMS in everyday practice in early childhood services.     

Research Question 3: What role/s do early childhood educators employ during outdoor free 

play? 

Studies have shown that children are more likely to participate in physical activity during 

outdoor play when an educator is involved in the experience, however educators have 
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frequently reported taking on a supervisory role rather than facilitating and encouraging 

movement experiences. This research will contribute observational data on actual practices of 

the role/s employed by individual educators at each case study site. The data for the role/s 

employed by educators will be collected using an observational protocol developed specifically 

for this study and include the location and actions of each educator during the outdoor play 

period. The observation schedule utilises pre-determined codes for educator interactions, 

supplemented with field notes to give detailed qualitative examples of the coded interaction. In 

gathering interview data (as discussed for Research Question 1) as well as observational data 

for individual educators, this research is able to explore the complex relationship between 

pedagogical and philosophical beliefs, personal experience, and actual practices.   

In addition, individual educator preferences for outdoor play experiences and interactions with 

children will be analysed using Affordance Theory, which will provide important insights to 

the research literature on how educators support or hinder children’s participation in physical 

activities through their interactions. This analysis will distinguish between interactions that are 

focussed on developing general gross motor activity and those that develop specific FMS, and 

contribute new understanding into how different interactions may translate into child activity 

during outdoor play.  

Research Question 4: What is the nature of children’s physically active play during outdoor 

free play? 

Prior investigations of children’s participation in physical activity in early childhood services 

have been limited in two ways: i) focussing on the intensity of activity, particularly on MVPA, 

largely ignores low intensity activity that may be developing important physical skills such as 

balancing; and ii) observational protocols usually employed a target-child approach rather than 

collecting data on the activity patterns of the whole group of children and did not allow for rich 

descriptive data on children’s active play choices. The current study will investigate what types 

of active play opportunities are made available to children and describe the nature of children’s 

physically active play. An observation protocol will be developed to collect whole group data 

with descriptive field notes on children’s active play. Through using this methodological 

approach, the current study will present a more comprehensive representation of both the forms 

of, and children’s participation in, active play experiences outdoors. Providing a greater 
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understanding of what active experiences children choose to engage with is an important 

addition to the literature for rethinking outdoor environments for the effective promotion of 

active play in early childhood services. 

Concluding Comments 

This thesis responds to the call for further research to “better understand and inform sustainable 

approaches to increase PA in early learning settings” (Tandon, Downing, Saelens, & 

Christakis, 2019, p. 4020) by investigating everyday practice through an educational and 

holistic approach to movement curriculum. In doing so, the research enhances knowledge and 

makes an important theoretical and methodological contribution to the existing literature, the 

results of which have the potential to inform and influence policy, curriculum, professional 

learning, educator practice, and considerations for outdoor environments for promoting 

physically active play in early childhood services.  
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THEORETICAL FRAMEWORKS 

Chapter 2 provided an overview of the research literature related to physical activity and early 

childhood environments. This overview covered research themes pertaining to measuring 

physical activity in the early childhood years; curriculum provisions for physical activity and 

motor skill development; and the perceived barriers to promoting physical activity and motor 

skill development in early childhood environments. The research undertaken within these areas 

has traditionally focussed on one phenomenon or aspect of the provision of physical activity. 

Acknowledging this focus, the current study aims to provide a more holistic perspective of the 

nature of movement experiences provided for, and experienced by, preschool-aged children in 

early childhood settings.  

As a way of guiding and informing the research, supporting the analysis and interpreting the 

data, two theoretical frameworks will be drawn upon. Firstly, Affordance Theory (Gibson, 

1979) is useful for examining the relationship between environment and behaviour, in this case 

enabling identification of the types of physically active play experiences provided in early 

childhood environments as well as the children’s participation in these experiences. This theory 

does not, however, explain educator practice, for example why particular experiences are 

provided and how educator actions might influence the children’s use of and participation in 

these experiences. Therefore, to complement Affordance Theory, the work of Bourdieu (1980, 

1990) is applied in an attempt to understand and clarify the relationship between an individual’s 

practices (the educators) and the contexts in which these practices occur (early childhood 

services). 

This chapter begins with a discussion of Affordance Theory, as originally proposed by Gibson, 

then moves to the work of Heft, Reed and Kyttä who were instrumental in utilising the notion 

of affordances within children’s environments. Following this, Bourdieu and his concepts of 

field, habitus and capital will be defined and outlined. Within these discussions, the relationship 

between the theoretical framework and this research will be made explicit, demonstrating how 

the research data and findings may be understood and interpreted. 
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Gibson’s Theory of Affordances 

The Theory of Affordances was developed by Gibson (1979) as a way of explaining how an 

individual experiences the environment. As this research is, in essence, investigating children’s 

environments in the form of early childhood services, it is therefore an applicable theoretical 

framework to shape and influence the research questions, data collection and analysis. The 

Theory of Affordances derives from a school of thought known as Ecological Psychology 

which espouses an ecological approach to visual perception (Gibson, 1979). This concept is in 

contrast to previous thought in the field of perceptual learning which emphasised an 

information-processing paradigm, examining the relationship between the physical 

environment and an individual’s cognitive processes (Greeno, 1994). In contrast, Gibson’s 

approach exhibits an interactionist view of perception and is grounded in the notion that an 

individual’s behaviour and the environment in which this behaviour occurs are inextricably 

linked (Sadler & Given, 2007).  

For Gibson, every animal, including humans, is “a perceiver of the environment and a behaver 

in the environment” (1979, p. 8). Perception here is deemed to be a system which allows the 

gathering of information to support animal-environment interactions, or in other words, allows 

the agent (i.e., an individual) to act within the structures the environment provides (Greeno, 

1994). To explain the characteristics of the environment that an agent must perceive in order 

to act, Gibson developed the Theory of Affordances. This theory argues that objects in the 

environment have inherent values and meanings (i.e., functions) that can be directly perceived, 

that is, we first distinguish an object’s functional properties (e.g., pick-up-able) before 

characteristics of the object’s form (e.g., colour). He created the term affordances and 

explained “affordances of the environment are what it offers the animal, what it provides or 

furnishes, either for good or ill” (Gibson, 1979, p. 127). To illustrate the construct of 

affordances, Gibson provides action-referential and relation-referential examples. Action-

referential examples show the association between an object and the actions that object allows 

such as a path affords locomotion, attached objects afford climbing, and detached objects afford 

carrying, throwing and hitting. Relation-referential examples are more abstract associations, 

such as food affords nutrition or a cliff affords danger. In this research, a relation-referential 

example could be that the climbing frame affords danger, rendering it unusable to those 

children who feel unsafe.   
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There is some critique in Post-Gibson theorising on affordances that pertain to relation-

referential examples (such as danger) rather than those focussed on behaviour and action 

(Michaels, 2003; Turvey, 1992). Michaels (2003) proposes that relation-referential examples 

of affordances would require a conceptual link between information and action, that is, a 

cognitive process would take place, thus tending towards a view reminiscent of indirect 

perception and an information-processing model. It is exactly this model that Gibson was 

debating in his ecological approach to visual perception and could explain why Turvey (1992) 

and Michaels (2003) advocate that action-referential properties of the environment should be 

at the core of defining affordances. Relation-referential examples of affordances are not 

included in this study as the focus is on the educators and the environment provided for 

affording physically active play rather than on the children and the reasons they may or may 

not utilise this environment. Therefore, a simple definition of affordance is used in this 

research, that is, an affordance is the possibilities for action provided to agents by objects and 

arrangements of the environment. This definition allows the researcher to determine the 

potential affordances, or opportunities for action, made available to young children (the agents) 

to engage in physically active play in early childhood settings.  

The conceptual underpinnings for the principle of affordances originated from the work of the 

Gestalt psychologists, such as Koffka, who also believed that the meaning and value of objects 

were visually perceived (cited in Gibson, 1979). Koffka defined objects as having a demand 

character, that is the meaning and value of an object is only perceived as it is required by the 

observer. In contrast, Gibson believed the affordance of the object did not change as the needs 

of the observer changed. The difference in demand and  affordance is illustrated by a postbox 

– for Koffka,  the postbox would only have letter-mailing ability when the observer had a letter 

to mail, while the Theory of Affordances would suggest the postbox still affords letter-mailing 

whether or not the observer perceives or attends to this object (Gibson, 1979). Positioning this 

concept within this study on environments for supporting physical activity, a ball provides a 

potential affordance for kicking, throwing and catching whether or not a child actually attends 

to or engages with the ball.  

The affordance of an object to exist independent of the observer’s ability to perceive it is a 

fundamental aspect of the Theory of Affordances. So too is the concept of the complementarity 

of the existence of an affordance and the action capabilities of an agent (Zhang & Patel, 2006). 
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Gibson (1979, p. 128) uses the example of a “seat” and “sitting on” to describe this relationship 

and demonstrate the agent-situation duality. The example begins by explaining that an object 

may have the properties of being horizontal, extended, rigid, and flat and continues thus: 

If a surface of support with the four properties is also knee-high above the 

ground, it affords sitting on. We call it a seat in general, or a stool, bench, 

chair, and so on, in particular. It may be natural like a ledge or artificial like 

a couch. It may have various shapes, as long as its functional layout is that of 

a seat. The color and texture of the surface are irrelevant. Knee-high for a 

child is not the same as knee-high for an adult, so the affordance is relative to 

the size of the individual. But if a surface is horizontal, flat, extended, rigid, 

and knee-high relative to a perceiver, it can in fact be sat upon. If it can be 

discriminated as having just these properties, it should look sit-on-able.   

As this example demonstrates, it is not the individual properties of the object (e.g., the seat) or 

the perceiver (e.g., height of the person) that are in and of themselves an affordance (Maier, 

Fadel, & Battisto, 2009), but rather it is “the personal and environmental properties taken in 

reference to each other” (Jones, 2003, p. 109) that determines whether an affordance exists. 

Therefore, when determining the affordances of a particular environment, there must be some 

consideration of the type of individual who will be using that space (Heft, 1988).  

In early childhood environments, the selection of materials and equipment made available have 

already taken into consideration the “personal properties” (such as height and physical 

capabilities) of preschool-aged children as a type of individual, thus positioning the educator 

as mediator between the personal and environmental properties. From an architectural theory 

and design point of view, Maier et al. (2009, p. 398) suggest that “designers have control over 

the structure of the artefacts they design, and thus over what affordances exist with respect to 

specific users”. Likewise, early childhood educators can be seen as the designers of the 

environment for preschool-aged children (the users) and thereby influence the affordance of 

physically active play opportunities. The interaction between the educators and children in this 

shared environment highlights that affordances of the environment can also be provided by 

other people. Consequently, this research seeks to not only explore the environment provided 

by the educators for encouraging physical activity (Research Question 2) but also the behaviour 

of the educators during the outdoor play period, which is known to be the main provision of 

physical activity in early childhood services (Research Question 3). This example demonstrates 
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one way in which the Theory of Affordances has influenced the structuring of this research. 

Further application of this theory, particularly pertaining to the analysis of data, follows.    

Application of Gibson’s Theory of Affordances 

The interpretation and application of Gibson’s Theory of Affordances is evident within a 

growing body of research across a variety of disciplines. The most notable and promoted 

interpretation comes from the field of design and ergonomics inspired by the work of Norman 

(1988). Norman proposes that everyday things should be designed in such a way that the user 

can easily deduce what the object affords. Additionally, the concept of affordance has been 

utilised within research on engineering, industrial and architectural design; human-computer-

interaction (HCI); artificial intelligence; and childhood development (Maier et al., 2009). 

However, most relevant to this thesis is the interpretation and application of Gibson’s theory 

to the study of child-environment relationships (Heft, 1988). Influenced by Heft’s contribution, 

Affordance Theory has been employed in some manner in a number of studies investigating 

children’s environments. These include determining the affordances of children’s 

environments in varying degrees of urbanisation (Kyttä, 2002), affordances for social 

interaction and retreat for adolescents within community environments (Clark & Uzzell, 2002), 

affordances provided for risk taking and/or physical activity in early childhood settings (Little 

& Sweller, 2015; Sandseter, 2009; Storli & Hagen, 2010), and the affordances provided in the 

outdoor environment of early childhood settings from both a child and adult perspective 

(Kernan, 2010).  

The work of Heft (1988) has also influenced the present study, particularly the development of 

a functional taxonomy of children’s environments based on Gibson’s concept of affordance. In 

adding a social element to this taxonomy and to the theory of affordance, the concept of Fields 

of Action (Kyttä, 2002; Reed, 1993) have also been drawn upon as a way of considering the 

elements that may impact the actualisation of potential affordances.   

Heft’s functional taxonomy.  

Heft (1988) utilised Gibson’s concept of affordance as a way of offering an alternate approach 

to describing and analysing children’s outdoor environments. Rather than employing the form-

based terminology commonly used in environment-behaviour studies, Heft proposed an 

alternative by applying a functional approach to describing environments. To illustrate, Heft 
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considered a particular landscape from both a form-based and functional perspective. A 

description emphasising form would depict the landscape as comprising a broad grassy field 

with trees. In contrast, drawing on the concept of affordance, a functional view would consider 

the landscape to consist of, for example, “a flat, smooth surface that affords walking and 

running across, trees that afford hiding behind, and trees whose branches afford swinging on” 

(Heft, 1988, p. 31). In this way, the features within an environment can be examined with 

particular individuals in mind, which is not possible when using a form-oriented approach. This 

approach aligns with the agent-situation duality of Gibson’s theory as it allows the functional 

significance of an environment to be examined with particular reference to children, thereby 

providing a much richer account of the action possibilities, or affordances, available in specific 

settings.  

Heft (1988) conceptualised the value of using an affordance-based approach for investigating 

children’s environments through examining previous descriptive studies of children’s outdoor 

play and applying a functional lens to the data. The children’s original behavioural records 

were re-organised and categorised into the types of activities that were being described in order 

for the functional aspects of the environment to become the focus. Environmental features that 

supported a common activity (e.g., climbing-on) were clustered together rather than arranging 

the data based on designated forms (e.g., interactions with trees). For instance, from the study 

One Boy’s Day by Barker and Wright (1951), Heft (1988) developed affordance categories 

such as climb-on-able features, and identified the occurrences of climbing-on within the data. 

In doing this, Heft was able to show the features of the environment with the functional 

property of climb-on-able to include railings, benches, crates, fences, trees and even dog 

kennels. Through undertaking this process with a number of studies on children’s outdoor play, 

Heft was able to develop a preliminary functional taxonomy of children’s outdoor 

environments. This taxonomy identified features of the environment with associated 

subordinate categories that describe the affordances made available by that feature. Table 3.1 

reproduces the original taxonomy as developed by Heft (1988, p. 36).  
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Table 3.1.  

Heft’s Preliminary Functional Taxonomy of Children’s Outdoor Environments  

Feature Affordances 

Flat, relatively smooth surface Walking, running; Cycling, skating, skateboarding 

Relatively smooth slope Coasting down (e.g., on bike, wagon); Rolling, sliding, running 

down; Rolling objects down 

Graspable/detached object Drawing, scratching; Throwing; Hammering, batting; Spearing, 

skewering, digging, cutting; Tearing, crumpling, squashing;                        

Building of structures (e.g., raw materials for forts) 

Attached object Sitting-on; Jumping-on/over/down-from 

Non-rigid, attached object Swinging on (e.g., tree branch) 

Climbable feature Exercise/mastery; Looking out from; Passage from one place to 

another (e.g., stairs, ladder) 

Aperture Locomoting from one place to another; Looking and listening into 

adjacent place 

Shelter  Microclimate; Prospect/refuge; Privacy  

Moldable material (e.g., dirt, sand) Construction of objects (e.g., pottery); Pouring; Modification of its 

surface features (e.g., sculpting) 

Water Splashing; Pouring; Floating objects; Swimming, diving, boating, 

fishing; Mixing with other materials to modify their consistency 

Utilising Heft’s idea of functional properties, an alternate taxonomy was developed for this 

research to analyse data pertaining to the potential affordances provided for physically active 

play in the early childhood environment. This taxonomy, shown in Table 3.2, also considered 

the literature pertaining to Fundamental Movement Skills and general gross motor activities 

observed in early childhood environments.  
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Table 3.2.  

Taxonomy of Potential Affordances 

Affordances for: Examples of Resources/Experiences  

Fundamental Movement Skills: Locomotor 

 Running 

 Jumping 

 Hopping 

 Leaping 

 Side-Sliding 

 Galloping 

 

Jumping sacks 

Hopscotch  

Relay races 

Fundamental Movement Skills: Manipulative 

 Catching 

 Throwing (underarm) 

 Throwing (overarm) 

 Kicking 

 Striking 

 Stationary Dribbling 

 Underarm Rolling 

Balls 

Skittles 

Beanbag games 

Fundamental Movement Skills: Stability 

 Balancing 

 

Balance boards 

Stepping stones 

Yoga 

General Gross Motor Activity 

 Climbing 

 Riding 

 Fitness/Strength 

Climbing structures 

Tricycles/Scooters 

Action songs 

The literature has shown that FMS are important for participating in active games and sports, 

however are not generally emphasised in the early childhood environment. By distinguishing 

between FMS for preschool-aged children (as identified by NSW Department of Health, 2010) 

and general gross motor activities, a richer analysis of the types of affordances made available 

to children was made possible. In Table 3.2, some examples have been included to demonstrate 

the type of features/experiences provided that would support a particular affordance.  

Kyttä (2002) further developed Heft’s (1988) taxonomy with the addition of affordances for 

sociality, or those features of the environment that would support social activities and play. 

Through the inclusion of social play, Kyttä promotes the argument for considering affordances 

with reference to social and cultural contexts. In this way, Kyttä also built on Reed’s (1993) 

notion of Fields of Action, which were developed as a way of understanding that social norms 
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and enculturation have an impact on potential affordances and the utilisation of such 

affordances.  

Fields of Action.  

The environment is considered to consist of potential affordances, however the presence of an 

affordance does not necessarily mean that it will be utilised (Greeno, 1994). It is here that the 

Fields of Action should be considered to describe the processes that influence the utilisation of 

potential affordances within a social/cultural group. Reed (1993) first defined the Fields of 

Action as comprising the Field of Promoted Action (FPA) and the Field of Free Action (FFA), 

to which Kyttä (2002) later added the Field of Constrained Action (FCA).   

The Field of Promoted Action (FPA). The FPA regulates those affordances that a 

person is encouraged to actualise, and includes “the time, place and manner in which they can 

be actualised in a socially approved way” (Kyttä, 2004, p. 182). According to Reed (1993), the 

FPA often follows a pattern of encouragement related to specific groups, and in this research 

relates to early childhood settings and the systematic provision of affordances that promote 

physical activity in outdoor environments. The literature review has identified a pattern of 

encouragement for providing affordances that encourage running, climbing and jumping and 

not for ball skills such as catching, throwing and kicking. The FPA can be seen as what is 

available, why and when. As such, this research considers the daily routines of the setting, the 

provision of structured and unstructured active experiences, educator attitudes toward physical 

activity, educator interactions with children, and the centre philosophy to be part of the FPA. 

The concept of the Field of Promoted Action thereby relates to Research Questions 1, 2, and 

3.  

The Field of Free Action (FFA). The FFA encompasses those affordances an individual 

is allowed to utilise and can do so independently (Reed, 1993). Individuals will utilise potential 

affordances in different ways, or not at all, depending on a range of personal factors, such as 

motoric skills and personal preferences (Kyttä, 2004). This is in line with evidence from the 

literature review that shows some children are more active than others (Reilly, 2010; Taggart 

& Keegan, 1997). Therefore, it is important in this research to not only identify the potential 

affordances available, but also how these affordances are actually being utilised by the children. 

For the purpose of this research, the Field of Free Action is understood as the activities in which 
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the children actually partake – that is, the physically active affordances the children utilise by 

choice within the outdoor environment. This relates specifically to Research Question 4.  

The Field of Constrained Action (FCA). The FCA is described as being those factors that 

limit the utilisation of potential affordances. The FCA takes into account the design of objects 

and spaces, incorporating those that may impact negatively on specific user-groups, as well as 

the social and cultural contexts that may restrict the use of an affordance (Kyttä, 2002, 2004). 

The elements of early childhood settings able to promote the use of affordances, as previously 

discussed, can be just as likely to deter children in using the available affordances for physical 

activity. Therefore, the social and cultural contexts at play can fall within either the FPA or the 

FCA and as such, Research Question 1 and Research Question 3 are relevant for the FCA. 

The chapter thus far has discussed how Affordance Theory has influenced this research, 

particularly in identifying how the Fields of Action have been interpreted and applied to the 

research questions. However, Reed (1993) has argued that Affordance Theory, as originally 

proposed by Gibson, only takes account of a rudimentary form of socialisation with little notice 

that social animals live in specialised populations, for example age, gender, and social status, 

stating that it is these specialisations that “produce constraints on what affordances can be 

utilized, by whom, and when” (p. 52, italics in original). Affordance Theory, therefore, is not 

able to provide the theoretical framework for deeper analysis of the social and cultural factors 

that may influence the availability and utilisation of the affordances under investigation. For 

this reason, the work of Pierre Bourdieu (1980, 1990) and his Theory of Practice has been 

utilised to further enquire into Research Question 1 regarding the factors which may influence 

the planning and provision of active play experiences in early childhood services.  

Bourdieu’s Theory of Practice 

The roots of practice theory can be traced to the seminal work of Marx, Heidegger and 

Wittgenstein (Nicolini, 2012). However, practice theory fell out of favour with social theorists 

until the late 1970s when contemporary practice theorists such as Foucault, Giddens and 

Bourdieu were able to overcome the “historical baggage of a practice view” (Nicolini, 2012, p. 

23) and once again bring practice to the fore of sociological thought. Schatzki (2001) described 

this period as the practice turn in social studies. The practice turn refers to a corpus of 
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approaches, similar enough to be known generally as practice theory; a theory that can provide 

an analytical framework to describe, explain and examine social phenomena from a practice-

based view of the world (Kemmis, 2010; Murphy, 2013).  

It is known that the concept of practice itself is a complex and multi-definitional notion 

(Kemmis, 2010) but could be viewed as a “theory-laden way to refer to what people do in 

everyday life” (Nicolini, 2012, p. 53). Bourdieu does not offer a complete definition of what 

he considers to be “practice” but suggests that practice is “the site of the dialectic of the opus 

operatum and the modus operandi” (Bourdieu, 1980, p. 52), or the site of the meeting of what 

is done and how it is done. While the particulars of the notion of ‘practice’  may differ between 

theorists, a common thread within practice theory is that practices are “the central social 

phenomenon by reference to which other social entities such as actions, institutions, and 

structures are to be understood” (Schatzki, 1996, p. 11). In addition, it is also accepted that 

practices are always generated by agents, that is individuals who have the capacity to act 

independently (Nicolini, 2012). Taking these commonalities of practice theory into account, 

practice in this research is the professional practice of the educators (the agents), and is the 

social phenomenon that will be investigated in relation to what the educators do (the actions), 

the context of their educational setting (the institution), and the rules and regulations that limit 

the actions (the structures).       

By viewing practice in this way, it is evident that practice theory reflects both the individual 

(i.e., agent) and extra-individual (i.e., institutional and structural) features of practice (Kemmis, 

2010). In other words, practice theory considers the reciprocal relationship between both 

subjective (individual) and objective (extra-individual) factors, rather than promoting 

conceptual dualisms such as objective/subjective, individual/institutional, or structure/agency 

(Nicolini, 2012; Rawolle & Lingard, 2013). Practice theory recognises that objectivism ignores 

the influence agents can have on supporting or constraining practices, and subjectivism situates 

practice in a vacuum and largely fails to take heed of external influences (Nicolini, 2012). 

Therefore, practice theory offers an alternate starting point to traditional social research by 

dissolving the division between the objective and the subjective.   

A recognised strength of Bourdieu’s theory of practice is his attempt to transcend this 

objective/subjective dualism or, as Bourdieu himself states, the “absurd opposition between 
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individual and society” (1990, p. 31). Jenkins (2002, pp. 19-20) observes that Bourdieu has 

described his theory as “genetic structuralism”, which is:  

an attempt to understand how ‘objective’, supra-individual social reality 

(cultural and institutional social structure) and the internalised ‘subjective’ 

mental worlds of individuals as cultural beings and social actors are 

inextricably bound up together, each being a contributor to – and, indeed, an 

aspect of – the other.  

Bourdieu is able to navigate through the “sticking points” of conceptual dualisms through the 

development of specific conceptual tools that can be utilised to understand and clarify the 

relationship between an individual’s practices and the contexts in which these practices occur 

(Jenkins, 2002; Webb, Schirato, & Danaher, 2002). These conceptual tools are the theoretical 

constructs of field, habitus and capital, and are considered to be the most significant 

contributions of Bourdieu’s theory of practice (Rawolle & Lingard, 2013; Webb et al., 2002). 

Bourdieu developed and applied these conceptual tools over a period of time through his own 

empirical research. For example, his earliest studies in Algeria alluded to the idea of capital, 

but it was not until later work that the three foci concepts were fully created and refined (Green, 

2013; Rawolle & Lingard, 2013). Using the constructs of field, habitus and capital makes it 

possible to explain the specific properties of social groups and practices (Webb et al., 2002). 

For this research, it is the key concepts of field, habitus and capital that provide the flexibility 

to investigate the influencing factors on the planning and provision of active play experiences 

in early childhood services, including the relationships between organisational structures, 

teaching practices and individual agency.  

Application of Bourdieu’s Theory of Practice 

The impact of Bourdieu’s work and the utilisation of his conceptual tools are evident in a range 

of research areas, as Bourdieu’s theory is “generic in nature and [that] can be applied to 

different circumstances and areas of research” (Walther, 2014, p. 7). Some of these areas 

include marketing, human resource management, media and cultural studies, the arts and, most 

relevant for this research, education (Rawolle & Lingard, 2013; Walther, 2014; Webb et al., 

2002).  In the field of education, Bourdieu’s conceptual tools have been used to investigate the 

relationship between class and gender on education reform and school choice (Ball, 2003; 

Reay, 1998); to analyse contemporary religious culture in a faith-based school (Green, 2013); 

and to explore the practices and perceptions of citizenship education in socially diverse school 
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settings (Wood, 2014a). Much of this educational research has focussed on school 

transformation or class inequalities, however the variety of research areas utilising Bourdieu’s 

theoretical framework illustrates that the constructs of field, habitus and capital are fluid 

enough to be utilised in a myriad of ways.  

The Construct of Field.  

Field, in a Bourdieuian sense, does not refer to the familiar association with geographic or 

spatial relations, but rather to a social space within which individuals operate. For Bourdieu, 

fields are spheres of life, such as art, education, politics and law (Jenkins, 2002; Rawolle & 

Lingard, 2013; Wacquant, 1998) and can be described as “distinct microcosms endowed with 

their own rules, regularities, and forms of authority” (Wacquant, 1998, p. 221). In this research, 

the field of early childhood education is the microcosm in which practice is being investigated. 

Bourdieu (1975, p. 19) further describes fields as a “locus of struggles”, implying that within 

any given field, there is a distribution of power, with either institutions or individuals being 

able to hold dominant or dominated positions. As fields are the arena in which practices occur, 

it is these power relations that determine what practices are possible within a specific field, and 

what are not (Walther, 2014).  

In this context, fields are also the mediating context in which the particular rules and regularities 

pertaining to that field produce and transform the practices of individuals and institutions 

(Jenkins, 2002; Webb et al., 2002). Therefore, Bourdieu (2007) explained, that in order to 

understand practice, it is necessary to first understand the field within which these practices 

have been formed and are produced. For the purpose of this study, this translates as establishing 

the field/s in which the early childhood educators operate to be able to fully investigate practice 

and the influencing factors on affordances for physically active play.  

Early childhood educators in this study firstly operate within the field of early childhood 

education. Within this particular field, the constraints, demands and opportunities that 

influence practice are generated by education authorities and government bodies. The 

introductory chapter drew on the construct of field to enable the contextualisation of the study 

within the field of early childhood education. The external factors that may have an influence 

on educational programs and educator practice for providing physically active play 

opportunities were identified as being the legislative requirements put forth by the National 
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Quality Framework (DEEWR, 2011b) and National Quality Standards (DEEWR, 2010), and 

Federal and State Health Departments promoting healthy lifestyles in early childhood services 

as a way of combatting the perceived obesity epidemic. It is these government education and 

health authorities that hold the power within this macro field, and therefore to some extent 

influence the decisions regarding appropriate practices for promoting physical activity in early 

childhood services. 

Secondly, early childhood educators operate within the microcosm of their own early childhood 

setting. Viewing each of the case study sites as a field enables the analysis of individual service 

factors that may impact practice in that setting. Each early childhood service will have differing 

rules, regularities and forms of authority that need to be identified and discussed. Collecting 

situational data and interviewing the Director and educators within each service brings to light 

factors such as the extent to which regulations apply to specific service types, the service 

philosophy, and the daily routines, allowing an analysis of how these factors play out in the 

field in the form of practice. Within this micro field, there could be a number of dominant 

positions that would influence practice. For example, the Director of the early childhood 

service determines how the service operates and makes decisions on allocation of funds for 

buying resources and equipment, while the lead educator within a room at the service may 

govern the programming decisions of the other staff members.   

Within these fields, the specific rules and regulations influencing practice can be identified as 

being objective structures, thus the construct of field represents the objective component of 

Bourdieu’s theory (Wacquant, 1998; Walther, 2014). However, as previously discussed, 

Bourdieu does not subscribe to the objective/subjective dualism and appreciates that it is not 

only these objective structures that produce and transform practice in the field. Bourdieu 

recognises that practices are also a product of individuality and intentionality, and attempts to 

reconcile the influence of both the objective structures and the subjective experience of 

individuals through using the conceptual tool of habitus (Wacquant, 1998).  

The Construct of Habitus. 

Bourdieu describes habitus as being "society written into the body, into the biological 

individual" (1990, p. 63). Thus habitus is the embodiment of the culture within which an 

individual exists. This embodied culture is a product of collective and individual history, 
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developing initially as part of the socialisation process in childhood (Bourdieu, 1990) and 

further acquired through continual exposure to particular social conditions (Wacquant, 1998; 

Wood, 2014a). More explicitly, the habitus is the unconsciously formed attitudes, values, 

assumptions and dispositions of an individual (Green, 2013; Webb et al., 2002), providing the 

basis for how an individual perceives, judges and acts in the world (Wacquant, 1998). 

Therefore, it is through habitus that past experiences influence current practices or as Bourdieu 

(1980, p. 56) states, it is the “active presence of the whole past of which it is the product.”  

However, it is not only past experiences that regulate habitus. While Bourdieu (1980) suggests 

the habitus is durable, it also develops and adapts to current contexts and experiences (Walther, 

2014). As such, the habitus is the “mediation between past influences and present stimuli” and 

thereby is responsible for both generating practices and regulating practices in society and in a 

field (Wacquant, 1998, p. 220). Within the field of education, Green (2013) illustrates the 

influence of habitus on generating and regulating practices in her research on the impact of 

religious faith on education, concluding that habitus was embedded in institutional structures 

(e.g., the school routine) and was influential in regulating cultural practices within the school.  

Similarly to Green, this study utilises the construct of habitus to investigate practices in an 

educational setting. In this case, however, it is the factors that influence the planning and 

provision of active play experiences that is under investigation. Gaining an understanding of 

an educator’s “aims, their lived experience and their inherited knowledge”, or habitus, is 

necessary to investigate why practices are enacted in the way that they are (Barnes, 2001, p. 

29). For this study, the construct of habitus was therefore utilised in developing interview 

questions for the participating educators. The aim of the interview questions was to elicit such 

information as: 

 The context of the educator – professional background and training; personal history of 

participation in physical activity; and 

 Planning and provision of active play experiences – current practice and guiding influences 

to approach taken; beliefs about the role of the educator in providing and participating in 

active play experiences; aims for providing active play experiences. 
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Asking appropriate interview questions will enable data to be gathered to support the analysis 

of the educator’s habitus and its impact on the practices generated and regulated for the 

provision of active play experiences.  

However, it is not only these individual factors that may influence the habitus of the educators. 

Taking into consideration that the educators are operating within a micro field, that is, their 

particular early childhood service, the institutional factors, such as the philosophy of the 

service, will also need to be considered. These institutional factors are crucial for understanding 

practice, as the habitus and field are interconnected – an educator’s involvement in the field 

shapes habitus and the habitus operates in relation to the context of the field (Nicolini, 2012). 

Practices are therefore produced in and by the convergence of the habitus of an individual and 

the external constraints, demands and opportunities within the field (Jenkins, 2002). In addition 

to the field, the habitus acquired by an individual is also influenced by the position(s) they 

occupy in the social world, “that is, on their particular endowment in capital” (Wacquant, 1998, 

p. 221). That is, the habitus operates within a particular field based on the opportunities made 

available by the capital related to a position (Nicolini, 2012). The construct of capital is the 

final theoretical cornerstone in Bourdieu’s triad of practice theory.  

The Construct of Capital.  

The construct of capital is multi-dimensional as it includes both material possessions and non-

material aspects (such as prestige and authority) that are valued within society (Nicolini, 2012; 

Rawolle & Lingard, 2013). Bourdieu categorised capital as existing in three principal forms: 

economic, social and cultural capital. The proportionate importance given to any form of 

capital depends on the field in which it is operating (Siisiäinen, 2000). In the field of education, 

it is cultural capital that is particularly crucial for understanding the actions and practices of 

individuals. Cultural capital is defined as legitimised knowledge and culturally authorised 

values within a field and includes individual dispositions, skills and qualifications (Vryonides, 

2009; Webb et al., 2002). Cultural capital is explained by Bourdieu (1986) as existing in three 

forms: the embodied, the objectified and the institutionalised state. Each of these forms of 

cultural capital will have an impact on the educators’ planning and implementing of physically 

active play experiences.  
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The Embodied State. The embodied state is described as the dispositions of the mind 

and body, or in Bourdieu’s terms, the habitus (Bourdieu, 1986). Thus, the embodied state 

represents a relationship between the theoretical construct of habitus and capital, as the habitus 

can provide the individual with particular types of cultural capital. The habitus, informed by 

historical experiences and engagement within particular social and cultural rituals, provides the 

cultural capital of practical knowledge and know-how.  In this research, an educator’s previous 

experiences with physical activity, will form their dispositions, attitudes and bodily confidence 

towards physical activity. In turn, this embodied cultural capital will influence planning for, 

and participating in, physically active experiences in the early childhood service.  

The Objectified State. The objectified state is defined as cultural capital that is 

symbolised by material items and media and therefore relates to economic capital (Bourdieu, 

1986). Having available financial resources allows material items and resources to be 

purchased. Identifying the resources available for promoting physical activity (e.g., equipment) 

and understanding the importance placed on budgeting for such items, will reveal the 

objectified cultural capital within the early childhood service. As the Director of the early 

childhood service is responsible for, and has the power to determine expenditure, the 

objectified cultural capital of the service could also be dependent on the embodied cultural 

capital of the Director. For example, a Director who does not value physical activity may not 

be willing to spend funds on acquiring resources and equipment that would promote physically 

active play experiences.  

The Institutionalised State. The final form of cultural capital is the institutionalised 

state. Within the institutionalised state, academic qualifications are deemed an asset and are 

therefore a form of capital (Bourdieu, 1986). Data on the level of educational qualifications 

(e.g., university degree) will be collected in this research as academic qualifications usually 

determine the position held within the early childhood service. Directors and educational room 

leaders would usually have the highest qualifications and therefore have the most power to 

inform and influence practice.      

Cultural capital, in all its forms, has been shown to be an important construct for analysing 

practice, as have the constructs of field and habitus. Bourdieu (1984, p. 101) highlighted the 
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importance of the interrelationship between these three concepts in his theory of practice by 

expressing the relationship in an algebraic equation as follows:  

(Habitus x Capital) + Field = Practice 

This equation demonstrates that when investigating practice, the connection between field, 

capital and habitus achieve their “full analytical potency only in tandem with the others” 

(Wacquant, 1998, p. 223). For this reason, each of these concepts are utilised within this 

research to analyse the context and influences on early childhood educators’ practice. As this 

research also addresses the types of physically active play experiences provided, children’s 

engagement in these experiences, and the role educators take during these experiences, it is 

also necessary to utilise the Fields of Action from the work of Reed (1993) and Kyttä (2002), 

introduced at the beginning of this chapter. The relationship between these theoretical concepts 

and the research questions posed in this research are summarised in Table 3.3. 

Table 3.3.  

Relationship between Research Questions and Theoretical Framework 

Research Question 
Field of Action: 

 Kyttä 

Theory of Practice: 

Bourdieu 

What factors are perceived to influence the planning 

and provision of physically active play experiences 

in early childhood settings? 

 

 Field 

Habitus 

Capital 

What types of physically active play and movement 

opportunities are provided in early childhood 

services? 

 Field of Promoted Action  

What role/s do early childhood educators employ 

during outdoor free play? 

 Field of Promoted Action 

 Field of Constrained Action 

 

Field 

Habitus 

Capital 

What is the nature of children’s physically active 

play during outdoor free play? 

 Field of Free Action  

Chapter 3, as Table 3.3 illustrates, has laid the foundation for the research by identifying 

appropriate theoretical frameworks that informed the collection and analysis of data in order to 

answer the research questions. The results chapter for each case study is presented in a way 

that draws on these theoretical frameworks. This is particularly evident in the use of chapter 

headings that illustrate the alignment of the results with Bourdieu’s constructs of Field, Capital, 
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and Habitus (1980, 1990), and Kyttä’s (2002, 2004) concepts of the Field of Promoted Action, 

the Field of Free Action, and the Field of Constrained Action. Fundamental to the research 

process is also aligning the research questions and theoretical framework with an appropriate 

research design. The research design includes the methodology underpinning the research, the 

methods employed to collect and analyse the data, and how quality and integrity of the research 

was maintained.  
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RESEARCH DESIGN 

The previous chapter introduced and described the theoretical frameworks that were drawn 

upon to explain the nature of movement experiences provided for, and experienced by, 

preschool-aged children in early childhood settings. Informed by these frameworks, and guided 

by the research questions, a qualitative case study methodology was deemed the most 

appropriate for undertaking this investigation. This chapter provides a comprehensive account 

of the research approach employed and demonstrates the cohesion between the research 

paradigm, the chosen methodology, the data collection tools and the analytical processes. The 

chapter begins by outlining the underlying philosophical paradigm and issues of qualitative 

rigour, and continues by profiling the components of the investigation, including the research 

design, ethical considerations in undertaking the investigation, and the sources of data. The 

chapter concludes by outlining the approaches taken for analysing the data.   

Identifying the Paradigm 

A research paradigm is widely acknowledged as a way of seeing the world that informs what 

research problems should be studied, and how these problems should be addressed and 

interpreted (Abercrombie, Hill, & Turner, 2006; Bryman, 2008). As Schram (2006, p. 40) states 

“all research is informed by basic beliefs or premises about the world and how it should be 

understood and studied. Taken together, these beliefs contribute to one’s perspective, frame of 

reference, or paradigm”. Guba and Lincoln (1994) add that it is this worldview that guides the 

ontological, epistemological and methodological assumptions of the researcher.  

The focus of the present study is on the pedagogy, planning and implementation of physically 

active play experiences as provided and perceived by educators in early childhood services. 

This aligns with a constructivist-interpretivist paradigm, where emphasis is placed on how 

individuals interpret their world and understand social reality (Bryman, 2008; Lankshear & 

Knobel, 2004). Interpretivist researchers aim “to understand the subjective world of human 

experience” (Cohen, Manion, & Morrison, 2011, p. 21) as knowledge is viewed as personal, 

and understanding actions from the participants’ point of view is of paramount importance 

(Bryman, 2008). 



Page | 100  

 

The main criticism of interpretivism is a tendency to focus on the micro-sociological 

perspectives of the participants with little consideration given to external factors that may have 

an influence on human action. This criticism is eloquently noted by Cohen et al. (2011, p. 26) 

who wrote:    

The danger of interactionist and interpretative approaches is their relative 

neglect of the power of external – structural – forces to shape behaviour and 

events. There is a risk in interpretative approaches that they become 

hermetically sealed from the world outside the participants’ theatre of activity 

– they put artificial boundaries around subjects’ behaviour.  

The methodology applied in the present research addresses this critique through the 

application of Bourdieu’s theory of practice (1980, 1990), as discussed in Chapter 3. Using 

the constructs of field, habitus and capital to analyse the data allows for an examination of the 

interplay between the micro and macro (structural) forces influencing human action.  

The paradigmatic approach taken in any research project has direct implications for the 

methodological choices made (Bryman, 2008; Cohen et al., 2011). A qualitative methodology 

aligns with a constructivist-interpretivist paradigm, where an interpretative approach to data is 

adopted and participant and researcher subjectivity are accounted for (de Vaus, 2001; 

Lankshear & Knobel, 2004). Qualitative methodology has been utilised in educational research 

for many years, enabling real-world, multiple-perspective insights into classroom teaching and 

teacher practice to be investigated (Bredo, 2012; Lankshear & Knobel, 2004).  

A key feature of qualitative research is the significance placed on examining “individual 

meaning in the context of ongoing daily life” (Burns, 2000, p. 388). Thus, qualitative research 

emphasises inquiry within real-life contexts; including where the research occurs (inquiry 

within real-life contexts) and what the research pertains to (inquiry about real-life contexts) 

(Lankshear & Knobel, 2004). The present research is conducted within the real-life context of 

early childhood services and considers contextual factors such as time (e.g., daily routines), 

space (e.g., outdoor playground features) and place (e.g., centre philosophy). Additionally, the 

research is about the real-life context of educator practice and children’s access to, and 

participation in, physically active play experiences.    

A qualitative research design allows a researcher in the field of education to “gather evidence 

that will reveal the qualities of life, reflecting the ‘multiple realities’ of specific educational 
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settings from participants’ perspectives” (Burns, 2000, p. 388). A qualitative case study was 

considered to be more appropriate for obtaining the rich descriptive data necessary for 

exploring and analysing the experience of early childhood educators and the factors that 

influence movement curriculum and professional practice.  

Qualitative Rigour 

To ensure any research undertaken is worthwhile, issues of validity, reliability and 

generalisability must be addressed (Bryman, 2008; Stake, 1995). However, these terms have 

derived from a quantitative paradigm and are not as applicable to qualitative research (Bryman, 

2008; Janesick, 2000; Lincoln & Guba, 1985). Therefore, some qualitative researchers have 

reframed these terms and “offered alternative ways to think about descriptive validity and the 

unique qualities of case study work” (Janesick, 2000, p. 393). Lincoln and Guba (1985), for 

example, describe qualitative rigour as being more about trustworthiness of the research which 

incorporates the notions of credibility, transferability, dependability and confirmability. 

However, they also note that a reader can never be compelled to accept trustworthiness, only 

persuaded. In this vain, the constructs of rigour as identified by Lincoln and Guba (1985) are 

addressed for this research.    

Credibility 

Credibility in qualitative research is about ensuring the truthfulness of the research findings, 

that is, the extent to which the data are interpreted to present an accurate portrayal of the 

phenomenon under investigation (Bryman, 2008; Franklin & Ballan, 2010; Tracy, 2010). 

However, operating within an interpretivist paradigm, it is recognised that multiple realities 

exist and interpretations are subjective (Bryman, 2008; Cohen et al., 2011). Therefore 

credibility is not about identifying a singular truth but plausibly adding to the research 

conversation. In this case, the research will provide multiple perspectives on the current 

planning and implementing of movement curriculum within early childhood services and the 

factors that may promote or limit children’s participation in the provided experiences.   

To reduce the likelihood of misinterpretation or error in reporting research findings, the process 

of triangulation is commonly used and highly recommended for qualitative case studies (Aaltio 

& Heilmann, 2009; Berg, 2009; Bryman, 2008). Rather than relying on a single data collection 
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method, triangulation involves the use of multiple data-collection procedures to provide a 

richer, more accurate account of the phenomenon under investigation (Bryman, 2008; Stake, 

2000). Each data source reveals different facets of the phenomenon being investigated, thereby 

providing several lines of sight focussed toward the same point, allowing researchers to acquire 

a more substantial picture of reality (Berg, 2009).  

Triangulation is applied in this research through the use of multiple data sources to respond to 

the research questions and provide a comprehensive understanding of how movement 

experiences are provided for, and experienced by, preschool-aged children in early childhood 

settings. The concept of triangulation also extends to the use of multiple theoretical 

perspectives and multiple analysis techniques (Lincoln & Guba, 1985). The triangulation of 

methods, theory and analysis allows for “different facets of problems to be explored, increases 

scope, deepens understanding, and encourages consistent (re) interpretation” (Tracy, 2010, p. 

843). Thus, credibility through triangulation is facilitated in this research through the 

multifaceted nature of data collection, theoretical framing and data analysis procedures.  

In addition to triangulation, Lincoln and Guba (1985) suggest credibility of the research is 

strengthened through the concept of prolonged engagement. Prolonged engagement involves 

investing sufficient time in a case study site to learn the culture of the setting and to build trust 

and rapport with the participants. In this way, the researcher can become oriented to the context 

of the setting and distortions of practice will be less likely to occur as a result of the researcher’s 

presence (Franklin & Ballan, 2010; Lincoln & Guba, 1985). In this study, an initial introductory 

visit and prolonged engagement through the data collection period will allow for the breadth 

of practice to be captured, and authentic data to be analysed.  

Transferability  

Transferability, rather than generalisability, is the preferred term for case study research due to 

the fact that the small scale nature of case study research is not conducive to generalising results 

to a larger population group (Lincoln & Guba, 1985). As case study research creates in-depth 

knowledge and understanding of a phenomenon in a real-life context, the findings are 

considered situated knowledge, that is, the findings hold “true” for a particular community, at 

a particular time, and represent the phenomenon in its current state (Gergen & Gergen, 2000; 

Timmons & Cairns, 2010). The concept of transferability hence refers to the capacity of the 
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research findings to yield useful information that may be applied to other contexts (Lincoln & 

Guba, 1985). In this research, the case study evidence on the planning and implementing of 

movement curriculum may resonate with other early childhood educators. This could 

encourage professional reflection and influence future practice.  

Case study research is perceived as a “breeding ground for insights” (Berg, 2009, p. 329) where 

transferability of findings and recommendations can be applied to similar contexts (Yin, 2014). 

However, as Lincoln and Guba (1985, p. 298) state, for transferability the “burden of proof lies 

less with the original investigator than with the person seeking to make an application 

elsewhere.” The role of the original researcher is instead to provide enough descriptive data for 

others to make their own judgements regarding similarities between contexts and therefore the 

transferability of findings to other settings (Bryman, 2008).  

In the present study, each case study site has a dedicated results chapter (see Chapters 5, 6 and 

7). These chapters give a detailed account of the context of each early childhood setting as well 

as descriptive evidence of how the movement curriculum is planned and implemented within 

that setting, thus allowing readers to make their own appraisal for cross-context similarities 

and transferability of the results.   

Dependability 

Dependability refers to the consistency of findings of the research, or the extent to which the 

process of the research supports the product of the research. The research data, findings, 

interpretations and recommendations should be internally coherent, ensuring that any reader 

could attest to the acceptability of how the research was undertaken, analysed, and presented  

(Franklin & Ballan, 2010; Lincoln & Guba, 1985). For qualitative case studies, Franklin and 

Ballan (2010) suggest a number of ways dependability of the research can be promoted:  

(i) Clearly documenting data collection procedures: This chapter will articulate the 

procedures undertaken for each of the data collection methods used in this research. 

The detail provided will allow for these methods to be replicated at other case study 

sites if required. 
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(ii) Applying a consistent analytic method: Dependability of the research is strengthened in 

this area through the use of theoretical frameworks to inform coding of the data and 

through providing a clear definition of physically active play for analytic purposes. 

(iii) Staying close to empirical data: This is the process of being intimately involved with 

the descriptive verbatim accounts of the research participants to enable a thorough 

analysis of the data and the use of direct quotes when reporting the results. In this way, 

the inferences made by the researcher based on the data from the participants will be 

clearly evident. 

(iv) Cross-checking coding and findings: To improve dependability of the research, cross-

checking coding and findings with other team members is a useful tactic to employ. 

Throughout the entirety of this research project, the researcher’s supervisory team 

audited and cross-checked the process to limit judgement errors in design, analysis, 

interpretation, and presentation of results.  

Confirmability 

Qualitative researchers acknowledge there is no bias-free design in which to conduct 

qualitative research (Janesick, 2000) and therefore objectivity is not possible (Bryman, 2008). 

The notion of confirmability attempts to address the lack of objectivity by ensuring the results 

of the research are determined by the data and the participants, rather than researcher bias and 

perspectives (Lincoln & Guba, 1985). Janesick (2000) suggests identifying bias early in the 

research is a way of raising awareness of the researcher’s perspective and how the research was 

guided and shaped.  

The process of self-reflexivity is being aware that personal values, biases, decisions and 

presence in the field can have implications for the knowledge that is produced from the research 

(Bryman, 2008). Practicing self-reflexivity involves being introspective, assessing own biases 

and motivations for undertaking the research, and being transparent about the identity 

categories the researcher occupies (Tracy, 2010). The identity categories of the researcher that 

could have an impact on this research include: (i) being an early childhood educator at a tertiary 

institution who has perceived a lack of professional preparation in pre-service teacher 

education courses for incorporating movement into the curriculum for young children, and (ii) 

being an avid participator in regular physical activity since childhood, and therefore having an 

understanding of the range of benefits that can be gained through being physically active. 
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Through this process of self-reflexivity and “entry level theorising” (Wolcott, 2005, p. 178), 

how the researcher is situated within the research topic becomes evident, thereby ensuring 

honesty is reflected within the research (Tracy, 2010, p. 842).   

Research Design: The Case Study 

A case study design is an appropriate choice of method for this research as a way to consider 

and reflect on current professional practice and decision-making in educational settings. A case 

study is an in-depth, systematic investigation using a variety of data sources with the specific 

purpose of describing and explaining a particular phenomenon (Berg, 2009). Yin (2014) states 

case study research is most effective when examining contemporary events and when the 

behaviour of participants cannot be manipulated. For these reasons, case studies are appropriate 

for research in educational settings and can be useful for creating knowledge and understanding 

about classroom teaching and pedagogic practices (Aaltio & Heilmann, 2009; Lankshear & 

Knobel, 2004; Timmons & Cairns, 2010). Case study research also involves extensive data 

collection using a variety of methods to generate an in-depth and intensive analysis of the case 

being investigated (Burns, 2000; Timmons & Cairns, 2010). The researcher is therefore able 

to gain a more holistic view of the phenomenon being studied (Jones, 2008) than is possible 

with the use of alternate research methods.  

The case study as a research method has been used extensively across a number of disciplines 

including education (Berg, 2009; Cohen & Manion, 1994; Yin, 2014). Even so, case study 

research has been described as being “a weak sister among social science methods” (Berg, 

2009, p. 317) due mainly to the limitations identified with generalisability of the research 

findings (Aaltio & Heilmann, 2009; Punch, 1999; Stake, 1995; Yin, 2014). However, Stake 

(1995) contends it is the particular about a case, its own issues, contexts and interpretations, 

that is of value for understanding the phenomenon under investigation. In this way, case study 

research can add “to the collective process of knowledge accumulation in a given field” 

(Flyvbjerg, 2006, p. 227), thus enlarging the research base from which understandings about 

the phenomena can be cultivated (Lankshear & Knobel, 2004).  

A concern of the case study method is the tendency to produce an unmanageable amount of 

data and documentation for analysis (Yin, 2014).  The large amount of data generated can 
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partly be attributed to the emphasis  on context-dependent knowledge in case study research 

(Flyvbjerg, 2006), which requires detailed contextual information of the case under 

investigation. (Timmons & Cairns, 2010). To gain an understanding of the context and the 

behaviour of the participants, case study research often involves a thorough description of the 

environment in which the participants operate (Bryman, 2008). While necessary, Lofland and 

Lofland (1995, cited in Bryman, 2008) warn of “descriptive excess” where the amount of 

contextual data gathered can overwhelm the data analysis process. Bearing this in mind, only 

pertinent contextual information on each of the participating early childhood services in this 

research was collected. These contextual data are detailed in the following results chapters 

where each case study is presented as a separate chapter.  

Descriptive excess was also avoided in this research through careful consideration of the object 

of study, ensuring the case under investigation was clearly defined and bounded, and the data 

sources chosen were relevant for addressing the research questions.  

Defining and Binding the Case Study 

In order to determine the scope of case study research, it is important to define and bound the 

case under investigation (Yin, 2014). Bryman (2008) identifies that a case is usually associated 

with a location, such as a community or organisation that is subject to a concentrated 

investigation of the setting. In educational research, Cohen and Manion (1994) state that the 

case of investigation may be a child, a clique, a class, a school or a community, while Stake 

(1995), includes people and programs as potential cases. In the present research, the early 

childhood education centre is defined as the case, as the focus of the research is on the 

movement curriculum provided to children in early childhood settings.  

Once the case is defined, bounding the case is important to narrow the focus of the research 

and ensure data collection and analysis are manageable (Punch, 1999). Case boundaries are 

identified conditions that fall within, as opposed to outside, of the case, and include spatial, 

temporal, and concrete boundaries (Yin, 2014). In this research, the case is bounded by the 

following: 

 the 3-to 5-year-old age group of children;  

 the educators in early childhood centres working with this age group; 
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 the outdoor play environment for the 3-to 5-year-old children; 

 the curriculum that involves movement education and physically active play; and 

 the routines and transition experiences that involve movement activities. 

Case Study Design 

Depending on the purpose of the research, the case study as a research design can either focus 

on a single case or on multiple cases (Stake, 2000; Yin, 2014). Stake identifies three types of 

case studies; the intrinsic, the instrumental and the collective case study. The intrinsic and 

instrumental case studies are generally applied when providing a rich description of a single 

case. The collective case study is methodologically different in that it involves extensively 

researching several cases to better understand a phenomenon. As such, collective case studies 

are also known as multiple-case, cross-case or comparative case studies (Berg, 2009; Punch, 

1999; Yin, 2014).  

As individual early childhood education centres operate within their own contextual boundaries 

and influences, it can be assumed that educator practice will vary within and across settings. 

Therefore, to gain a deeper understanding of how movement curriculum is provided for and 

implemented in early childhood services, this research utilised a collective case study design. 

By including more than one case in the research design, collective case studies can reveal 

multiple representations of the phenomenon under investigation. In this way, analysis includes 

examining the uniqueness of each case, as well as cross-case synthesis to determine 

commonalities between the cases (Bishop, 2009). A richer understanding of the phenomenon 

is therefore revealed, rendering collective case studies more compelling than a single-case, and 

the overall study to be more robust (Yin, 2014). 

Case Study Site Selection 

A number of factors were considered when selecting case study sites for this research.  These 

factors included methodological alignment, diversity of context, and practicality. Initially, to 

align with the methodological choice of conducting qualitative research, a nonprobability 

sampling approach was utilised whereby case study sites were chosen strategically (Berg, 2009; 

Bryman, 2008). Berg (2009) identifies the four most common types of nonprobability sampling 

as being purposive sampling; convenience; snowball; and quota. In this research,  purposive 

sampling was used as it allows for a deliberate choice of site selection to ensure a breadth of 
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perspective is gathered from a small sample size (Burns, 2000; Stake, 2000). Miles and 

Huberman (1994, p. 29) state that in order to gain an insight and understanding of the 

phenomenon under investigation, “we need to see different instances of it, at different 

moments, in different places, with different people”. As balance and variety of case sites is an 

important consideration when conducting a collective case study (Stake, 1995), purposive 

sampling was the logical choice for identifying variety in contexts of early childhood 

education.  

The selected case study sites were chosen to provide data from a variety of early childhood 

education centres functioning under institutional and contextual distinctions. These distinctions 

included service type (long day care/preschool/school-based pre-preparatory class), size of 

outdoor play space (small/large), and contextual characteristics related to programming for 

movement. While the researcher did not have an existing relationship with the selected early 

childhood centres, she was aware of the programming characteristics which provided further 

variety in this investigation of the planning and implementation of physically active play. Table 

4.1 provides a summary of the participating early childhood education centres (using 

pseudonyms) and their diverse institutional and contextual characteristics.   

The final consideration in selecting the case study sites was of a practical nature. Due to time 

and budget limitations, the sample size was restricted to three early childhood centres that were 

readily accessible to the researcher. The use of purposive sampling was therefore all the more 

appropriate for ensuring a variety of service type, size and contexts would be represented in 

the research. This was regarded as being particularly important as the literature review has 

shown that children’s physical activity levels differ across early childhood settings as a result 

of the space available, the equipment provided, and the personal beliefs and practices of 

educators.   
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Table 4.1  

Case Study Sites 

Early childhood service type Size of Outdoor Space Programming Characteristic 

Waratah Pre-Preparatory School Small outdoor area and use of 

large school grounds 

Focus on movement and sport skills 

Apple Tree Children’s Centre Large outdoor area Employ a specialist outdoor educator 

Corella Preschool Small outdoor area Focus on sustainability and the 

environment 

Research Participants 

As the core of this research is about curriculum planning and implementation within early 

childhood services, the principal participants must be in a position to share their knowledge 

and understanding of the phenomenon under investigation. Therefore the key participants in 

the research were the educators employed within the 3-to 5-year-old rooms at each case study 

site. While all educators were participants in the observational data collection, only the main 

educators responsible for planning and implementing the movement curriculum for preschool-

aged children and the Director of each service were participants in the interview and focus 

group data collection.   

The participants within the research also extended to the preschool-aged children in attendance 

at the case study site for each day of data collection. The children were participants in the 

observational data collection component, which sought to investigate children’s engagement 

in physically active play during the movement experiences that were provided by educators. 

However, rather than focussing on individual or ‘target’ children, the study used whole group 

observations to record and analyse collective activity. While these observations noted the 

gender of children in the group, no other identifying details of individual children were 

recorded. 

Ethical Considerations 

In educational research, it is imperative that ethical considerations are made to ensure the well-

being of individuals and institutions. This can be achieved through following specific protocols 

to safeguard against reputational and emotional harm as a result of partaking in the research 

(Lankshear & Knobel, 2004). Hitchcock and Hughes (1995, p. 39) state “when the nature of 
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the research is so intimately linked to professional practice, a whole series of fundamental 

questions are raised.” As this study involves investigating educator practice and curriculum 

decisions within early childhood services, a number of ethical principles were considered prior, 

during and after entry to the case study sites. 

This research was conducted under the auspice of Charles Sturt University institutional ethics 

codes and procedures to minimise risk of harm to participants and ensure the research was 

conducted respectfully (Lankshear & Knobel, 2004). Ethics approval for this research was 

granted by the Charles Sturt University Human Research Ethics Committee prior to the 

commencement of data collection - approval number 302/2011/05 (see Appendix 1).  

Ethical considerations for recruiting case study sites.  

Issues regarding access to conduct the research involve “the ability of the researcher to develop 

a reasonable argument for doing a particular piece of research and gaining acceptance and co-

operation from the parties concerned” (Hitchcock & Hughes, 1995, p. 40). In order to do this 

a number of steps were taken in the initial preparation and recruitment phase of the research. 

Through the purposive sampling procedure, three potential case study sites were identified. 

The Director of each case study site was contacted to discuss the scope of the study, the role of 

the researcher while conducting fieldwork within the centre, the nature of data collection and 

the expected time demands on participants. All three case study sites approached were willing 

to participate. Consequently, a research information sheet and consent to participate for staff 

was emailed to each centre. The information and consent forms designed and distributed for 

this study can be found as Appendix 2 and Appendix 3. 

An orientation site visit was made to each case study site to discuss the aims, objectives, and 

data collection methods of the research with all participating educators. This visit provided an 

opportunity for any concerns to be raised and discussed prior to commencing the fieldwork 

within the service. By being open about the research and what was involved, the ethical 

principles of avoiding deception and manipulation were also addressed (Lankshear & Knobel, 

2004).      
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Ethical considerations for centre Directors and educators. 

The main ethical considerations for adult participants included voluntary participation; 

informed consent; right to discontinue; and anonymity and confidentiality. Case study sites and 

participants’ identities have the potential to be recognisable in case study research due to the 

small sample size (Berg, 2009).  In order to ensure anonymity and confidentiality of the case 

study sites as well as the participants’ identities and interview responses, pseudonyms were 

applied at each stage of the research design, implementation and recording of results. In 

addition, all hard copy documentation collected was filed in a locked cabinet and all electronic 

data (such as photographs and videos) were password protected on a computer used only by 

the researcher. This avoided “careless or clumsy handling of records and data”, which is the 

most common way confidentiality is breached in research projects (Berg, 2009, p. 92).  

Ethical considerations for child participants. 

As data collection involved photographing and videoing children, a parent information and 

consent form was also emailed to each case study site to ensure relevant permissions were 

gained for the collection and subsequent use of the images in future journal articles and 

presentations (see Appendix 4). The ethical practices considered for observing children 

included a non-intrusive process for capturing images, securely storing the digital images, and 

being mindful of children’s responses to the researcher taking photographs (Mehan & Moore, 

2011). To minimise disruption to the children and their play, the photographs were taken 

quickly with a small digital camera. The quality of the images was not of concern as they were 

designed to be used as a support for written documentation.   

Ethical considerations for the researcher.  

As this research is interested in educator practice and curriculum decisions, data collection is 

“designed to break into a subject’s private space” (Hitchcock & Hughes, 1995, p. 43). This 

involved the educators questioning and reflecting on their practice and therefore evoked 

discussion regarding personal values, beliefs, experiences and assumptions about education. 

As the researcher, it was important to be sensitive to these issues and aware of the intrusive 

potential of the data collection methods being utilised (Hitchcock & Hughes, 1995).  

Lankshear and Knobel (2004) also recognise intrusive potential in a physical and temporal 

sense, as any research conducted with human participants intrudes on the daily activities and 
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routines of the participants. When conducting observational research, as in this study, a 

researcher can be either a participant or non-participant observer (Bell, 2006; Bryman, 2008). 

In educational settings, a participant observer would be highly engaged in the teaching and part 

of the context being observed while non-participant observers “attempt to become as invisible 

as possible and do not interact in any way” (Lankshear & Knobel, 2004, p. 224). As the 

researcher in this study attended each early childhood setting for at least six hours a day for a 

total of 10 days, it would have been difficult to not interact with the educators and the children 

at the setting. Rather, the observations were undertaken as an engaged spectator where the 

researcher “is experiencing, but is not overtly involved in, what is happening around him or 

her” (Schram, 2006, p. 124), thereby minimising observer intrusion and disruptions to teaching 

and learning activities. Further, to minimise inconvenience to educators, each early childhood 

service was consulted to determine appropriate timing for data collection and the interviews 

and focus group discussions were conducted at a negotiated time convenient for all participants 

involved.  

Finally, as the research was conducted within early childhood services, the position of the 

researcher as a mandatory reporter was made evident to the participants from the outset. If 

unethical behaviour or practices were to be witnessed or disclosed during the course of data 

collection within the case study site, a formal report to the relevant governing body would be 

made.    

Data Sources 

A variety of data sources were utilised to provide a holistic account of the planning and 

implementation of the movement curriculum within each early childhood service. Based on the 

research questions and the theoretical frameworks supporting the research (as discussed in 

Chapter 3), this account of the planning and implementation of the movement curriculum 

includes the opportunities made available for children to engage in physically active play and 

develop FMS; the children’s participation within these experiences; the role of the educator 

during outdoor play; and the perceived factors influencing the planning and provision of such 

experiences. To address each of these elements, a rich and diverse data set was required. 

Multiple sources were utilised, including: (i) environmental mapping of the outdoor play space; 

(ii) descriptive observations of children’s engagement in physically active experiences, 
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educator roles during outdoor play, and group active experiences and transition times; (iii) 

guided interviews with Directors and educators; (iv) practitioner-generated video clips of 

movement experiences as stimuli for small group discussions with educators; and (v) collection 

of supplementary data such as curriculum programs and daily routines. Combined, these data 

sources, as described below, were able to provide a detailed account of the movement 

curriculum provided for, and experienced by, preschool-aged children in early childhood 

settings.  

Environmental Mapping of the Outdoor Play Space 

When using descriptive observations as a data collection tool, context maps to illustrate the 

physical milieu of the setting are often sketched (Lankshear & Knobel, 2004; Lincoln & Guba, 

1985). Therefore, prior to beginning data collection, an initial visit at each case study site was 

conducted to develop an environmental map of the outdoor play space for providing important 

contextual detail for each early childhood service. The environmental map accurately 

illustrated the entire outdoor play area including fixed equipment (e.g., climbing structures, 

sand pit, bark pit); pathways; natural features; and built structures (e.g., verandah, storage 

shed). The outdoor play spaces that would more likely promote physically active play were 

named and numbered on the map to be used as a focus for scanning and recording observations 

on children’s activity in that area. This procedure, including an example of an environmental 

map from a pilot study site, is further explained later in the chapter when the preliminary phase 

of data collection is outlined.    

The environmental map was used as a blueprint to record the type and location of outdoor 

equipment provided on each day of observation during the data collection period. Prior to the 

first observation cycle on each day, all resources were drawn on the map, including both the 

provisions that would encourage physical activity (e.g., balls, hoops, climbing frames) and 

those that would not (e.g., puzzles, books). Any changes to equipment or opportunities 

available during the outdoor play period were also recorded on the map within the observation 

cycle in which this occurred. For example, if tricycles were packed away prior to the end of 

the outdoor play period, they were removed from the environmental map for the following 

observations. Conversely, if new equipment was added into the environment, this was also 

recorded for all subsequent observations.  
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Descriptive Observations  

The descriptive observations in this research were used to gather data on children’s 

participation in physically active experiences, educators’ roles during outdoor play, and group 

active experiences and transition times. When investigating education settings and curriculum, 

two data collection contexts can apply. The first context is collecting data as it is naturally 

occurring, the second involves data collection during contrived situations or events that ensure 

the phenomenon under investigation will occur (Lankshear & Knobel, 2004). To gain an 

understanding of early childhood educators’ curriculum planning and implementation, as well 

as children’s participation in physically active experiences, a naturalistic approach was taken. 

As naturalistic data collection methods are embedded in practice, they also provide a greater 

potential to influence future practice based on the results of the study.  

The naturalistic data collection in this study was in the form of descriptive observations. 

Descriptive observations involve watching people going about their daily lives and can 

generate richly detailed accounts of practices in a contextualised environment (Lankshear & 

Knobel, 2004). The daily life under investigation in this research involves both what the 

educators do during outdoor play and the activity choices of the children in regard to physically 

active play and movement experiences. As direct observation involves neither manipulation 

nor stimulation of the behaviour under investigation (Punch, 1999), it is an appropriate method 

for collecting data on natural interactions in the environment, such as the environment provided 

for promoting physically active play and movement experiences.   

In using descriptive observations, this study was able to capture slices of life (Lankshear & 

Knobel, 2004) within the early childhood service to provide an evidential base from which to 

understand the research questions. Using this type of observation method enabled a range of 

data to be gathered to assist in the analysis of the research questions regarding the types of 

physically active play and movement opportunities provided in early childhood services; the 

role/s early childhood educators enact during outdoor free play; and the nature of children’s 

physically active experiences during outdoor free play. The descriptive observations employed 

in this research included two methods: (i) focussed observations of children’s outdoor play and 

educator roles during the outdoor play period; and (ii) narrative observations of group active 

experiences and transition times.  
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Focussed observations of children’s outdoor play and educator roles.  

Based on Kyttä’s (2002, 2004) theoretical concept of the Fields of Action, the focussed 

observations recorded two separate, but inter-related aspects: group observations of children’s 

participation in physically active play, and individual observations of the roles educators 

enacted. These observations were collected in 10-minute observation cycles for the duration of 

the outdoor play period across 10 days of data collection in each early childhood setting.  

Group observations of children’s participation in physically active play. Rather than 

focussing on target children, who may be either activity-seekers or activity-avoiders (Taggart 

& Keegan, 1997), a method of observation was developed to gather whole group observations 

that showed collective activity. This observational method allowed for a greater understanding 

of all of the children’s participation in physically active play opportunities during outdoor play 

in early childhood services, aligning with Kyttä’s (2002, 2004) Field of Free Action. Observing 

children’s activity in this way does not allow for data to be gathered on which particular 

children are being active during the observation cycles, and therefore the data cannot show 

whether the same children are being active across the observation period or if different children 

are active within each observation cycle. However, as the purpose of this observational data is 

to get a sense of how the experiences provided are being utilised by the children in the group, 

individual characteristics of children were not relevant.  

Individual observations of educators’ roles. The observation cycle also recorded the 

roles educators enacted during outdoor play, utilising the environmental map as discussed 

previously. Observations for educator roles consisted of recording the location of all educators 

on the map using a unique identifier (e.g., E1, E2, etc.), along with a predetermined 

participation code for each observation cycle (as described in the preliminary phase of data 

collection section later in this chapter). These observations enabled the building of a 

comprehensive picture of educator participation during outdoor play, across the data collection 

period. How educators interact with children during outdoor play can either promote or 

constrain physically active play, hence Kyttä’s (2002, 2004) concepts of the Field of Promoted 

Action and the Field of Constrained Action were utilised.  
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Narrative observations of group active experiences and transition times.  

To determine the nature of curriculum provisions for promoting physical activity and motor 

skill development in early childhood services, both indoor and outdoor contexts need to be 

examined. The indoor environment usually consists of long periods of passive play 

opportunities and routine times (e.g., lunchtime), with active experiences more likely to occur 

as structured group experiences (e.g., yoga, music and movement) or a transition activity. 

Narrative observations are useful for documenting incidents as the events unfold (Lankshear 

& Knobel, 2004), and therefore were utilised as the method for documenting examples of active 

play and movement experiences in the indoor environment. These narrative observations 

consisted of descriptions of child and educator behaviour, actions and language, adding to the 

data on types of movement opportunities provided as well as educators’ dispositions towards 

active play experiences. 

Guided Interviews with Directors and Educators 

In line with an interpretivist approach of seeking participants’ perspectives and insights, guided 

interviews were conducted with the Directors of the early childhood settings and the main 

educators responsible for the planning and implementation of curriculum. On a continuum of 

rigidity in questioning techniques, guided interviews, also known as semi-structured, are a 

middle ground between structured and unstructured methods (Berg, 2009; Punch, 1999). While 

structured interviews, such as questionnaires, have no flexibility for respondents to deviate 

from the provided questions, guided interviews allow the researcher and the respondents 

latitude to ask additional questions and clarify responses during the interview process (Bell, 

2006). Guided interviews can therefore provide detailed responses that enable a deeper 

understanding of the individual’s construction of reality and perceptions about the phenomenon 

at the core of the research (Bryman, 2008; Punch, 1999).   

While these questions are usually asked in a systematic and consistent order for each interview, 

there is freedom for respondents to elaborate and discuss aspects of the topic that are important 

to them (Bell, 2006; Berg, 2009). Depending on the research topic, the framework would 

usually include questions about experiences, knowledge, and opinions and values (Berg, 2009). 

These types of questions were taken into consideration when designing the interview guide for 

this research, and were developed around four broad themes, specifically: 
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(i) the context of the educator: including professional background, personal participation 

in  physical activity, and professional development opportunities related to movement 

curriculum; 

(ii) the planning and implementation of the movement curriculum: including current 

practice for providing movement experiences, guiding influences on approach to 

providing movement experiences, and the educator role in providing and participating 

in movement experiences; 

(iii) the perceived benefits of providing movement experiences for children: including 

identification of, and planning for, specific outcomes and educational benefits of 

participation in movement experiences; and 

(iv) for Directors only, policies and resources for movement experiences: including policies 

that may incorporate or impact on the provision of movement experiences and 

allocation of funds for equipment that promotes physical activity.  

Bourdieu’s (1980, 1990) theoretical constructs of field, habitus and capital also guided the 

types of questions included in the interview guide. For example, to draw out information about 

an educator’s experiences with physical activity, and what shapes their habitus and disposition 

towards such activity, questions were asked regarding their personal background of 

participation in physically active experiences. Similarly, to determine the educational capital 

an educator holds, questions regarding training opportunities and teaching qualifications were 

also included. Using Bourdieu’s constructs to design the interview questions ensured 

information was elicited from respondents that would assist in answering Research Question 

1, the factors that are perceived to influence educators’ planning and provision of physically 

active play experiences. The interviews were also designed to provide additional data on the 

types of movement opportunities provided and the perceived role of the educator during these 

experiences. This information was collected to complement the observational data on 

provisions and educators’ participation in outdoor play. The full list of guided interview 

questions is included as Appendix 5.     

Small Group Discussions with Educators 

As the observation of resources made available to children was limited to two periods of five 

days, educators were asked to collect additional data to provide a more comprehensive picture 

of the types of movement experiences children were exposed to at their early childhood setting. 
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These data were collected using practitioner-generated evidence (Stephen, 2010) utilising a 

technique developed by Fenech, Sumsion and Shepherd (2010). In their study, early childhood 

educators were asked to compile a short video illustrating what they felt demonstrated quality 

in their early childhood centre. Similarly, in the present study, a video camera was left at the 

early childhood setting after the first observational period and the educators were invited to 

prepare video vignettes of what they deemed to be typical experiences offered in the movement 

curriculum. These video snippets were then used as the basis for the small group discussions 

by categorising them into structured experiences (e.g., planned group time), unstructured 

experiences (e.g., free play experience), and those that showed educators participating in the 

movement experiences.  

Categorising the video clips in this way focussed the small group discussion on different 

aspects of the movement curriculum while still allowing a degree of freedom in the 

conversation for educators to share information they deemed relevant. The small group 

discussion began with the researcher asking about the types of movement experiences the 

educators had captured. The discussion continued using a selection of video clips to elicit 

further information about the philosophy behind providing such experiences, and beliefs 

regarding the role of the educator within these experiences. These data provided important 

insights into what was valued as movement experiences for preschool-aged children and why 

the movement curriculum is planned and implemented in a particular way in a particular 

setting.  

Supplementary Data 

During the period of observation in each case study site, supplementary forms of data were 

necessary for gathering contextual details and information that would provide a more holistic 

picture of how movement experiences are provided for, and experienced by, preschool-aged 

children in early childhood settings. The supplementary sources of data collected included: 

 daily routine showing scheduled periods of indoor/outdoor play 

 daily attendance of children (number of boys/girls) 

 daily programming and evaluations  

 children’s portfolios 
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Data Collection - Preliminary Phase 

Qualitative research is often criticised for being subjective in that too much emphasis is placed 

on the researcher’s view of what is significant (Bryman, 2008). Transparency of procedures 

for data collection and analysis can assist in addressing this concern. This transparency is partly 

achieved here through outlining the preliminary phase of data collection, which includes 

developing coding protocols for physically active play and educator participation, as well as 

piloting the procedures for undertaking the focussed observations and the guided interview 

questions. Clearly illustrating the rationale for the choices made in carrying out the research 

ensures issues of qualitative rigour have been considered.  

Coding Protocols 

Developing protocols for coding was a necessary preliminary step to ensure data collection and 

analysis across the case study sites were consistently applied. The coding protocols developed 

prior to collecting data included (i) defining physically active play for the purpose of collecting 

observational data on children’s activity, and (ii) categorising educator participation to assist 

in timely recording of the various behaviours educators exhibit during the outdoor play period.  

Defining physically active play.  

As discussed in the literature review, this research broadens the definition of physically active 

play by moving beyond a focus on moderate-to-vigorous physical activity (MVPA) to include 

activities that would be classified as low or moderately active in nature. By including types of 

low intensity activities as active play, this research acknowledges the significance of 

developing motor skills as an important part of increasing children’s enjoyment of, and 

participation in more vigorous physical activity. This approach is in line with the focus on 

developing FMS in preschool-aged children and recognises that developing and refining motor 

skills for children to become more competent movers is not necessarily performed during 

MVPA. For example, a child walking along a narrow balance ring is engaging in a low intensity 

activity (as shown in Figure 4.1), that involves developing, practising and mastering dynamic 

balance skills. Stability skills, such as dynamic balance, are essential components for 

confidently participating in a range of more physically demanding games and sports (Gallahue 

& Cleland Donnelly, 2003) and are therefore an important component of physically active play.  
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Figure 4.1. Example of developing stability skills within a low intensity activity 

Heft’s preliminary functional taxonomy of children’s outdoor environments provided the 

theoretical basis for developing a Taxonomy of Potential Affordances for Motoric Activity 

(Table 3.2), as explained in Chapter 3. This taxonomy includes both FMS appropriate for 

preschool-aged children as identified by NSW Health (e.g., affordances for jumping, running 

and catching) and a range of general gross motor activities commonly observed for the age 

group within early childhood settings (e.g., affordances for climbing and riding). This 

taxonomy was used as the basis for identifying instances of active play during data collection 

for the focussed observations of children’s outdoor play and the narrative observations of 

indoor active experiences and transition times.  

Categorising educator participation.  

Gathering educator participation data was important for this research as the literature review 

showed studies conducted on teacher practice typically used self-reporting data collection 

methods rather than direct observation. Self-reporting methods of data collection convey 

reported practices rather than ascertain actual practices (Sellers et al., 2005; Wolfenden et al., 

2011), which is of concern in determining the role educators play during outdoor play periods. 

Observational methods such as the one used in this research allowed the gathering of real-time 

data from a live situation, thereby providing the necessary data for analysis (Cohen & Manion, 

1994). 

The educator participation codes were derived from studies that utilised a coding system to 

observe educator behaviour in early childhood settings while children were engaged in 

dramatic play (Creaser, 1989), using new technology (Stephen, 2010), and during outdoor play 

(Davies, 1997). While these studies did not specifically focus on physically active play, 

commonalities in educator behaviour were evident when comparing and categorising the 
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coding systems across the studies. Based on these coding systems for educator behaviour, six 

educator participation codes were identified and used during data collection. By using 

predetermined educator codes, documentation of the role each educator exhibited during the 

outdoor play observation period could be recorded immediately during each cycle of focussed 

observation. The relationship between the codes developed by Creaser (1989), Davies (1997) 

and Stephen (2010) and the educator codes used in this research is shown in Table 4.2.  

Table 4.2.  

Educator Participation Codes 

Participation 

Category & Code 
Explanation and Examples    Coding from the literature 

Supervising (SV) 

 

 

Present in the area and watching the 

children with no interaction.  

Example: Observing children play with 

no verbal or physical interaction 

   Present - no involvement (Davies)  

 

Managing the 

Environment (EM) 

 

Organising equipment and resources.  

Example: Setting up and packing away 

equipment and resources 

   Pack away or offering resources (Creaser) 

   Management of environment (Davies)   

Managing Behaviour 

(BM) 

 

Overseeing children’s care and 

behaviour.  

Example: Resolving conflicts; assisting 

children to follow rules 

   Giving directions/rules (Creaser) 

   Care/behaviour management (Davies) 

 

Interacting With 

children (IW) 

 

 

Talking with children in a general 

manner, unrelated to their activity or 

playing with children in non-active 

experiences.  

Example: General conversation with 

active and non-active children; joining 

in children’s non-active play 

   Conversing/questioning (Creaser) 

   Verbal comment (Davies) 

Supporting 

development of 

motor skills (SP) 

 

 

Assisting children, either physically or 

verbally, in developing a movement 

skill.  

Example: Giving verbal instructions or 

physical assistance to improve 

movement skill; demonstrating a 

movement skill 

   Suggesting solutions (Creaser) 

   Verbal comment or physical help in      

   play/supports play (Davies) 

   Instructing/demonstrating/supporting/      

   providing feedback (Stephen) 

 

Playing with children 

in active experiences 

(PW)  

 

Engaging in active play or movement 

experiences with children.  

Example: Joining in children’s active 

play and games 

   Playing with/role taking (Creaser)  

   Plays with (Davies) 

   Enjoying (Stephen) 
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Piloting Procedures  

For observational methods to be effective, careful planning and piloting of procedures is 

essential (Bell, 2006). For this research, the observational procedures were piloted over two 

days at a local preschool that was not involved in the study. A pilot interview was also trialled 

prior to the data collection phase to ensure relevant data were gathered in the context of the 

research questions  (Bell, 2006; Berg, 2009).  

Focussed observations.  

Before observations began, an environmental map of the outdoor play space was drawn and 

play space areas numbered. Figure 4.2 illustrates the original blueprint map and numbered play 

space areas for the pilot study site.  

 

Figure 4.2. Blueprint environmental map of pilot study site with five numbered play areas 

The play areas on the map in Figure 4.2 are the sandpit (Area 1); undercover verandah (Area 

2); open grass space (Area 3); bicycle track (Area 4) and the soft-fall area (Area 5). Numbering 
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the play areas assisted with the organisation of the written observations as the children’s play 

was then recorded against the numbered play space on the observation schedule.  

A series of procedures for observing and recording were then trialled to determine the most 

efficient way of capturing the children’s play and educator roles. Appendix 6 tables each of 

these trials and identifies the issues and concerns for each observation procedure. Some of the 

piloted observations used a scan sampling approach where all behaviours for the entire group 

were recorded (Bryman, 2008). This proved to be time consuming and yielded unnecessary 

information on those children who were located in a passive play space (such as Area 1 and 

Area 2 on the map in Figure 4.2) and who were not engaging in active play. A more appropriate 

method was developed to use a targeted scan of play spaces that promoted physically active 

play in order to focus the observations to children’s active play opportunities.  

As a result of piloting, a final procedure was trialled prior to becoming the observation protocol 

for data collection at the case study sites. Improvements to the observation procedure included: 

(i) numbering only those play spaces on the environmental map that encouraged physical 

activity to allow for a more focussed documentation of children’s participation; (ii) recording 

all educators’ locations and participation codes, but only recording additional details if the 

educator was in an active play area; (iii) using a 10-minute observation and recording cycle to 

allow sufficient time for documentation while reducing observer fatigue; and (iv) beginning 

the focussed observations 5 minutes after the start of the outdoor play period to allow children 

time to choose which resources they would play with.   

The final protocol for each 10-minute observation and recording cycle consisted of: 

(i) date and time stamping the map for that observation cycle; 

(ii) systematically scanning and photographing the active play areas, and additional 

unspecified spaces, such as pathways, where children were observed as being physically 

active;  

(iii) documenting changes in resources/opportunities for active play on the map (for example 

if a particular resource was added or packed away during the outdoor play period);   

(iv) documenting educators’ locations on the environmental map, along with their 

participation codes;  
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(v) documenting children’s activity within the active play spaces using photographs as a 

visual stimulus for what was observed, including who was present (number of boys and 

girls), what they were doing and what was said during their play; and  

(vi) documenting what the educator was doing and saying if in an active play area.  

This 10-minute cycle of observation was repeated for the whole of the outdoor play period, 

generating a series of “snapshots” of children’s play that included what children chose to do 

within the active play opportunities made available to them, and what additional active play 

opportunities they created themselves.  

Figure 4.3 provides an example of observation documentation using the environmental map 

during one “snapshot” at the pilot study site. The map includes numbering of active play spaces 

only (Grass Area - 1, Bicycle Track – 2, Soft-Fall Area – 3), all resources available (including 

active resources such as balance beams and balls, and non-active resources such as books and 

puzzles), and the educator locations and participation codes for that particular observation 

cycle. The map shows there were two educators, E2 and E3, outside during this observation 

cycle. One educator (E3) was located in the sandpit and was coded IW for Interacting With. 

As this was a non-active play area, no additional written observations were recorded about the 

educator. The other educator (E2) was in Active Play Area 1 (Grass Area) and was coded SV 

for Supervising. Additional details were recorded for this educator: the educator was sitting on 

the balance beam, there were no children in the immediate area, and the educator was watching 

children play in other areas of the outdoor environment.   
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Figure 4.3. Example of observation cycle using environmental map to record data 

Guided interview questions. 

Guided interviews involve the researcher developing a predetermined framework of questions 

to ensure all topics considered important for the research are incorporated into the conversation. 

The pilot interview was held with a Director of a local long day care centre who was not 

participating in the study. The questions, responses and purpose of the study were 

collaboratively discussed with this Director and the interview guide for the data collection 

phase was finalised.  

Data Collection Procedures 

When considering data collection for research, it is important to not only consider what data 

sources would most appropriately gather the kinds of information required to answer the 

research questions, but also the sequence of collecting the various components of the data set 

(Punch, 1999). The schedule of data collection for each of the data sources is shown in Table 

4.3, including the initial site visit (pre-Week 1), and the two periods of data collection (Week 

1 and Week 2). The timing of data collection is indicated by the shaded boxes. The practitioner-

generated video clips used for the small group discussions were collected by educators in the 

interim weeks between the two data collection periods, but this is not indicated in Table 4.3. 

The schedule of data collection as described here allowed data to be gathered across the early 

childhood day by a single researcher without foregoing any opportunity to capture the breadth 
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of physically active play opportunities and movement experiences offered to the children in 

both the indoor and outdoor environment.  

Table 4.3.  

Schedule of Data Collection  

  Week 1 Week 2 

Data Source 

Initial 

Visit 

Day 

1 

Day 

2 

Day 

3 

Day 

4 

Day 

5 

Day 

6 

Day 

7 

Day 

8 

Day 

9 

Day 

10 

Environmental Mapping            

Focussed Observations             

Narrative Observations             

Guided Interviews             

Small Group Discussion            

Supplementary Data Sources 

 

 

          

The sequence of data collection for this research included an initial site visit at each early 

childhood setting prior to the data collection period. As discussed previously, the purpose of 

this initial visit was for the researcher to introduce herself to the staff involved and to prepare 

the environmental map of the outdoor play space in preparation for data collection. Multiple 

photocopies of the site map were taken to each early childhood service for the data collection 

period as they were required for recording resources available and educator locations and 

participation codes in each observational cycle during the outdoor play period.  

The observational data collection component was undertaken in two separate time periods to 

ensure a more accurate portrayal of the planning and implementation of the movement 

curriculum. Each early childhood service was visited for a total of 10 days, from 9.00am - 

3.00pm every day for one full working week in each of two data collection periods. On the first 

day of data collection, a copy of the early childhood service daily routine was acquired, 

showing the allocated periods for outdoor play, indoor play, meal times, and structured group 

times. The schedule of daily data collection at each early childhood service was dependant on 

these routine times and consisted of the following: 
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Focussed Observations of Children’s Outdoor Play and Educator Roles 

The duration of outdoor play varied between centres and thus the number of observation cycles 

documented also varied. Table 4.4 shows the scheduled daily outdoor play periods for each 

case study site.  The scheduled outdoor play period was for the summer routine at all case study 

sites and was not always strictly adhered to. Apple Tree Children’s Centre began the day with 

outdoor play when the centre opened at 8.00am, however few children were in attendance at 

this time. Therefore, observations were taken between 9.00am and 3.00pm to be in line with 

the other case study sites.   

Table 4.4.  

Scheduled Outdoor Play Periods 

Case Study Site Outdoor Play Periods Total Time/Day 

Waratah Pre-Preparatory School 11.45am-12.45pm and 2.30pm-3.00pm 1 hour 30 mins 

Apple Tree Children’s Centre 8.00am-11.00am 3 hours 

Corella Preschool 11.15am-12.30pm and 2.20pm-3.00pm 1hr 55 mins 

Narrative Observations of Group Active Experiences and Transition Times  

When physically active play occurred during indoor play, structured group times (e.g., yoga, 

action songs), or transition times, the researcher documented the activity in the form of a 

narrative observation. The narrative observation was a running record of what was occurring, 

who was participating, and if related to the activity, what was said. As with outdoor play 

periods, the scheduled times for indoor play and structured group times also varied between 

case study sites and were flexible. Table 4.5 shows the approximate timing of these periods 

within the day.  

Table 4.5.  

Scheduled Indoor Play Periods and Group Times 

Case Study Site Indoor Play       Group Times 

Waratah Pre-Preparatory School 8.45-10.15am 10.15am-11.15am; 12.45pm-1.25pm; 1.45pm-2.30pm 

Apple Tree Children’s Centre 11.30-1.40pm 11.00-11.30am; 1.40-2.10pm; 2.10-2.45pm 

Corella Preschool 9.00-11.00am 12.30-1.15pm 
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Guided Interviews with Directors and Educators, and Small Group Discussions 

To minimise distortion of practice, some observational data were collected prior to conducting 

the guided interviews, to diminish participant reactive effects to the research focus (Bryman, 

2008) and ensure authentic practices were observed. Therefore, the interviews were scheduled 

near the end of the first observation week after the researcher had been immersed in the early 

childhood service for at least three days. This also enabled a researcher-participant rapport to 

be developed prior to the interview process to ensure the respondent was comfortable in sharing 

personal information, and allowed the researcher to use informal observations of the 

environment and planning of movement experiences to prompt the participant and expand 

responses if required. The guided interviews and small group discussions were conducted at a 

time convenient to the participants. These times included during the children’s rest period, 

during the participants’ meal break, or after 3.00pm when other forms of data collection had 

ceased for the day.  

The interviews were of approximately 45-60 minutes duration and were conducted with 

multiple participants in each case study site. Table 4.6 illustrates how many interviews were 

conducted at each site and with whom. 

Table 4.6.  

Interviews Conducted at each Case Study Site 

Case Study Site Interview Participants 

Waratah Pre-Preparatory School Director (teaching role), and two educators 

Apple Tree Children’s Centre Director (non-teaching role), Preschool Coordinator (non-teaching role),   

two educators in 3-4 year old room, and three educators in 4-5 year old room 

Corella Preschool Director (teaching role), and three educators 

During the interim time between the two one-week observation periods, the educators at each 

early childhood service were asked to collect practitioner-generated video clips of movement 

experiences. These video clips were downloaded and categorised during non-observation time 

at the beginning of the second observation period. Small group discussions, where participants 

were asked to reflect and elaborate on the events depicted in the video excerpts, were then 

conducted on site near the end of the second observation week, at a time when most participants 

could attend, again usually during a lunch break or at the end of the day.  
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Supplementary Data 

Supplementary data included the attendance records of children, noting the number of boys 

and girls in attendance that day, evidence of movement experiences/motor development in 

children’s portfolios, and educator evaluations of the daily program. These sources of data were 

available within the early childhood room so the researcher was constantly aware of the 

activities of the children and ready to document any physically active experiences when they 

occurred.  

Data Analysis 

The data collection methods used in this research yielded a large, and varied data set that 

required the application of an overarching analytic strategy to focus the data and best answer 

each of the research questions. Accordingly, Yin’s (2011) Five-Phased Cycle of qualitative 

data analysis was used. The Five-Phased Cycle includes the processes of (i) compiling the data; 

(ii) disassembling the data; (iii) reassembling the data; (iv) interpreting the data; and (v) 

drawing conclusions. Adopting this approach to qualitative analysis supports analytic rigour 

by promoting accuracy and thorough analysis of the data (Yin, 2011).  

Phase I - Compiling the Data 

The first phase of Yin’s (2011) Five-Phased Cycle involves data management through 

compiling data into appropriate databases. The systematic organisation of data ensures the data 

is of high quality, easily accessible and less likely to be overlooked in the analysis process 

(Bryman, 2008; Huberman & Miles, 1994). Effective organisation of databases also assists the 

researcher to engage in “meeting data” (Richards, 2009, p. 75), the process of becoming 

familiar with the data set through reading, re-reading, and reflecting as the beginning of the 

formal analysis process (Yin, 2011). 

In this study, three databases were created to differentiate between each case study site. Within 

each database, data were further organised into three files to facilitate efficient and effective 

data analysis:  

(i) Interview Data – this file contained the transcribed interviews for each educator as well 

as the small group discussion;  
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(ii) Observational Data – this file was organised into observation days i.e., Day 1 through 

to Day 10 data. Within each observation day, data were distinguished between 

anecdotal records of active experiences, photographs, and outdoor play observations. 

The outdoor play observations were further delineated to each “snapshot” observation 

based on time of collection, and contained both the environmental map and 

corresponding observational notes; and  

(iii) Supplementary Documentation – all additional early childhood service documentation, 

for example daily routines and children’s portfolio entries, were stored in this file.  

Phase II and III - Disassembling and Reassembling the Data  

The second and third phases of data analysis required the data to be disassembled into smaller 

fragments then reassembled into categories of similar fragments (Yin, 2011). The process of 

disassembling the data, or data reduction phase (Huberman & Miles, 1994), consisted of coding 

the data by methodically organising data into alike categories. The purpose of qualitative 

coding is “to gather all material about a case, from different sources, [in order to] apply the 

information about that person or site … and compare cases on their attitudes, experiences, etc.” 

(Richards, 2009, p. 95). In this research, various coding techniques were employed depending 

on the data set and intention of the analysis. For example, interview transcripts were initially 

coded using pre-determined categories to examine centre-based and individual characteristics 

that may have impacted the planning and implementation of the movement curriculum. 

Observational data were coded in a way that enabled a determination of how many children 

were engaged in active play in any one observational period. Coding the data in the same way 

across all three case study sites allowed for a cross-case synthesis, in order to highlight 

similarities and differences between each early childhood service.  

Reassembling the data, or data display phase, involved manipulating the coded data into “a 

reduced set of data as a basis for thinking about its meaning” (Huberman & Miles, 1994, p. 

429). Reassembling the data in this research took the form of matrices, visual displays (e.g., 

bar graphs), and tabulating frequencies. Matrices are typically a table of rows and columns that 

have been allocated a specific dimension of the data. The cells of the matrix are then used to 

organise items relevant to the intersection of these dimensions (Yin, 2011). For example, 

reassembling data using a matrix was useful for drawing together a range of data sets, creating 
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an overall daily record of the resources provided outdoors, the children’s engagement with 

these resources, and the role of the educator during outdoor play.    

To enable the interpretation of the data, each data source in this research required a unique 

process for disassembling and reassembling the data. As such, the processes undertaken to 

analyse these data sources are discussed in turn.  

Interviews and small group discussions. 

Drawing on the conceptual framework of Bourdieu (1980) and the related concepts of field, 

habitus and capital, the researcher read the participant interviews and small group discussion 

transcripts and synthesised these data into related themes. Initial or primary coding was based 

on two categories that represented the influences of the centre (i.e., the field) and individual 

educators (i.e., habitus and capital). As the interview questions were devised around eliciting 

these data, topic coding based on pre-selected labels (Richards, 2009) was applied to each of 

the primary categories, as shown in Figure 4.4.   

 

Figure 4.4. Topic codes for analysis of transcripts 

Each transcript was transferred to a table format, with two additional columns – one column 

for individual characteristics, the other for centre-based characteristics. Figure 4.5 shows two 

excerpts from a coded transcript for Annie, a participant from Waratah Pre-Prep. 
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Figure 4.5. Example of coding process for transcripts 

As shown in Figure 4.5, each topic code was assigned a colour and information relating to the 

topic area was highlighted accordingly within the transcript. The process of “coding on” 

(Richards, 2009) was then conducted by the researcher, which involved revisiting the coded 

data to elucidate broad themes and further develop ideas. These broad themes and ideas were 

recorded in the appropriate column based on whether they were an individual characteristic or 

a centre-based characteristic. Reading and re-reading the coded data, a series of more specific 

themes emerged. Both the broad and specific themes acted as organising headings for the 

presentation of the results. For example, within individual characteristics, a broad theme of 

Habitus Embodied reflects the roles an educator espouses to undertake to promote physical 

activity and movement. Across all educator interview data, five identified roles became 

apparent, such as being an advocate for physical activity and movement in early childhood 

services or being a participant in children’s active play as identified for Sally from Apple Tree 

Children’s Services. Within centre-based characteristics, a broad theme of Philosophical 

Beliefs, Values and Practices emerged. More specific themes for each case study site then 

became evident, such as the themes of connecting with nature, and risk-taking in play from the 

data for Corella Preschool.  

Supplementary data sources, such as parent handbooks and centre websites, were used to 

provide further evidence of the themes identified within the transcripts, particularly to provide 
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a more detailed account of the centre-based characteristics, or the field in which the educators 

were operating.   

Descriptive Observations and Environmental Maps.  

The data derived from the descriptive observations (focussed “snapshot” observations and 

narrative observations) and the environmental maps yielded a varied data set that required 

multiple methods of analysis. To make sense of the data and determine the Field of Action 

(Kyttä, 2004) in terms of the movement curriculum provided for, and experienced by children 

in early childhood services, the data were reassembled in a range of ways. Initially, a daily 

record of outdoor play was developed using both the “snapshot” observations and the 

environmental maps to record the types of affordances provided, the children’s participation in 

these affordances, and the educator role. Figure 4.6 shows an extract of a daily record from 

Apple Tree Children’s Centre.  

 

Figure 4.6. Extract of daily record from observational and mapping data  

Using Figure 4.6 as an example, the analysis process undertaken to complete a daily record 

matrix for each day of data collection will be explained. Two dimensions of data (i.e., the time 

of the observation cycle and the resources available during the observation day) were derived 

from the environmental maps. If a resource was unavailable for a particular observation cycle, 

the intersection of these dimensions was shaded. For example, in Figure 4.6 the movable 

climbing equipment was unavailable at 9.00am and 9.10am. The environmental maps were 

also analysed to record educator involvement during outdoor play – labelled as column ‘E’ on 

the daily record. The coding utilised for educator participation has been explained in this 

chapter under Coding Protocols (pp 114-116), however as an example, Figure 4.6 shows that 
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during the observation cycle at 9.00am, the individual educator assigned the code 1E2 (for data 

collection purposes) was observed supervising (SV) at the spiderweb resource.             

The next phase of reassembling data into the daily record matrix involved the analysis of the 

outdoor play “snapshot” observations. Each descriptive observation recorded in a “snapshot” 

observation cycle was reviewed to calculate and record i) how many children were present at 

the resource (column CP), and (ii) how many of the children present were engaged in physically 

active play (column CA). To analyse the data for instances of children engaged in physically 

active play, the definition discussed in this chapter under Coding Protocols (pp 113-114) was 

utilised. For example, Figure 4.6 illustrates that at 9.10am, 4 boys (4B) and 1 girl (1G) were 

present at the spiderweb. Whilst the gender of the children observed was recorded at the time 

of data collection, in reporting findings, child gender was determined to be outside the scope 

of the research questions and not considered in the analyses.   

These daily record matrices were then reassembled into other forms of data displays depending 

on the focus of analysis. In order to examine the role individual educators undertook during 

outdoor play, a matrix of their participation within each of the coded roles (e.g., supervising, 

managing behaviour) was developed, allowing for interpretation of educator practice on an 

individual level. In order to provide an overall account of the outdoor play period, including 

the provision of resources, children’s participation in active play, and the role of the educators 

at a centre-based level, the data from each daily record matrix was combined into a Summary 

Analysis of Outdoor Play Observations. Figure 4.7 shows an extract from one such summary 

for discussion purposes – the full summary analyses for each case study site are provided as 

Appendix 7 for Waratah Pre-Prep, Appendix 8 for Apple Tree Children’s Centre, and Appendix 

9 for Corella Preschool.   

 

Figure 4.7. Extract of summary analysis of outdoor play observations 
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In the complete Summary Analysis of Outdoor Play Observations for each case study site, all 

of the resources provided during the 10 days of data collection are listed with corresponding 

observational data. These observational data, as presented in Figure 4.7, are (i) the daily total 

for the number of observation cycles when a resource was available (# Ob Cycs); (ii) the daily 

total for the number of children present at the resource (CP); (iii) the daily total number for the 

number of children recorded as active at the resource (CA); (iv) the daily total for the number 

of educators recorded as present at the resource (EP); and (v) the number of observation  times 

that a particular educator role was recorded at the resource (ER). To illustrate, on Day 1, a total 

of 15 “snapshot” observation cycles were completed, of which the Stick Horses were available 

for six observations. Across these six observations, eight children were recorded as present, 

eight children were recorded as active, an educator was recorded as being present at the 

resource twice, and the role undertaken by the educator within these observations was playing 

with children in active play (PW).  

The daily totals were then combined to generate an overall sum for the 10 days of data 

collection for each resource. These overall summed figures were then recorded on the 

Summary Analysis of Outdoor Play Observations, as shown in Figure 4.8. 

 

 

Figure 4.8. Extract of 10-day data collection totals for one resource 

From this data, it was possible to calculate and record which resources were most and least 

utilised by the children – expressed on the summary analysis matrix in Figure 4.8 as the number 

of children active per observation cycle (#CA per Ob Cyc). This figure was calculated for each 

resource by dividing the total number of active children by the number of observation cycles 

the resource was available. From the sample provided in Figure 4.8, the fixed climbing 
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structure was available for a total of 111 observation cycles, and 140 children were recorded 

as active with this resource, equating to 1.3 children actively using the resource per observation 

cycle.    

For other focus areas of analysis, the process of reassembling data required the analysis of 

additional data sources to present an accurate interpretation of the data. This was the case when 

analysing data for the types of affordances provided at each case study site. The resources 

provided in outdoor play were already identified in the process of developing the Summary 

Analysis of Outdoor Play Observations. However, to represent all affordances provided 

throughout the day, data from the narrative observations of active experiences implemented as 

part of indoor play, group times and transition periods were added to the analysis and 

reassembling process.      

The list of resources and active experiences generated from the analysis was then re-categorised 

into motoric activity, by applying the Taxonomy of Potential Affordances outlined in Chapter 

3 (Table 3.2). This analysis enabled an interpretation of the data that provided a picture of 

which motor skills were being encouraged and how they were being catered for. The taxonomy 

included categories of affordances that promote FMS, grouped as locomotor, manipulative or 

stability skills, and affordances that promote general gross motor activity (including general 

gross motor skills such as climbing and riding as well as physical activity that promotes general 

aerobic fitness or muscle strength). The categories were assigned a code that was added to the 

list of outdoor play resources identified on the Summary Analysis of Outdoor Play 

Observations. As was previously shown in Figure 4.7, the push/pull toys are coded with ‘GM’, 

representing a resource that encourages general gross motor activity. Additionally, the stick 

horses are coded as ‘L’ for the FMS of locomotor skills, and the bucket stilts ‘S’ for stability. 

Those resources categorised as affording manipulative skills were coded with an ‘M’.       

To illustrate this analysis process, the provision of a soccer ball and rebound net was 

categorised and recorded under the FMS affordance of manipulative skills as it encourages the 

skill of kicking. Some active experiences, such as an action song performed in a group time 

could be categorised under more than one affordance, depending on what the children were 

required to do throughout the experience. For example, if the song required the children to 



Page | 137  

 

jump or hop, the experience was recorded as an affordance for locomotor skills while one that 

included balancing on one leg was categorised as promoting stability skills.   

Finally, data from the daily record matrices and Summary Analysis of Outdoor Play 

Observations were manipulated and reassembled to summarise children’s participation in 

active play for each case study site. The summary analysis provided data for the number of 

children in attendance each day (# Chn), the number of observation cycles that were completed 

each day (# Ob Cycles), and the summed number of children identified as engaged in active 

play across all observation cycles on each day (Total # Active Chn). From these data, 

calculations were made to determine the average number of active children per observation 

cycle (Active Chn per Ob Cycle – Daily Avg) by dividing the Total # Active Chn by # Ob 

Cycles. The range (minimum and maximum) of active children was identified from the 

individual observation cycles on the daily records. Finally, an overall daily average of the 

proportion of active children to the total number of children present was calculated (Daily Avg 

% of Active Chn per Ob Cycle) by dividing the daily average of active children by the number 

of children in attendance and multiplying by 100 to convert to a percentage.  

Table 4.7.  

Example of summary table of children’s participation in active play 

Day # Chn  
# Ob 

Cycles 

Total # 

Active Chn 

Active Chn per Ob Cycle  

Daily Avg  (min & max) 

Daily Avg % of 

Active Chn per Ob Cycle 

1 22 7 43 6.1 (2 – 11) 27.7% 

2 28 6 53 8.8 (6 – 15) 31.4% 

 

In the above example, Table 4.7 shows that on Day 1 of data collection, 22 children were in 

attendance, and 7 observation cycles were completed. Across all seven observations cycles, the 

total number of children observed to engage in active play was 43. Dividing this number by 

the number of observation cycles (43÷7) gave a daily average of 6.1 active children per 

observation cycle. The daily records showed the minimum number of children coded as active 

during any one observation cycle was two and the maximum number was 11. This figure is 

equivalent to an average of 27.7% of children being active during each observation cycle 

(calculated by 6.1 ÷ 22 x 100).   
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Phase IV and V - Interpreting the Data and Drawing Conclusions 

Following the reassembling phase, the data must then be interpreted as per the next phase of 

Yin’s (2011) Five-Phased Cycle. The interpretative phase enables the creation of a new 

narrative, and in this research a case-based approach was utilised to “retain the integrity of the 

entire case” (Yin, 2014, p. 196). Therefore each case study site is interpreted as a whole and 

presented as an individual results chapter.   

The presentation of results was shaped by the theoretical propositions outlined in Chapter 3, 

namely Bourdieu’s (1980, 1990) Theory of Practice (the constructs of Field, Habitus, and 

Capital) and Kyttä’s (2002, 2004) Fields of Action (Fields of Promoted, Free, and Constrained 

Action). Using theory in this way assisted in defining analytic priorities and guided the 

interpretation of the data to provide an accurate description of the phenomena under 

investigation. Presenting the results as descriptive case studies moved “the interpretation away 

from researcher-centric perspectives, portraying instead the people, events, and actions within 

their locally meaningful contexts” (Yin, 2011, p. 213). To ensure the interpretative phase was 

as empirically accurate as possible, the researcher returned to the raw data (written 

observations, photographs and interview transcripts) to locate specific examples to include in 

the results as evidence of a fair representation of each case.  

Phase V of Yin’s (2011) Five-Phased Cycle of qualitative data analysis involves drawing 

conclusions and capturing the broader significance of the results beyond the scope of the study. 

As the results were interpreted and presented using a case-based approach, the discussion 

allows for a cross-case synthesis to draw conclusions and make inferences from the research 

as a whole to address the research questions.  

These two final phases of Yin’s (2011) analysis process (Phase IV Interpreting the data and 

Phase V Drawing conclusions) provide the focus for the following four chapters. Interpreting 

the data is evident in the results chapters dedicated to Waratah Pre-Preparatory School (Chapter 

5), Apple Tree Children’s Centre (Chapter 6), and Corella Preschool (Chapter 7), and the phase 

of drawing conclusions is addressed in the final chapter of the thesis, Chapter 8 – Discussion 

and Conclusion.  
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WARATAH PRE-PREPARATORY SCHOOL 

Waratah Pre-Prep was a transition class located within an independent school in regional New 

South Wales. The program operated between 8.45am and 3.00pm during school terms only and 

was licensed for 28 children per day. There were three full-time staff members at Waratah Pre-

Prep – Annie (Teacher Director), Becky (Assistant Teacher) and Gabby (Teacher’s Aide). Data 

collection at this case study site occurred in October, 2011 and March, 2012.  

The Field: Philosophy, Practices and Curriculum Provisions 

The field refers to a number of institutional factors that influence the provision and 

implementation of the movement curriculum. At a centre-based level, these factors include 

philosophical beliefs, values and practices; the outdoor play space; and programming for 

physical activity and movement experiences. The data presented to address these factors were 

derived from educator interviews with Annie, Becky and Gabby; small group discussion with 

Annie and Becky; and supplementary documents (e.g., the daily routine, Parent Information 

Handbook, orientation CD, and school website).      

Philosophical Beliefs, Values and Practices 

Analysing the data for Waratah Pre-Prep revealed five themes that influence the provision and 

implementation of physically active play and movement experiences – (i) school readiness 

curriculum; (ii) school incursions, (iii) developmentally appropriate practice; (iv) indoor vs 

outdoor curriculum; and (v) acceptance of risk in play.   

School readiness curriculum. 

As Waratah Pre-Prep was part of an independent K-12 school, the school website advertised 

that the pre-prep curriculum “is based on the NSW Board of Studies syllabus” and thus aligned 

with primary school outcomes. The website also showed the philosophy of the service draws 

on early childhood best practice, valuing play as “central to children’s learning” and reiterating 

that “play is a child’s work.” The Pre-Prep curriculum statement on the website further stated 

that “programmed activities support the value of play and also provide important school 

readiness skills.” This statement demonstrates that the curriculum goals of Waratah Pre-Prep 
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align with the philosophy of learning through play, but also takes into consideration the nature 

of being a transition class with a clear purpose of developing the knowledge, skills and 

dispositions required for a successful start to primary school.  

For Annie, part of school readiness is developing social skills in outdoor play. As Annie 

explained, “there is a lot of social things that happen outside that don’t happen inside, 

necessarily … a lot of it is through physical play.” During outdoor play, the children learn to 

initiate and join play with others which is a skill required for the playground in “big school” 

and is part of the school readiness philosophy. Therefore, Waratah Pre-Prep staff ensured the 

children were learning to interact with each other in a range of experiences during outdoor play 

in preparation for the school yard. 

School incursions.  

To further prepare the children for transition to “big school”, the staff at Waratah Pre-Prep took 

the children on school incursions to get to know the school environment outside of the pre-prep 

grounds. These school incursions were described in the Parent Information Handbook as part 

of the program and included weekly visits to the school library for story time and to borrow 

books, as well as walks around the school grounds every couple of weeks. While these walks 

provided further opportunity for the children to be active, Annie stated she often does not have 

a particular curriculum objective in mind and “just like(s) doing it to get the [children] out.” 

Other times there will be a programmed objective, such as the walk to the amphitheatre area. 

On this occasion, Annie made her intention clear - “I had written on my program and had it in 

my mind that we were going to do some singing and dancing somewhere and the amphitheatre 

is great for that.” The children were also taken to the school football field, where they were 

able to roll down hills and run freely on the large open space, as shown in Figure 5.1. Annie 

enjoys taking the children to the football field so they “can just go crazy ... they can get on that 

oval and just run. There’s nothing to trip over, there’s little they can get up to and it’s a good, 

fun thing.” 
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Figure 5.1. Incursion to the school football field 

In addition to walks around the school grounds, the school gymnasium was also used on a 

regular basis, particularly in times of rainy weather. Annie believed children “need the 

movement, they need the physical activity. They need to let off energy, they need to experience 

those things and they can’t if they have been cooped up inside.” With movement opportunities 

forming an integral part of the program, the gymnasium became an important space for Annie 

and the children where they “often just take a ball up … and [the children will] kick, they’ll 

run, they’ll try and get it in the basketball hoops.” The gymnasium was also used as a space for 

hosting other physical activity experiences organised by the staff of Waratah Pre-Prep, such as 

an annual Olympic Games day. For this day, the children “dress up in green and gold and 

pretend [they] are Australia” and participate in activities such as the plastic javelin throw, 

beanbag throwing, gymnastics and tricycle races.   

Developmentally appropriate practice.  

Developmental domains are used to observe and record the children’s progress throughout the 

year. As described in the Parent Information Handbook, the children’s records (portfolios) are 

presented in a format where “observations and documentation focus on areas of development; 

social, gross motor, fine motor, cognitive and language.” Annie explained that developmental 

checklists on gross motor skills are also completed to ensure by the end of the year, the “gross 

motor outcomes have been met” for each child. These checklists were not shared with parents, 

but were used as a guide for implementing appropriate experiences for developing gross motor 

skills. This is evidenced in Gabby’s statement that Waratah Pre-Prep staff: 
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Are not just doing movement for movement’s sake … we take a note of where 

they [the children] are at. They should be able to catch a ball, walk heel-toe, 

hop on one leg, hop on the other leg and jump. 

Annie further explained the checklists are used “as a basis for what we need to work on with 

the children and what we need to be watching out for and help develop during outside play.” 

The staff members at Waratah Pre-Prep also had an understanding of the developmental 

progression of gross motor skills and therefore “concentrate on different skills each term.” For 

example, at the beginning of the year, easier skills such as jumping with feet together may be 

the focus, while the harder skills of over-arm throwing and catching would be included towards 

the end of the year.  

The educators placed a great deal of importance on developing gross motor skills. For example, 

Annie would “often go through the Hart Sports Catalogue” to allocate equipment funds to the 

purchasing of “sports-based” resources for use in the outdoor environment. The outdoor play 

space is considered “an essential part of the learning environment” where “children gain control 

over their self-movement and balance” and can “test their skills and strength in a variety of 

situations” (Waratah Pre-Prep Orientation CD).  

Indoor vs outdoor curriculum.   

In line with a curriculum that is focussed on discrete developmental areas, the periods of indoor 

play and outdoor play provided different developmental opportunities for the children. Annie 

programmed fine motor activities for indoor play and gross motor activities for outdoor play 

to ensure the children “are getting a bit of balance.” As such, Annie promoted the idea that the 

“outdoors is for outdoor stuff”, so staff limit the provision of resources outdoors that would 

usually be available to the children during indoor play. The idea of having typically indoor 

activities available outdoors was “concerning” to Annie as she was aware that some children 

will choose not to engage in active experiences if other choices are available. Annie used the 

example of Tayla to explain her thinking: 

We have a little girl who loves the drawing table and outside she would 

always draw. She wouldn’t be someone who would choose to say, go on the 

fireman’s pole and slide down or be on the bikes, and when we didn’t have 

the drawing table there, she was more than capable.   

Parents were also made aware that the outdoor play period was when physically active play 

and social interaction are encouraged at Waratah Pre-Prep. This encouragement is 
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demonstrated in each child’s portfolio with a caption accompanying photographs of the 

children engaged in various activities during outdoor play: 

Our outdoor programme allows opportunities for the children to be involved 

in many different gross motor activities, for example riding bikes, climbing 

and balancing and many ball activities. There are also opportunities for 

imaginative and explorative play, quiet moments and a lot of social 

interactions. 

To provide these opportunities, two periods of outdoor play were scheduled, totalling 

approximately 1.5 hours per day. This is the equivalent to about a quarter of the time the 

children were in attendance at Pre-Prep.  

Acceptance of risk-taking in play.  

For Annie, part of risky play at Waratah Pre-Prep was allowing the children to explore the 

equipment and the playground in alternative ways. Annie allowed risky play “as long as it’s 

not completely dangerous” and believed it was “a part of learning … being aware of what 

they’re capable of.” Both Annie and Becky discussed risk-taking as a way for children to push 

the boundaries by testing their physical limits and capabilities. According to Becky, the staff 

allowed risk-taking behaviour “because a lot of times we are all a bit too cautious and definitely 

in child care, there are so many regulations that stop a lot of things that we did when we were 

growing up.” Becky provided examples of allowable risks where “children often climb up and 

sit up in that tree” and in relation to the fort, they “climb up the outside which can be a little bit 

scary but we like to be able to give them those chances.” Figure 5.2 shows the latter example 

of risk-taking behaviour observed during data collection and is an image of two girls climbing 

on the outside of the fort.  

 

Figure 5.2. Example of risk-taking in play 
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Annie provided a further example of allowable risk with rough and tumble play, describing a 

group of boys who were “playing tackle footy … they were doing it in a nice way.” She was 

happy for “rough and tumble that way because they were conforming to the rules that they have 

seen on TV” but insisted that “rough and tumble just to go and jump on someone isn’t 

accepted.” By allowing some risk-taking behaviours during outdoor play, the children at 

Waratah Pre-Prep were provided with a range of opportunities to further develop strength, 

coordination and gross motor skills.  

The Outdoor Play Space  

The outdoor play space of Waratah Pre-Prep afforded a variety of movement opportunities and 

gross motor skill development, as Gabby stated “we have quite a physical outside” to which 

Annie added “our playground and our equipment are very sporty.” Within this play space, 

Annie was conscious “of putting out different things, a variety every day. Lots of balancing, 

lots of big gross motor movements, lots of things where maybe it requires running or ball skills 

and things like that.” In order to be able to provide these experiences, the outdoor play space 

had designated areas for different types of activities. Figure 5.3 shows the design of the outdoor 

play space in the form of the Environmental Map that was created for data collection purposes. 

The map identifies four active play spaces – (1) bicycle track; (2) soft-fall; (3) grass area; and 

(4) paved area.    

 



Page | 145  

 Figure.5.3. Environmental Map of Waratah Pre-Prep identifying four active play spaces 
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Active Play Space 1, as shown in Figure 5.4 at the top of the map, is the bicycle track. This 

area is a flat, smooth concrete path that is usually utilised for tricycles, scooters and scooter 

boards. To encourage the social aspect of play through active experiences, dramatic play items 

such as police hats were also made available with the tricycles on some occasions.   

 

Figure 5.4. Waratah Pre-Prep Active Play Space 1: Bicycle Track 

Active Play Space 2 is the soft-fall area consisting of the climbing equipment, as shown in 

Figure 5.5. The permanent climbing structure comprises a fort, with a tunnel slide and a 

fireman’s pole. The movable climbing equipment, with balancing boards, trestles and a cube 

slide remains set up in the configuration as shown in the photograph due to limited storage 

space.  

          

Figure 5.5. Waratah Pre-Prep Active Play Space 2: Soft-Fall 

Active Play Space 3 consists of a flat grass area and a wooden stage, as shown in Figure 5.6. 

Annie discussed this area as being for:  



Page | 147  

 

specific skills … there will be jumping things, there will be balancing things 

… we have hurdles, we have the boxing gloves, the trampoline, cricket sets, 

soccer sets, footballs and lots of ball stuff.  There are balls out every day. 

 

The wooden stage area is sometimes utilised for physically active play, such as the line of 

balancing buckets in the image shown, however at other times this area supports imaginative 

play, with provisions such as a barbeque picnic setting or dress-ups that encourage movement, 

for example, ballet clothes for dancing and animal costumes for galloping and running.  

 

 

Figure 5.6. Waratah Pre-Prep Active Play Space 3: Grass Area 

Active Play Space 4 is the paved path areas running the length of the playground. Figure 5.7 

shows part of the pathway being used for basketball which requires the hard, flat surface for 

bouncing the ball. Other physical activities set up on the paved areas included stilts, scooter 

boards, bean bag throwing at a target and quoits.   

 

Figure 5.7. Waratah Pre-Prep Active Play Space 4: Paved Pathways 
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Programming for Physical Activity and Movement Experiences 

Physical activity and movement opportunities are provided throughout the day at Waratah Pre-

Prep, via outdoor play provisions, and in structured group times and transitions.    

Outdoor play provisions.  

As the Teacher Director, Annie was responsible for the outdoor program and the choice of 

resources that were made available to the children each day. Gabby assisted Annie in setting 

up the outdoor area in the morning before the children arrived and revealed that “Annie usually 

has an idea in her head” of what resources she wanted out for the day. Annie believed they 

“provide good activities” through a flexible program that was based on the children’s 

developmental needs and interests.  

Through using gross motor checklists, Annie had an understanding of developmentally 

appropriate skills for preschool-aged children and was “very aware of the progression in the 

stages and the skills.” This knowledge was used as a basis for the equipment and resources she 

provided for active play outdoors – “I try to alternate the equipment a bit, so they are not the 

same things out all the time but still giving enough continuity and repetition that they will 

achieve at those skills.” The importance of continuity and repetition was also reflected by 

Gabby, who noted “not every child can catch a ball, not every child can go down the fireman’s 

pole … it’s getting them to trust in themselves and do a little step at a time. Eventually they 

will be able to do it.” 

The developmental checklists also provided Annie with knowledge of which gross motor skills 

needed refining, improving or extending for individual children and catered for the difference 

in children’s abilities. For example, when T-Ball was set out one day during the data collection 

period, balls of various sizes were also provided. Annie explained:  

A bigger ball is easier to hit than a small ball. So I had a bigger ball and a 

smaller ball. Obviously the children who aren’t as confident at it or haven’t 

done it as much, or exposed to it as much, might need to hit the bigger ball 

and the children who are quite good at it should be able to hit the smaller ball. 

In addition to providing resources based on developing age appropriate gross motor skills, 

Gabby declared the outdoor program “follows the interests of the kids.” Becky confirmed this 

by providing an example of a group of children who enjoyed playing cricket, so the cricket set 
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would be provided on the days those children attended. However, while the children’s interests 

were taken into consideration when planning the outdoor program, Annie stated: 

We didn’t take the Emergent Curriculum on at all. Not at all, of course we 

have free play and we give the children free choice but we never took a lot of 

their philosophies on. I struggled to come to terms with that. 

Annie’s struggle with the “emergent curriculum” related to ensuring the children get a variety 

of experiences. She agreed that it was important to follow children’s interests but questioned 

the suitability of only planning in this way due to the children’s lack of exposure to different 

activities: 

As far as experiences go I think it is important to go on what children’s 

interests are but I mentioned before that they are only little people. How do 

they know if they like something unless they have been exposed to it? … 

Unless you go and do something how do you know you are going to like it?   

To cater to their interests, children were also able to ask for specific resources they would like 

to play with and all staff were “happy to get them out” for the children to use. However, the 

educators were also mindful of children who might always play with the same resources and 

would take measures to ensure the children benefit from participating in a variety of 

experiences. As Becky noted, “it’s kind of interest-based, but sometimes we’ve got to take that 

interest away to open up more” and used an example of the play choices of two children to 

illustrate this thinking: 

We’d decided that Reece and George always ride the bike, so we thought, 

okay, today, let’s not put out the bikes. Because, you know, sometimes for 

the whole time they’re outside … they are literally on the bikes practically 

the whole time. Which is fine, but again, just that whole thing that we always 

do try and challenge them a bit and go, ‘you know what, there are other things 

that you can do’. Open their eyes to other things that are in the playground 

and stuff. 

This example shows planning for outdoor play provisions is intentional and deliberate. While 

not in a written format, considerable thought had been given to ensuring children at Waratah 

Pre-Prep were engaged in a variety of active outdoor play experiences that would assist in the 

development of a range of gross motor skills.  

Structured group times and transitions. 

The daily routine of Waratah Pre-Prep incorporated three scheduled group times each day. The 

morning and afternoon group times were for the whole group, while in the middle of the day, 



Page | 150  

 

the class was divided into two smaller groups with Becky and Annie planning and 

implementing a group time each. According to Annie, movement “features a lot” in group times 

depending on the time of the day. The morning group session was generally for “more the fine 

motor movements”, such as hand/finger plays, “to get them settled for the day” while the other 

two group times would generally feature some form of “big movement” experience, for 

example “music and movement or dancing or games.”  

These more structured group times were viewed as a way for all children to be engaged in 

active experiences where they may not normally choose to do so during outdoor play. Annie 

provided an example of setting up an obstacle course during the afternoon group session: 

Sometimes we might take them out and do a circuit, put the music on and they 

have to go around the circuit. Like an obstacle course. Some children that will 

very often not participate in those things, during outside play, you don’t want 

to always have to go over there and tell them to climb that ladder, go through 

the tunnel – this way it’s just a game and we are still able to develop those 

movements. 

Becky was of the same opinion and believed “some children outside, if you leave them to their 

own devices … [their play] doesn’t really involve those gross motor things” so the structured 

activities, such as the games played during the afternoon group time “is one way that those 

children can actually engage in those kind of activities.” Through planning these experiences, 

Annie believed you can “get a better idea of where the kids are at” and the gross motor 

development of all children could be assessed in this way.  

Movement opportunities were also planned around a theme rather than being developmentally 

oriented. For example, when discussing butterflies and their life cycle, Becky incorporated a 

movement experience where the children were “down on the ground, crawling and rolling up 

into a cocoon, and then becoming a butterfly and flapping around the room.” Whole group 

experiences may also be planned to relate to a theme. One such example of this was for the 

Melbourne Cup horse race, where the afternoon group time was a Melbourne Cup Relay, as 

shown in Figure 5.8. Annie acknowledged there was no real objective attached to the activity 

but the relay was good for teaching turn-taking, the hurdles were “really good for their gross 

motor skills” and “it was a bit of fun.”  
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Figure 5.8. Example of group time theme-based movement experience 

Movement opportunities were also implemented within group experiences as a way of 

engaging children in learning concepts and “to get some energy out so they sit down and 

concentrate better.” In line with the focus on school readiness, and parents’ expectations that 

the children will be learning literacy and numeracy skills needed for school the following year, 

Annie “educates the parents” at the Parent Information Night to ensure they understand why 

movement is incorporated into academic learning times. One way she accomplished this was 

by playing a game called Jump, Jump Jellybean with the parents to show them how she 

incorporates movement with learning colours and shapes. Figure 5.9 shows children playing 

this game, with the accompanying anecdotal record to explain the process. 

 

Figure 5.9. Jump, Jump, Jellybean 

Annie believed this way of teaching was effective and received “positive comments about the 

literacy and numeracy” learning from parents. Playing games such as Jump Jump Jellybean 

when teaching literacy or numeracy concepts is a way to “break up the concentration periods 

with something energetic and movement oriented.” As Annie explained further:  

Each child is given two cards face down in front of them. 

Some cards have pictures of coloured shapes, others a 

picture of jellybeans. In turns, the children flip a card 

over. If the card has a shape, they name the shape and 

colour. If the card had jellybeans, all the children stood 

up, jumped up and down, saying “jump, jump jellybean” 

twice before sitting again.    
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If we were doing colours, we could just have our colours and go through them, 

but incorporating games and things like this you can cover a few skills in the 

one activity. They are learning turn taking … they are doing the jumping … 

it might be jumping and patting your head, or jumping from side to side, or 

jumping forwards and backwards. So I’m trying to challenge them as well.  

Transition activities also involved some form of movement, as Gabby said “it’s a big part of 

what we do, rather than just letting them walk out.” Transitioning from group time to the 

bathroom to wash hands for morning tea, for example, may incorporate “different walks, going 

under/over things ... heel to toe walking, backwards walking – anything like that.” Figure 5.10 

is an example of one such transition time where children were asked to crawl over or under a 

table on the way to wash their hands for morning tea.  

 

Figure 5.10. Example of transition activity involving movement 

Becky also viewed transition times as another opportunity to assist children in developing gross 

motor skills – “if we had noticed that the children weren’t quite getting hopping or something, 

we might decide to put that into practice going to the bathroom.” These movement 

opportunities in transition times were also a way for the staff to get the children’s attention 

before giving them instructions for the next activity.  

Introducing the Educators: Capital, Habitus, and Individual Practice 

Using Bourdieu’s (1980, 1990) concepts of capital and habitus, this section of the chapter will 

delve a little more deeply into the educators’ personal stories to examine how their knowledge, 

training and experience with physical activity may influence their own practice. In order to 

achieve this, the data collected from guided interviews and “snapshot” observations of educator 
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practice during outdoor play were analysed for Annie and Becky. Due to limited observational 

data on Gabby, further analysis to determine individual practice was not conducted.  

Getting to Know Annie 

As the Teacher Director at Waratah Pre-Prep, Annie’s main role was to “oversee the general 

day-to-day running of the staff and the program”, including a responsibility for documenting 

the children’s learning through portfolios and developmental records. Annie also saw her role 

as needing “to be aware of professional development and in-service training” but 

acknowledged “there is a part of that that I really don’t do well enough,” citing the lack of time 

available when being a Director as well as a teacher.  

Personal capital.  

Annie is a university qualified teacher having completed a three year Diploma of Teaching 

(Early Childhood). After graduation, Annie worked in two different preschools for a total of 

two and half years before travelling to England and teaching in a school for twelve months. 

Upon her return to Australia, she was successful in her application for the Teacher Director 

position at Waratah Pre-Prep. At the time of data collection, Waratah Pre-Prep had been 

operating for 18 years, and Annie had been employed as the Teacher Director for the last 16 of 

these. This has contributed to her position of authority over the daily routine and programming 

at the service and she admitted she has “had a lot of ownership over what has happened in Pre-

Prep…most of what we do has been my own doing.”  

Since graduating, Annie had not participated in many professional development or in-service 

courses and felt she misses a lot of these opportunities due to working in an independent 

preschool. The context of her early childhood service did not allow her access to government 

initiatives such as the Munch & Move training. However, she was able to access training 

courses from private companies and completed a course developed by an occupational therapist 

and a music teacher that provided “different songs” to “do different movement skills.” Annie 

was impressed with the training and suggested “a lot of the songs and dances we do in Pre-

Prep are based on the CDs and their musical resources.” Annie stated that she was “not a very 

musical person” so finding this training was “like Christmas all at once” for her and she 

highlighted the reasons why the songs are “used a lot” as part of group times: 
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One might concentrate on motor planning, one might concentrate on body 

actions and body awareness, one might concentrate on rhythm etc. Because 

of [the trainers] backgrounds they have been very conscious of providing a 

range of activities and songs and dances that are catchy, that are good to do. 

The [songs] are fun and yet have really strong outcomes for what they are 

trying to achieve.   

In relation to further professional development associated with physical activity and 

movement, Annie “knows the main reasons why we do these things” and doesn’t want “more 

in-servicing about why it’s good.” She had a repertoire of games and dances she provided to 

develop children’s gross motor skills, and had an understanding of “what we are gaining out 

of it and what we are trying to do.” However, she conceded “you do get stuck in a rut sometimes 

in regards to what you are doing” and would like “more the practical side of things … to get 

some more ideas … whether it would be using the parachute or even games.” Annie did try to 

find new ideas for including physical activity in her group times however she “finds it difficult” 

as there is not “much for the smaller children in physical movement and games.” The resources 

Annie had been able to locate regarding outdoor play did not give her active play ideas as they 

were more about setting up the outdoor environment with passive options or were about “the 

nature thing.” These aspects of outdoor play did not interest Annie and it has already been 

established that current practices at Waratah Pre-Prep, as instigated by her, focussed on 

developing gross motor skills and providing active experiences as much as possible throughout 

the day. 

Developing habitus.  

When discussing her own personal experiences of participating in physical activity, Annie 

asserted that she had “always been involved in it” and had “never not been an active person.” 

As a child, Annie lived on a farm where she was always running, riding horses and bikes, 

playing in the creeks and swimming in their pool. Annie went to a small primary school, with 

only 20 children, so her mother “thought doing something outside of school with other children 

would benefit … it was the social aspect from her point of view.” So although they lived out 

of town, her mother “was determined never to let that get in the way” of her children being 

able to participate in team sports. Both her parents were also “very sporty in their own rights” 

and she identified them as her “role models.”  
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As a result of the dedication of her mother, Annie had a “very sporting family background.” 

Her mother would drive her and her siblings to various activities such as swimming training, 

athletics, netball, softball, basketball and confessed they “were into everything!” Annie started 

playing netball at 5-years-old and concludes “I guess that probably wasn’t my decision … mum 

was a netballer and that was the next progression, which happens a lot in families.” However, 

she “loved it” and continued playing for the next thirty years. Annie believed playing sport and 

leading an active lifestyle “was always something instilled” in her so she “continued well into 

[her] adult life.”  

Annie recently stopped playing team sports, but kept herself fit through other activities such as 

gym classes, boot camps, running, swimming, bike-riding and boxing. Annie still enjoyed the 

social aspect of these activities, saying “I like the gym thing … it’s the social thing.  In boot 

camp we do a lot of running but you are doing it with others.” She also participated in physical 

activity as she “love[s] the feeling of feeling exhausted at the end of working out hard” and 

found it to be “a great stress release.” Annie’s job also required her to be “on the go all the 

time” so she saws that being fit “helps you cope” with the demands of working with children.  

Habitus embodied.  

As has been demonstrated, Annie incorporated movement opportunities into all aspects of the 

day and believed “that movement and getting active is really important … I can’t imagine my 

program not having it.” Her experience as a child had influenced her practice and how she 

engaged with the children at Waratah Pre-Prep, as she stated: “I think I had positive experiences 

as a child. I enjoyed playing with balls and I enjoyed things like that. If I enjoy them, I am 

going to be able to teach it much better.” She added that the same would apply for any interest 

area a teacher might have, whether it be “music, science or whatever.” Annie is confident that 

she has “had enough experience in [her] own life that [she] can teach a sporting skill … enough 

experience to be able to break it down”, providing evidence that her upbringing has endowed 

her with a solid foundation for promoting physical activity and developing gross motor skills 

in children. Being an active person herself, Annie also believed children “need to move and 

they need to be active” so she incorporated movement into literacy and numeracy group times 

to add some enjoyment to the activity, such as Jump Jump Jellybean or counting to 20 by doing 

20 star jumps instead of sitting on the carpet.  



Page | 156  

 

In addition to making learning more enjoyable, Annie used “movement a lot … to teach other 

skills”, such as “co-operation, spatial awareness, listening skills, verbal instructions.” For 

example, when implementing a dancing experience from a CD, an opportunity was provided 

for “following instructions, following verbal cues, all the motor planning” in addition to the 

movements that were required from the song.  

Annie also planned and implemented experiences for the social skills children could develop 

through participating in physical games – “working as a team, learning to take turns, learning 

to be resilient.” Through her own participation in sport, Annie understood resilience is an 

important life skill and children need to have coping mechanisms for dealing with 

disappointment. Annie developed resilience in children through playing “out” games, which is 

not common practice in early childhood services. Annie illustrated this with an anecdote: 

Learning to be resilient – sometimes if you play a game there can be a winner 

and if you don’t win, it’s ok. Musical chairs … in the beginning if you explain 

it properly and explain that it’s not the winning and losing being the objective, 

let’s have fun, let’s dance as you are going around the chairs. They know 

someone gets out and in the end they are cheering for the last two people – 

they pick someone they are going to cheer for. Life is like that and we will try 

and give those skills so you can cope with things like that. The children will 

even say now … “is it an “outs” game? … Are we going to play “outs” 

today?”  They quite like that. 

Annie’s own experience with physical activity has had a clear influence on how she promotes 

physical activity at Waratah Pre-Prep and her own role in encouraging children to be active. 

Her interview revealed she was an advocate for movement, a role-model for lifelong activity, 

a participant in active experiences herself, and an instructor for explicitly developing FMS in 

the children. Each of these roles are discussed below.  

Annie as advocate. Having an active childhood herself, Annie had a “passion with 

being active and being fit” and therefore advocated for children to engage in physical activity 

and lead active lives. Part of this advocacy could be seen in addressing parents at the 

information night for including movement opportunities in the program. Annie was concerned 

that children are less active now than when she was a child and the implications this has on 

health and gross motor skills: 

I think we should be more physically active. Kids in general – I really do. It 

concerns me that they are playing the Wiis [Nintendo game console] and they 

are not playing outside as much ... the fact that they know how to throw a ball 
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on the Wii screen but they don’t actually know how to throw a ball to another 

person – that concerns me. The rate of obesity in our children – that concerns 

me. 

Annie’s concern regarding the use of computers and game consoles (such as the Nintendo Wii) 

in children’s leisure activities led her to remove the computers at Pre-Prep, preferring the 

children “to be outside playing and socialising.”  

In addition, Annie believed it was very important for children to be engaged in physically active 

play at Waratah Pre-Prep, citing “a personal view that children are tending to do those things 

less” and “parents aren’t playing those things as much.” As a result, Annie had “taken on that 

role of trying to educate kids in the importance of those things at an early age” and thereby was 

encouraging and advocating for lifelong participation in an active lifestyle.    

Annie as role-model. Annie saw part of her role as a teacher was to be a role-model to 

the children in her care for living a healthy, active life. She stated that “although parents are 

the children’s biggest teachers”, her role “is probably the next biggest influence in their life.” 

The children were very aware that Annie leads an active life as she discussed her activities with 

the children: 

Most of the time I’m still brushing my teeth from breakfast after I have been 

to the gym or my hair will be wet and “why is your hair wet?” “Well, I just 

went for a swim” and they know my routine.   

By sharing her enjoyment of physical activity in this way, Annie also revealed the children 

“aren’t afraid to make me play ‘Stuck in the Mud’ as they know I can run after them” and is 

able to participate in their active play.  

Annie as participant. Annie revealed she was an avid supporter of participating in 

active play with the children by declaring she was “very hands-on out in the playground” and 

that being a participant during outdoor play is “certainly a passion of mine … this is our job.” 

She identified staff interaction with children as “one of our strengths” and promoted the 

importance of these interactions to TAFE and university students who came to visit the Pre-

Prep classroom.  Annie had an expectation that practicum students would participate in the 

children’s play and would “always try and instil in people who come to visit” that they need to 

be actively involved in the children’s play.  
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Being actively involved is seen by Annie as a requirement because her outdoor program relies 

on adult participation for children to gain the most benefit out of the experiences provided. 

With her focus on developing gross motor skills outside and providing a range of sporting 

equipment, Annie viewed her participation to be paramount for the children to “stick at the 

activity for longer” and for “getting success” at improving the relevant skill. Annie provided 

an example of this for the FMS of catching and throwing: 

I find with their throwing skills, they won’t necessarily throw to each other. I 

think it’s because their skills are just developing it doesn’t become very 

successful. They are not catching and throwing. They are throwing and 

running after the ball. They couldn’t catch because the thrower wasn’t 

necessarily as accurate at their throwing. If I can at least get them to catch 

with an adult, my throw is more accurate and they can get success out of that, 

hopefully they can develop. 

Annie as instructor. In addition to the nature of the outdoor program influencing 

Annie’s role as a participant, the focus on skill development also relied on her being an 

instructor. Annie saw her role here as “being very hands-on with what the [children] are doing 

and trying to break the skill down … until which time they are ready to move on to the next 

bit”, for example with catching and throwing, “from underarm we go to overarm, from two 

hands to one hand.”  

When discussing the outdoor program, and how it is set up, Annie realised “a lot of it is teacher 

directed … to particularly get the skill out”, but the level of instruction is reduced as the 

children’s development progresses: 

Even with the bat out there today … the softball bat. I mean, they can just 

play with it, so it can be undirected, but if we want them to gain a skill or get 

better at doing something, or show them, then that becomes teacher directed. 

And then I suppose, the more effort that you put in, especially towards the 

beginning when they are doing something like that at the beginning of the 

year, then as the year goes on, those kind of games can be less directed by us 

because they’ve gained a certain competence. 

Annie believed that she needed to “explain and break down the skill” with children as “they 

are not going to develop those skills nine out of ten times unless we are there.” Annie provided 

examples of how she instructs children to assist in the development of FMS – “teaching them 

to bat, teaching which side to hold the bat, which hand should be at the top, how to put their 

feet” – and general gross motor coordination – “in the climbing things where they have to 

negotiate a ladder, if they have never done it before, turning around backwards, holding on to 
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the sides, going down the rungs and getting them to practice.” Drawing on her own experience, 

Annie was confident in her ability to instruct the children in skill development as she 

“remembers being taught like that.”  

Annie’s Observed Practice during Outdoor Play 

Annie’s practice was analysed in 54 observation “snapshots”. Table 5.1 summarises these data 

in terms of the number and percentage of observations in which Annie was in an active play 

spaces, a non-active play space, and in other locations. The active play spaces for these 

observations have previously been identified in Figure 5.3 as part of the field of Waratah Pre-

Prep.  

Table 5.1.  

Educator Location Data – Annie 

Location # Obs % Obs 

Active Play Spaces  (e.g., soft-fall, bicycle track) 31 57.4 

Non-Active Play Spaces  (e.g., sandpit, drawing table) 14 25.9 

Other Locations  (e.g., storage shed) 9 16.7 

Total 541 100 

Note: 1Total number of observations for case study site was 70, of which Annie was present and recorded in 54. 

As Waratah Pre-Prep staff are able to choose where to locate themselves during outdoor play, 

Table 5.1 indicates that Annie positioned herself in active play spaces for over half of the 

observations (57.4%) in the outside area. For the majority of these observations she was located 

in Active Play Space 3 – the grass area, which was assigned for active sporting equipment. By 

being available to children in this play area, Annie would be in a good position to promote 

active play and FMS development.  

For approximately a quarter of the observations (25.9%), Annie was recorded as being in a 

non-active play area. Within these non-active play spaces, the observational data (n=14) 

showed that Annie engaged with the children in a variety of activities, spreading her time 

somewhat evenly between the sandpit, books, drawing (chalk on pavement/drawing table) and 

construction (e.g., mobilo). Within these activities, the most common role Annie exhibited was 

direct interaction with the children (n=9). She spent limited time managing the environment 
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(n=4), for example, sweeping sand back into the sandpit, and was only observed supervising 

the children on one occasion. The nine observations recorded as ‘other’ (16.7%), shown in 

Table 5.1, occurred when Annie was retrieving or packing away play equipment from the 

outdoor storage shed.  

Annie’s enacted roles in active play spaces.  

Further analysis of the particular roles Annie enacted while in active play spaces enabled a 

more detailed description of her engagement in promoting children’s physical play and 

development. The results of the observational data, as shown in Table 5.2, illustrates the 

enacted roles of Annie (with examples from observational data), represented as the number 

(and percentage) of observations recorded for each role.   

Table 5.2.  

Enacted Roles in Active Play Spaces - Annie 

Role # Obs % Obs 

Supervising (e.g., watching children ride tricycles) 3 9.7 

Environmental Management (e.g., assisting children to put on boxing gloves) 2 6.4 

Behaviour Management (e.g., stopping children throwing sand in soft-fall area) 4 12.9 

Interacting (e.g., suggesting props for pretend play in boat rocker) 4 12.9 

Supporting Play: Skill Development (e.g., demonstrating dribbling a basketball) 10 32.3 

Playing With in Active Play (e.g., playing handball with child) 8 25.8 

                                                                                Total 31 100 

In examining the roles that have limited physical engagement with children in active play, that 

is, the roles of supervising (9.7%), environmental management (6.4%), behaviour management 

(12.9%), and interacting with children in a general manner (12.9%), it can be seen that Annie 

exhibited these practices for less than half the observations she was located in an active play 

space. In active play areas, more than half the observations showed Annie promoting physical 

activity through supporting skill development (32.3%) and playing actively with children 

(25.8%).  

The observations coded as Supporting Play: Skill Development showed Annie verbally 

instructing or physically demonstrating a variety of FMS to improve children’s competence. 
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These skills included skipping with a rope, stationary dribbling of a basketball, dynamic 

balancing along beams and stepping stones, overarm throwing/catching a ball, striking a 

stationary object with a bat and underarm rolling (see Figure 5.11 for examples). In these 

scenarios, Annie is enacting the role of instructor.   

          

Figure 5.11. Examples of Annie supporting skill development 

The observation notes accompanying the photograph with the T-Ball set showed in this 

instance Annie assisted the child to develop the FMS of striking by showing her how to hold 

the bat appropriately and instructing her how to stand – “put your feet shoulder width apart, 

stand side on, you are right handed so you need to stand to the left.” Annie also reminded the 

child to keep her eye on the ball as she attempted to hit it. In the other example, Annie is 

assisting children to develop the FMS of underarm rolling by rolling a ball through a target (a 

hole in the box). Annie demonstrated the components of underarm rolling to the children – 

holding the ball in one hand, bending her knees, stepping forward and swinging her arm to 

release the ball. She watched the children as they copied her movements.       

The role of participant was evident when Annie was coded as Playing With in Active Play. 

Through playing with the children in active experiences, Annie was also being a role-model to 

the children, showing her enjoyment of physical activity. Examples of when Annie 

demonstrated this include playing handball, parachute games, pulling a child along on a scooter 

board, throwing/catching beanbags, balancing along a beam and participating in a 3-legged 

race (see examples in Figure 5.12).  
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Figure 5.12. Examples of Annie playing with children in active play 

In Figure 5.12, Annie can be seen playing actively with children as they walk along a balance 

beam with elephant masks in hand. This activity was provided outdoors as a follow up from a 

group time where the children acted out the children’s song 5 Grey Elephants Balancing. Annie 

sang “3 grey elephants balancing” while walking along the balancing obstacles with two 

children. As she sang the line “all of a sudden the piece of string broke” Annie and the children 

pretended to fall down. In the other example of playing actively with children, Annie was 

approached by a child to attach the 3-legged tie to their legs and run the length of the grass area 

and back again. Immediately following, another child asked Annie to participate with him, this 

time with one person facing forwards while the other faced backwards. This demonstrates how 

participation from an educator encourages children to also participate in the experience.   

Getting to know Becky 

Becky was employed full-time as an Assistant Teacher at Waratah Pre-Prep and had been 

working at the service for a period of five years. While her role did not include programming 

for the indoor or outdoor play periods, she was responsible for planning and implementing a 

group time each day and assisting Annie with observations and documentation for the 

children’s portfolios.  

Personal capital.  

After deciding to change careers from being a Store Manager to do something she “was 

passionate about”, Becky completed her Associate Diploma in Children’s Services and started 

working at Waratah Pre-Prep on graduation. She worked three days/week while completing the 
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Bachelor of Teaching (Early Childhood) by distance education, becoming a qualified early 

childhood teacher. At the time of data collection, she was employed at Waratah on a full-time 

basis.  

As with Annie, professional development opportunities for Becky were limited due to the 

particular circumstances under which Waratah Pre-Prep operated. The only additional training 

Becky had completed in regard to physical activity and movement, was a course called “Sing 

and Swing”, which involved music-based action songs on a CD. Becky used the CD with the 

children, particularly for the gross motor dances, as “the children definitely like the active ones 

more than the sitting still ones. They like to be moving around.” When asked what further 

training she would like, Becky responded “anything new is always good” and indicated 

different ideas for dances, games and outside activities would be helpful.  

Developing habitus.  

Becky described her childhood as growing up in a “sporty family.” Her parents were active, 

with her father being a lifeguard and her mother playing squash and tennis. Her father taught 

her to swim when she was very young, and physical activity involved playing outside with her 

four siblings - “playing cricket, footy in the street … always in the backyard playing sports.” 

Becky played hockey from the age of six, being introduced to the sport by her uncle. Looking 

back at why she participated in physical activity as a child, Becky stated “I can’t remember 

being given a choice” as it was just part of her family life, but added “I guess I wanted to play 

hockey ... now, I love team sports.”   

Becky’s enjoyment of hockey continued into adulthood, and at the time of interview, she had 

been playing hockey for the last 27 years. Becky “love[s] getting out there and doing anything 

… get the adrenaline pumping, get the body moving”, so in addition to playing hockey all year 

round, she also played touch football in the summer. Becky played in a variety of team 

competitions as she liked to “keep [herself] busy and interact with people”, classing herself “as 

a social bee.” In addition to the social aspect of participating in physical activity, Becky stated 

that “physically and emotionally, I think you can easily benefit from physical activity.” While 

identifying as “not … being that talented at sport”, Becky enjoyed participating “to feel like 

my body has done something” and further explained “it does give me more energy, and in that, 

it boosts your self-esteem and emotions, and for me, I feel happier.”    
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Habitus embodied.  

From her own active childhood and continued disposition towards physical activity, Becky 

viewed movement to be a very important part of children’s development. As in herself, Becky 

encouraged the children “to have a go at anything … to just give things a go.” Teaching children 

that “we can’t all be fantastic at certain things but you have to give it a go” was “a really 

important attitude” for Becky to instil in the children. This was particularly pertinent for Becky 

as she saw “there are some kids that you really do need to persuade to really participate, some 

kids will just stand there and not really get into the whole movement of it.” Therefore, part of 

her role as an educator was to encourage children to participate in active play experiences.  

In addition to providing children with body confidence to participate in physically active 

experiences, Becky saw a lot of social and emotional development occurring during active 

play. She identified working as a team, sharing, turn-taking, and following rules as qualities 

that could be developed through active play, as well as “life lessons” such as “not winning all 

the time”, “not always getting what you want”, and “patience and perseverance.” To 

incorporate movement into the day to teach these skills, Becky saw there was “a really good 

opportunity to involve movement with other developmental areas.” She incorporated 

“incidental exercise” into group times where the children “don’t realise they are developing 

their gross motor skills” and “are just having fun doing it.” 

When questioned about her role as an educator, Becky stated “my role … is making sure that 

every part of development is coming along as best as that child possibly can.” To enact this 

role, Becky encouraged children to participate in physically active experiences, and assisted 

them to develop the skills to be confident in their participation. Thereby, Becky took the 

position of being an advocate and an instructor.   

Becky as advocate.  Lifelong participation in an active lifestyle was the motive behind  

Becky encouraging children to participate in physically active experiences, as demonstrated in 

her statement that “hopefully they may have heathier lives … they may enjoy playing sports 

and continue with a healthier lifestyle and physical lifestyle.” She considered movement to be 

“part of our everyday lives” and as a child would walk everywhere but felt that now “kids don’t 

walk anywhere anymore, everyone’s ferried in cars” and so everyday activity is a “forgotten 
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thing in our lives.” Becky had noticed this when taking children for a walk around the school 

grounds: 

When we take our kids up to the library, some of them think it’s such a long 

walk. It’s not far at all – it’s on a slight incline and sometimes walking that 

far can be quite hard because a lot of the time kids just don’t walk places. 

Becky believed there were a number of reasons for children being less active in everyday life, 

citing “one, maybe because parents’ lives are busy and two, children’s safety as well.” Safety 

concerns seemed to have limited children’s access to playing freely outdoors, compared to the 

freedom Becky had as a child: 

When I was younger I spent all my days down at the creek fishing and I knew 

when it was dark time I could go home. It was a day of constantly moving 

and these days, children watch a lot of TV, they play a lot of video games. 

Parents like their children to be a lot more indoors these days.  

However, Becky conceded that children are “much busier … but it is much more structured – 

swimming lessons etc.”, but felt “there’s not enough climbing or strength building, or sadly 

enough, walking” in children’s lives now. As a result of this thinking, it was very important 

to Becky that the children “get that chance, that opportunity, to get out there and have a go at 

things and move their little bodies around” while at Pre-Prep.   

Becky as instructor. Having been an active participant in team sports for many years, 

Becky had the confidence and practical knowledge to assist children in developing FMS. In 

teaching these skills, Becky hoped the children would then develop the confidence to engage 

in physically active play themselves. To help the children improve their skills, Becky would 

“try and break the movement down into actions … to get them developing the right way” such 

as reminding the children “where they should have their legs” or how “to use their arms to help 

them.” 

Becky used a checklist, as discussed previously, to gauge the children’s physical development 

and “see whether they are hopping, whether they can jump with two feet together, and even 

skipping which is quite complex.” If there were “children that are struggling” with these skills, 

Becky would instruct them on how to improve and encourage them to practice. The ability to 

assist children in developing gross motor skills in this way was important for all educators at 

Waratah Pre-Prep, with Becky stating “we like to think we do that well here.”        
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Becky’s Observed Practice during Outdoor Play 

Becky was present in 59 recorded observations. These were analysed to determine where 

Becky was located during the outdoor play period, as shown in Table 5.3.  

Table 5.3.  

Educator Location Data – Becky 

Location # Obs % Obs 

Active Play Spaces (e.g., soft-fall, bicycle track) 22 37.3 

Non-Active Play Spaces (e.g., sandpit, drawing table) 21 35.6 

Other Locations (e.g., storage shed) 16 27.1 

Total 591 100 

Note: 1Total number of observations for case study site was 70, of which Becky was present and recorded in 59. 

As Table 5.3 shows, Becky was observed almost equally in non-active play spaces (n=21) as 

in active play spaces (n=22). Of the 22 observations in active play areas, Becky was located in 

Active Play Space 3 – the grass area, for more than half of these. As with Annie, this provided 

Becky with a valuable opportunity to promote physical activity and skill development with the 

sports equipment usually provided in this area.  

Within the observations in non-active play spaces (n=21), Becky was mostly recorded as 

interacting with children (n=17). These interactions took place at a variety of activities, 

however the drawing table, sandpit, and puzzles were the most frequent. On one occasion 

Becky was required to manage the behaviour of children who were throwing sand, and the 

remaining three observations were managing the environment (e.g., setting up a fairy garden, 

tidying the drawing table materials).  

For approximately a quarter of the outdoor observations (27.1%), Becky was recorded as being 

in a non-play space, labelled as Other Locations. During these observations, Becky was mainly 

at the outdoor storage shed conducting routine tasks such as packing away the equipment at 

the end of the play period.  
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Becky’s enacted roles in active play spaces.  

Table 5.4 illustrates the enacted roles of Becky while located in an active play space with 

specific examples from the observational data. The results are presented as both the number of 

observations and equivalent percentage recorded for each role.  

Table 5.4.  

Enacted Roles in Active Play Spaces - Becky 

Role # Obs % Obs 

Supervising (e.g., watching children on climbing equipment) 6 27.3 

Environmental Management (e.g., assisting children to put on dress up clothes) 3 13.6 

Behaviour Management (e.g., assisting children to take turns on scooter boards) 2 9.1 

Interacting (e.g., cheering for children during a sack race) 2 9.1 

Supporting Play: Skill Development (e.g., demonstrating how to throw a Frisbee) 4 18.2 

Playing With in Active Play (e.g., playing Frisbee with a child) 5 22.7 

                                                                                Total 22 100 

Becky’s interactions with children during outdoor play in active play spaces indicates for 

approximately 60% of observations, Becky was engaged in roles that would not be considered 

as directly promoting physical activity (i.e., supervising, environmental management, 

behaviour management, and general interaction). However, Becky was observed to be 

indirectly supporting children to participate in active games. For example, after assisting 

children to put on dress up clothes (in this circumstance horse costumes), the children were 

able to use dramatic play as a vehicle for physical activity as they galloped around the 

playground. Similarly, interacting with children by cheering them along during a sack race 

encouraged the children to participate in this active experience.    

For the remaining 40% of observations, Becky directly supported participation in active 

experiences and thus demonstrated an advocacy role. The support provided to children included 

assisting with skill development (18.2%) and playing actively with children (22.7%). For 

assisting with skill development, Becky was observed demonstrating the technique for 

throwing a Frisbee correctly, as well as supporting children in developing the FMS of striking 

a stationary object with a bat and underarm throwing (as shown in Figure 5.13). These 

examples are illustrative of taking on a role of instructor, which aligns with the interview data.  
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Figure 5.13. Examples of Becky supporting skill development 

In the first photograph, Becky can be seen physically assisting a child to strike the ball, showing 

the child where to hold her hands, position her feet, and swinging the bat to hit the ball. The 

child then continued the activity herself with Becky watching on. In the second example, Becky 

verbally instructed the child to “make sure you turn your body to the front before you throw 

it”, before demonstrating the correct procedure for throwing the beanbag underarm at a target, 

and then physically assisting the child to practice herself. 

While Becky did not explicitly discuss the importance of participating in children’s active play 

to encourage physical activity in her interview, she was observed to be a participant in 

children’s active play, for example playing Frisbee, holding a child’s legs for ‘wheelbarrow’ 

races, blowing and chasing bubbles, and kicking a ball (see Figure 5.14 for examples).      

         

Figure 5.14. Examples of Becky playing with children in active play 

The bubble blowing experience shown in Figure 5.14 was a spontaneous activity that Becky 

instigated during outdoor play. As Becky blew the bubbles, a group of children would chase 
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them around and try to pop them. Becky also joined in chasing the bubbles with the children. 

In the second example of playing with children in active play, Becky and two children were 

observed playing with a ball attached to a pole by a rope. They were standing in a circle around 

the post and kicking the ball to each other.    

The Movement Curriculum: Field of Action  

The Field of Action, as described by Kyttä (2002, 2004), provides a framework for examining 

potential affordances in an environment as well as the actualisation of these affordances. By 

adapting Kyttä’s model for the context of this research and presentation of results, the potential 

affordances are described and analysed within the Field of Promoted Action, which details the 

resources and experiences provided to promote physical activity and movement at Waratah 

Pre-Prep. The actualised affordances, understood through the Field of Free Action, considers 

the children’s actual play choices and draws on the observed instances of active play in the 

outdoor environment. Thirdly, the Field of Constrained Action determines those factors that 

may have had an impact on the availability and use of such affordances.  

Field of Promoted Action 

In this research, two aspects of the movement curriculum are considered within the Field of 

Promoted Action. The first are the affordances for physical activity and movement provided 

for children in the forms of resources in the outdoor play environment and the experiences for 

active play throughout the daily program. The second are the educators’ interactions that 

support skill development and encourage participation in active experiences during outdoor 

play. The data analysed to discuss these factors consisted of 70 “snapshot” observations and 

environmental maps of the outdoor play period, and 35 narrative observations of group times, 

transition activities and indoor active play experiences. 

Affordances for physical activity and movement.  

Applying the Taxonomy of Potential Affordances as outlined in Chapter 4 – Data Analysis, 

Table 5.5 illustrates the variety and number of different resources and experiences made 

available to children for promoting physical activity and movement at Waratah Pre-Prep.   
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Table 5.5.  

Variety of Resources and Active Experiences 

Affordances for: Resources in outdoor play Active experiences1 

FMS: Locomotor 

 Running 

 Jumping 

 Hopping 

 Leaping 

 Side-Sliding 

 Galloping 

 

Trestles & Balance Boards 

Obstacle Course  

Hopscotch 

Hobby Horses 

Kites 

Jumping Sacks 

Mini Tramp 

Horse Costumes 

Skipping Ropes 

Action Songs (WG & SG) 

Game: Jump, Jump Jellybean (SG) 

School Incursion (WG) 

Follow the Leader Activity (T) 

Relays (OP) 

 

FMS: Manipulative 

 Catching 

 Throwing (underarm) 

 Throwing (overarm) 

 Kicking 

 Striking 

 Stationary Dribbling 

 Underarm Rolling 

 

Variety of Balls 

Cricket Set 

Soccer Ball and Goal 

Basketball and Hoop 

Soccer Ball (attached to post) 

T-Ball 

Footballs with Kicking Tees  

Tunnel Bowls 

Bean Bags with Target 

Balls with Rebound Net 

 

FMS: Stability 

 Balancing 

 

Trestles & Balance Boards 

Obstacle Course  

Bucket Stilts 

Pedal Walkers 

Action Songs (WG & SG) 

 

 

General Gross  

Motor Activity 

 Climbing 

 Riding 

 Fitness/Strength 

 

Portable Climbing Equipment 

Fixed Climbing Structure  

Tricycles 

Scooters 

Hoppers 

Push toys (wheelbarrows/trucks) 

Scooter Boards 

Hula Hoops 

3-Legged Ties 

Frisbees 

Boxing Stand 

Quoits 

Parachute 

Rockers & See Saw 

Music & Scarves 

 

Music for Dancing (IP) 

Action Songs (WG & SG) 

Animal Actions  (WG & SG) 

Game: Birds Nest (WG) 

Game: Cat and Mouse (WG) 

Game: Old Grey Cat (WG) 

Game: Musical Corners (WG) 

Fitness: Exercise Circuit (WG) 

Fitness: Star Jumps (SG) 

Fitness: Push Ups (SG) 

Musical Bumps (WG) 

Shape Relay (SG) 

Crawl Over/Under Activity (T) 

Active Movements (T) 

Bubble Blowing (OP) 

Human Wheelbarrows (OP) 

Parachute Games (OP) 

Game: Dodgeball (OP) 

Game: Crocodile Crocodile (OP) 

Game: Freeze (WG) 

 

Note1 - Active Experiences are categorised by mode of delivery: WG-Whole Group; SG-Small Group; T-Transition Activity; 

OP-spontaneous activity during Outdoor Play; and IP-Indoor Play. 
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Resources in outdoor play. Table 5.5 shows that educators at Waratah Pre-Prep 

provided a total of 38 different resources in outdoor play to promote FMS and general gross 

motor activity over the 10 days of data collection. The Summary Analysis of Outdoor Play 

Observations (Appendix 7) reveals the number of active resources provided outdoors each day 

varied, averaging approximately nine resources/day (minimum=6 on Day 2, maximum=12 on 

Day 1).  

Nine resources were identified as promoting locomotor skills, which included resources for 

running (e.g., kites), jumping (e.g., mini tramp, jumping sacks), hopping (e.g., hopscotch), and 

galloping (e.g., horse costumes, hobby horses). Figure 5.15 illustrates some of these resources.  

               

Figure 5.15. Examples of resources that promote locomotor skills 

For manipulative skills, Waratah Pre-Prep provided a total of 10 different resources that 

provided children with the opportunity to practice all of the FMS within this category – 

catching, throwing (underarm), throwing (overarm), kicking, striking, stationary dribbling and 

underarm rolling (a sample of which is shown in Figure 5.16). These resources included 

modified sports equipment (such as T-Ball stands, kicking tees, cricket set), resources to use 

with balls (such as rebound net, soccer goals, basketball hoop), a variety of balls on their own, 

and home-made resources (such as a box target for throwing beanbags into).  
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Figure 5.16. Examples of resources that promote manipulative skills 

Four different resources were recorded for affording stability skills, however this category 

included an obstacle course as one resource. The obstacle course was often set up to include 

varying degrees of difficulty for balancing by providing a variety of apparatus, such as stepping 

stones, balancing buckets, and narrow balance beams, as shown in Figure 5.17. 

 

Figure 5.17. Examples of resources that promote stability skills  

For promoting general gross motor activity, 15 different resources were provided to the 

children. This category included two that afforded climbing (portable climbing equipment and 

a fixed climbing structure) and two for riding (tricycles and scooters), in addition to a variety 

of resources that encouraged aerobic fitness and strength. Figure 5.18 illustrates some examples 

of experiences categorised as promoting general gross motor activity.  
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Figure 5.18. Examples of resources that promote general gross motor activity 

Active experiences. Table 5.5 shows that a total of 26 different active experiences were 

provided at Waratah Pre-Prep. Most of these experiences promoted general gross motor activity 

(n=20) through the use of songs with actions, fitness activities, and active games that were 

either planned or occurred spontaneously during outdoor play (such as the game Crocodile 

Crocodile). Figure 5.19 shows two such examples, a game of Old Grey Cat where children 

crawl quickly along the floor and a push-up station in a fitness circuit. A further six different 

experiences were provided to promote FMS – five that encouraged locomotor skills (mainly 

jumping, hopping and running) and one for stability skills (e.g., balancing on one leg).  

 

          

Figure 5.19. Examples of active experiences that promote general gross motor activity  

These active experiences were provided through different modes of instruction, including 

during indoor play, as a whole group or small group experience, as part of a transition activity, 

or as a spontaneous activity during outdoor play - coded in Table 5.5 as WG (Whole Group); 
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SG (Small Group); T (Transition); OP (spontaneous activity during Outdoor Play); and IP 

(Indoor Play). Active experiences were provided primarily through planned, structured group 

times, as either a whole group experience (n=12) or small group experience (n=8). Spontaneous 

activities during outdoor play (n=6) included games, bubble blowing and relays. During 

transition times, three different activities were utilised to promote physical activity and 

movement, while music for dancing was the only recorded type of activity available during 

indoor play. Hence, at Waratah Pre-Prep, educators were seen to integrate active experiences 

across the range of instruction opportunities.  

Summary of affordances provided. Taking all opportunities for promoting physically 

active play, Table 5.5 shows a variety of affordances were made available across the 

observation period to promote FMS and general gross motor activity. Figure 5.20 presents a 

summary of these data to show which skills were promoted most often at Waratah Pre-Prep. 

 

Figure 5.20. Number of affordances that promote FMS and general gross motor activity 

Combined, a total of 29 different affordances promoting FMS were provided in addition to 35 

affordances for promoting general gross motor activity. Within the FMS categories, the most 

affordances were provided for locomotor skills (n=14), followed by manipulative skills (n=10) 

and stability skills (n=5). However, the data displayed in Figure 5.20 shows a distinct difference 

between which skills and activities were promoted via outdoor play resources compared to 

active experiences offered within the curriculum throughout the day. In outdoor play, more 

affordances were offered to promote FMS (n=23) than general gross motor activity (n=15) 
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while for active experiences, general gross motor activity was clearly promoted more than 

FMS. In general, experiences that promoted FMS were more likely to be provided as resources 

in outdoor play, and for manipulative skills, was the only way in which these affordances were 

provided.   

Educator role in outdoor play.  

Educators’ interactions can influence children’s participation in physically active play, 

particularly when an educator supports skill development or plays actively with the children. 

The Summary Analysis of Outdoor Play Observations (specifically the ER – Educator Role 

data), combined with examples from the “snapshot” observations, enabled an analysis of the 

types of skills that were promoted by educators through enacting the roles of supporting skill 

development (coded as SP), and playing with children in active play (coded as PW). See 

Chapter 4 – Coding Protocols on pages 106-107 for a description of how these codes were 

developed and utilised for observing educators practice.  

The last column of the Summary Analysis of Outdoor Play Observations shows that across the 

ten days of data collection a total of 29 observations were coded as either SP or PW. These 

codes were then mapped against the particular resources and experiences the educator was 

involved in, and which skill this would promote. For example, Row 5 in Appendix 7 shows 

that when a variety of balls (identified as promoting M, manipulative skills) were available, 

there was a combined total of five instances where educators were recorded as SP, supporting 

skill development (n=1) or PW, playing with children in active play (n=4). The results of 

mapping the educator roles against the categories of FMS and general gross motor activity are 

summarised in Figure 5.21.    
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Figure 5.21. Number of observations that promoted FMS and general gross motor activity  

Of the 29 total observations recorded as supporting skill development or playing with children 

in active play, 23 of these occurred in experiences that promoted FMS and only six for general 

gross motor activity. For general gross motor activity, the educators were observed playing 

with the children with scooter boards (pulling them along), parachute games, frisbees 

(throwing) or participating in 3-legged races. 

Examining each category of FMS, 14 of the 23 observations (approx. 60%) included educators 

promoting manipulative skills. Educators were observed either physically or verbally assisting 

children to improve skill development (e.g., T-Ball, Tunnel Bowls, Beanbag Game) or playing 

with children in active play (e.g., kicking balls attached to post, playing basketball). Supporting 

stability skills (n=7) was observed when educators were assisting children to balance along a 

variety of apparatus (e.g., stepping stones, balance beam), or for one educator, joining in with 

elephant masks balancing along a beam. Very few observations were recorded for promoting 

locomotor skills (n=2) which occurred when educators were teaching children how to jump 

with skipping ropes.  

Field of Free Action - Children’s Activity in Outdoor Play 

The Field of Free Action (Kyttä, 2004) recognises that children will utilise potential 

affordances in different ways. Data gathered during 70 “snapshot” observations of outdoor play 

were used to identify children’s participation in physically active play opportunities, as well as 

their active play preferences in the outdoor space.  
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Children’s participation in physically active play.  

Children’s participation in physically active play at Waratah Pre-Prep was determined by 

utilising the data on the Summary Analysis of Outdoor Play Observations (Appendix 7), and 

calculations as described in Chapter 4 – Data Analysis (p. 131). Table 5.6 summarises these 

data, showing for example that on Day 1 of data collection, 22 children were in attendance, and 

seven observation cycles were completed. Across all seven observations cycles, the total 

number of children observed to engage in active play was 43. Dividing this number by the 

number of observation cycles (43÷7) gave a daily average of 6.1 active children per observation 

cycle. The minimum number of children coded as active during any one observation cycle was 

2 and the maximum number was 11. Overall for Day 1, an average of 27.7% of children were 

recorded as being active during each observation “snapshot” (calculated by daily average ÷ # 

chn x 100).   

Table 5.6.  

Children’s Participation in Active Play 

Day # Chn  

# Ob 

Cycles 

Total # 

Active Chn 

Active Chn per Ob Cycle  

Daily Av  (min & max) 

Daily Av % of 

Active Chn per Ob Cycle 

1 22 7 43 6.1 (2 – 11) 27.7% 

2 28 6 53 8.8 (6 – 15) 31.4% 

3 28 5 49 9.8 (7 – 12) 35.0% 

4 26 7 59 8.4 (6 – 12) 32.3% 

5 26 6 60 10.0 (1 – 16) 38.5% 

6 22 8 51 6.4 (4 – 10) 29.1% 

7 25 8 66 8.2 (3 – 12) 32.8% 

8 23 9 53 5.9 (2 – 12) 25.7% 

9 26 7 52 7.4 (4 – 9) 28.5% 

10 23 7 70 10.0 (7 – 11) 43.5% 

Overall Average % of Active Children per Observation Cycle:                                            32.5% 

Reviewing each row of Table 5.6 shows differences in the minimum and maximum number of 

children participating in active play during each observation cycle. For example, records for 

Day 5 included the minimum number of children active (n=1) as well as the maximum number 

of children recorded active in any one observation cycle (n=16). For some observation cycles, 

high numbers of children were recorded as engaged in active play during spontaneous outdoor 
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play activities, usually involving an educator. For example, on Day 2 between six and 15 

children were engaged in active play during any one “snapshot” observation. In one of these 

observation cycles, 13 children and one educator were engaged in a spontaneous activity of 

being human wheelbarrows, where one person walks along the grass on their hands, while the 

other holds their legs off the ground. Similarly, on Day 3 (maximum 12 children) six children 

participated in educator-initiated spontaneous active play chasing bubbles around the grass area 

and jumping up to pop them.  Ten children participated in impromptu races with the educator 

calling out the movement required for the race, including running, crawling, jumping, and 

hopping. On Day 5 (maximum 16 children), the highest record of active children occurred 

while they were engaged in child-initiated and adult-initiated parachute play, as shown in 

Figure 5.22.   

          

Figure 5.22. Child-initiated and adult-initiated parachute play       

The child-initiated game involved the children crawling and rolling under the parachute 

together. Then they negotiated when to restart the game, and would all stand up on the outside 

of the parachute, before crawling under it again. The adult-initiated activity in the photo 

involved the educator leading the children to move and use the parachute in different ways – 

for example shaking it quickly and slowly, choosing children to crawl under it, and moving the 

parachute up and down while trying to keep a ball on it. The other adult-initiated activity used 

the parachute as a prop for a movement and memory game. In this game, the educator asked 

the children to move around the grass area in a specific way – for example running, crawling, 

crawling like a crab, and bouncing like a kangaroo. When the educator said “Stop!” the children 

would lie down and close their eyes while one child was covered with the parachute. The other 

children then guessed who was under the parachute.  
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The results presented in Table 5.6 also show that on average, across the ten days of data 

collection, just under one-third (32.5%) of the children in attendance at the preschool were 

engaged in active play. Across the data collection period, there were variations in the daily 

average percent of children active per observation cycle, ranging from a minimum of 25.7% 

on Day 8 to a maximum of 43.5% on Day 10. Further examination of the children active column 

(CA) for Day 10 data on the Summary Analysis of Outdoor Play Observations revealed that 

resources such as riding toys, an obstacle course and music with scarves served as resources 

that most promoted or motivated children to be active.  

Children’s play preferences.  

To determine the affordances that children chose to utilise the most for active play purposes, 

the average number of children recorded as active per observation cycle for each resource was 

calculated - as described in Chapter 4 - Data Analysis (pp. 129-130) and recorded on the 

Summary Analysis of Outdoor Play Observations (Appendix 7-column #CA per Ob Cyc). The 

calculations reveal the six most utilised resources for active play at Waratah Pre-Prep were the 

parachute (5.7 active children/observation cycle), tricycles and scooters (2.7), rockers and 

seesaws (2.0), music and scarves (2.0), obstacle course (1.2) and scooter boards (1.2).   

Further examination of the records for each of the identified resources showed that the 

parachute, rockers and seesaws, and the music and scarves were only offered on one day. The 

reason for their inclusion amongst the most utilised resources may be their novelty. The other 

three resources that were most utilised were available over a number of days - the tricycles and 

scooters, and the obstacle course were both provided on seven of the 10 days, and the scooter 

boards were available on five of the observation days. Except for the tricycles and scooters 

(which were always available on the bicycle track), the provision of the obstacle course and 

scooter boards differed. As discussed previously, the obstacle course was set up with a variety 

of resources, affording children with a different challenge each time it was provided. Figure 

5.23 shows the scooter boards being used in multiple ways – including laying down or sitting 

on the board while being pulled along the bicycle track by a friend, and being pulled up, or 

pulling themselves up an incline with the scooter board tied to a fence.  
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Figure 5.23. Examples of active play with a scooter board 

While the obstacle course appears as a most utilised resource, the Summary Analysis of 

Outdoor Play Observations reveals the usage of the resource varied considerably for each day 

it was provided. For example, on Day 4, there was only one recorded instance of a child playing 

actively on the obstacle course, while on Day 10 there were 14 instances of active play 

recorded. Figure 5.24 illustrates this variation in the number of instances where children were 

recorded as active across the days when the obstacle course was available.    
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Figure 5.24. Variation in children’s use of the obstacle course for active play  

The calculations shown on the Summary Analysis of Outdoor Play Observations also reveal 

the least utilised resources for active play. The resources that were provided but not used at all 

included the football with kicking tee, quoits, soccer balls with goal, and the cricket set, while 

the Frisbees, jumping sacks, and tunnel bowls had limited use.  

In addition to utilising the resources made available, the children also made use of outdoor 

features and general space for active play. Examples of this include using the grass area to do 

cartwheels and donkey kicks, engaging in dramatic play scenarios where children were police 

officers chasing robbers to put in jail, and balancing along the tyre boundary around the soft- 

fall area, as shown in Figure 5.25.    

 

Figure 5.25. Example of using outdoor features for active play 
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Field of Constrained Action 

While many opportunities for children to engage in physical activity and movement 

experiences were provided at Waratah Pre-Prep, the observational data also identified factors 

that could hinder children’s participation in these experiences. These included the provision of 

resources that did not encourage active play, the passive use of active resources, and the 

organisational constraints of an activity.  

Provisions for non-active play.  

Each day during the outdoor play period, a number of resources were provided that did not 

encourage physically active play. These resources were recorded daily on the environmental 

maps and over the course of the data collection period included sandpit toys, dramatic play 

props (such as vet surgery, farmhouse, small cars and garage), art experiences (such as a 

drawing table, easel painting, chalk drawing), puzzles, books, and small construction blocks. 

On average, approximately six non-active experiences were provided each day, with a 

minimum of four and maximum of eight resources.   

Passive use of active play resources.  

With children being free to choose their activities outdoors, they did not always use the 

resources that promote active play as intended by the educators. The passive use of active play 

resources limits the ability of other children to be able to use the resource in an active way, 

thus constraining the potential for physically active play to occur. Examples from the 

observational data to illustrate this include pretend play with baby dolls on the fort, and as 

shown in Figure 5.26, pouring water down the slide from a watering can, carrying all of the 

hoops around the playground, using the rocker as a fishing boat in pretend play, and lining up 

the bucket stilts and streamer balls to create a barrier across the path “to stop the bikes coming 

here.” 
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Figure 5.26. Examples of passive use of active play resources 

The type of resource provided can also allow for passive participation in an otherwise active 

resource, for example, the provision of tricycles with back seats as shown in Figure 5.27. While 

this style of tricycle encourages social play, some children are passive passengers rather than 

participants in active play. 

 

Figure 5.27. Example of passive participation with an active play resource 



Page | 184  

 

This type of tricycle might account for the difference in the number of children present (column 

CP) versus the number of children active (column CA) for tricycles and scooters as recorded 

on the Summary Analysis of Outdoor Play Observations. The results, illustrated in Figure 5.28, 

show that for the days that the tricycles and scooters were available, there were more children 

present (blue line) in the area than those that were playing actively (orange line) with the 

resource.   

 

Figure 5.28. Numbers of children present vs children active for tricycles and scooters 

Organisational constraints.  

The organisation of experiences at Waratah Pre-Prep also had an impact on children’s 

engagement in active experiences. For example, some active games only allowed one or two 

children to be active at a time, while the rest of the children sat and waited for their turn. One 

such example is illustrated in Figure 5.29, where only two children at a time were able to be 

physically active. In the total time of playing the game, only six children altogether had a turn 

of being “the cat or the mouse”.  
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Figure 5.29. Example of children waiting during an active game 

Case Study Summary 

The educators at Waratah Pre-Preparatory School experienced an active childhood; they were 

each socialised into a physically active life, developing a habitus that values sport and a healthy 

lifestyle. These early experiences, combined with their teaching qualifications and training, 

shaped Annie and Becky to be advocates for physical activity in children and be confident in 

their capacity to promote FMS. This was particularly evident in practice for manipulative skills 

where they purposefully engaged children in these activities and instructed them in the correct 

techniques. Annie and Becky also believe playing alongside children is an important part of 

their role to encourage children to participate in physical activity and enacted this practice 

during outdoor play.     

Physical activity was promoted at Waratah Pre-Prep through curriculum choices and teaching 

practices that encouraged children’s physically active play and developed their FMS. This was 

evident in the use of the outdoor space where portable and fixed climbing equipment, wheeled 

toys such as tricycles and/or scooter boards, and a variety of modified sports equipment for 

practicing manipulative skills were available to the children every day, affording them with the 

opportunity to develop and practice all categories of FMS and engage in general gross motor 

activity. Physical activity and movement experiences were also incorporated into the 

curriculum across the day, mainly during group times, but also as transition activities and 

spontaneous outdoor games.  

Within this environment, the children chose to participate in a variety of active experiences, 

including initiating their own active play utilising the physical features of the environment and 
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by using the resources provided. The most utilised physical features of the environment for 

active play included the open space of the grass area and the tyre boundary. The most utilised 

resources were those that promoted general gross motor activity rather than FMS, in 

experiences led by an educator (such as parachute games) and in child-initiated free play (such 

as tricycles and scooters). Some constraints in utilising the resources most effectively for 

physically active play were identified, including the provision of non-active play resources and 

children choosing to use active resources in a passive way. However, the combination of 

resources provided at Waratah Pre-Prep, together with the educators’ involvement in active 

play experiences resulted in approximately one third (32.5%) of children participating in 

physically active play at any one time. 
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APPLE TREE CHILDREN’S CENTRE 

The Apple Tree Children’s Centre (Apple Tree CC) was located in regional New South Wales 

and was a multi-purpose centre offering long day care, preschool and after school care options. 

As an early childhood service, the centre catered for up to 80 children per day and was open 

between 8.00am and 6.00pm. However, the children booked into the preschool program only 

attended from 9.00am – 3.00pm. After 3.00pm, the main outdoor play area was utilised by the 

after-school care children, and due to this, data collection at this service was restricted to the 

preschool hours when most children were present and the outdoor play space was available. 

Data collection occurred in February and March of 2012.  

The preschool-aged children at Apple Tree CC were divided into two groups according to their 

age; a 3- to 4-year-old group, catering to 15 children/day and a 4-to 5-year-old group licensed 

for 30 children/day. While the preschool groups had their own classrooms, the outdoor space 

was shared. Each preschool group had a room leader and additional educators assisting with 

the care and education of the children. The main staff members for the 3-to 4-year-old group 

were Heather and Maddy, and for the 4-to 5-year-old group, Jasmine and Sally.  

The Field: Philosophy, Practices and Curriculum Provisions 

This section will describe the particular factors that influence the provision and implementation 

of the movement curriculum within the field of Apple Tree Children’s Centre, specifically: the 

philosophical beliefs, values and practices of the centre; the outdoor play space; and the 

curriculum decisions regarding programming for physical activity and movement experiences. 

The data analysed for identifying the field of Apple Tree CC included educator interviews with 

Heather, Maddy, Jasmine, and Sally, in addition to interview data from Wilma (non-teaching 

Director) and Greta (Educational Leader). As Director, Wilma had a position of influence over 

the philosophy and overall running of the service and therefore provided important insights 

into the operation of Apple Tree CC. Greta’s main duties as Educational Leader were to oversee 

the general program of the two preschool rooms and provide instructional leadership to staff. 

Greta previously held the position of Outdoor Educator until a restructure in roles returned the 

responsibility for outdoor programming to the preschool educators. Furthermore, data from a 
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small group discussion with Maddy, Jasmine and Greta and supplementary documents (e.g., 

the daily routine, philosophy statement, Sun Safety Policy, and preschool room daily 

reflections) were also analysed to inform these results.     

Philosophical Beliefs, Values and Practices 

Analysis of the data revealed five themes within the centre’s philosophical beliefs, values and 

practices that influenced the provision and implementation of physically active play and 

movement experiences: (i) a focus on connecting with nature; (ii) encouraging risk in play; (iii) 

using the Circle of Security for attachment relationships; (iv) promoting independence and 

agency; and (v) sun safe practices.  

Connecting with nature.  

Apple Tree CC considered the outdoor environment to be a significant space for children’s 

learning and development, with Wilma, the Director of the centre, commenting that “we 

promote ourselves as being big on outdoor learning.” This is underpinned by Wilma’s belief 

and philosophy that children need to connect with nature: 

I’ve tried to maintain a close relationship between the children and the natural 

world, both indoors and outdoors. I think that children need to know and 

understand their responsibility and their place in the world, as it is. And how 

can they do that if they live in a world of plastic, so, I have worked really hard 

to make outside an important part of what we do. When I talk to parents I 

always talk to them about learning happening outside as well as inside.  

Greta echoed this philosophy, stating the “overall aim with the outdoor program … is getting 

children in touch with nature so they feel a responsibility for it.” Allowing children to play 

outdoors without shoes was part of the philosophy of connecting with nature, as evidenced by 

Wilma who said:  

In the summer time when the weather is so beautiful, I think it’s great for 

children to feel grass under their feet and water under their feet and sand, and 

get that experience first up with their feet.   

To further assist in applying this philosophy to practice, Wilma had provided her staff with 

professional learning and development opportunities to be “involved in lots of outdoor, not 

sport on its own, but outdoor education stuff.” These opportunities included “Clair Warden 

training [who is] part of the Forest School movement, where they take children out and children 

are engaged in climbing and walking and creating in the natural environment.” The centre was 
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also organising a one day a week bush program where the children could “just be, not take 

anything with us, but do the whole bush kinder thing.” The bush program would complement 

the philosophy of the outdoor program at the centre in connecting with nature, as explained by 

Jasmine: 

    I’m thinking of back-to-basics. The tree climbing, the building with sticks, 

the getting into building shelters but also the bush storytelling, the bush art 

and yeah, we’re not taking balls and we’re not taking bats. If they want to do 

something, they find a stick … so just, probably not the physical ed., I’m more 

thinking of it as environmental, as in watching the changing of the seasons 

and the birds that come and go. 

Jasmine felt that encouraging physical activity through interaction with the environment was 

more valued than “physical ed.,” referring here to the development of specific FMS. Wilma 

conceded that they “are not very good at that [because] when it gets down to teeny-tiny skills 

that are structured in that way, philosophically it doesn’t fit particularly well with what we do.” 

She further explained: 

I think we have to be really careful that we don’t get caught up in the fact that 

physical activity only involves man-made resources … you can undertake 

physical activity climbing a hill and over rocks and in trees and those kinds 

of things as well. So you don’t have to have a mass of equipment, man-made 

equipment. It’s like those logs that are down in the mud pit. I talk about the 

difficulty in developing upper body strength, but I know that those logs can 

only be lifted by two children, and they work all of that out … they didn’t 

cost us anything, and neither did the big river rocks that are down there. So I 

think that we need to be really clear that the use of the natural environment 

and physical activity go really well together, and physical activity doesn’t 

have to be just about ball games or individual skill teaching as such. 

Encouraging risk-taking in play.  

The philosophy statement on the centre website stated that “educators encourage risk in play, 

through planning for, supporting and engaging in play with natural materials, such as tree 

climbing, working with tools and using sticks and rocks in construction activities” (Apple Tree 

CC Website). In designing the outdoor environment, Wilma had “tried to set it up so that there’s 

an element of risk in the environment, but its managed risk.” Tree climbing at the centre was 

permitted, and Jasmine believed children “need to climb … they need to take risks.” In allowing 

tree climbing, Jasmine stated they were providing “a calculated risk” where the “children are 

supervised”, and they must follow “the rule that if the branch is smaller than your wrist, you 

can’t climb it.” Tree climbing was actively encouraged at the centre. Figure 6.1 shows two 
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examples of tree climbing observed at Apple Tree, one as a planned activity with the ladders 

against the tree so the children can get near the branches and the other as a spontaneous activity 

where the tree branches are low enough for children to access on their own.  

        

Figure 6.1. Examples of risk-taking in play: tree climbing     

By setting up the ladders and putting mats underneath, Greta said “it’s as safe as it’s ever going 

to be.” She also added that part of the centre philosophy was “trusting children as risk-takers 

rather than limiting everything for them” and believed “a lot of early childhood programs have 

just eliminated all risk and children just never know what they are capable of.” However, not 

all educators are aware of, or agree with allowing children to climb trees, as Jasmine noted 

“some of those rules aren’t clear” and it is up to the individual educator.    

Circle of Security.   

The philosophy statement of the centre website described the Circle of Security as a program 

where, for example, “educators remain both physically and emotionally available to all 

children.” Circle of Security is an attachment-based training program developed in the United 

States (Marvin, Cooper, Hoffman, & Powell, 2002)  and delivered in Australia by Dr Robyn 

Dolby (2007). Attachment relationships were “a bit of a passion” of Wilma’s, so she “started 

working with a psychologist who had done a lot of work on Circle of Security”. Due to the 

large outdoor space of the children’s centre, Wilma was concerned that children did not have 

a secure base with an educator from which to explore the environment as explained thus: 

If you’re walking around the space, which is probably traditionally what 

might have happened, a child who is anxious is not going to engage with the 
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place or run around and play if they have to be attached to your leg because 

they’re not sure where they’ll find you. 

As a result, Wilma “set up a system where we had sitters” and only one person who “moved 

through the environment doing jobs.” In practice, this entailed educators being “strategically 

placed” in a particular area of the outdoor environment with a twofold purpose: 

One is to engage with the play that is happening, and the other one is to be 

there as a secure base for children as they go off ... and gradually find their 

way out to explore and come back in when they need that emotional 

regulation and support to go out again. 

Introducing the practice of being a “sitter” was at first difficult as Greta explained “we finally 

got everyone to sit and not wander around or sweep or talk, but then it just became sitting.” 

The focus now was “trying to get [the educators] to be in the one spot still, but also play with 

the children” as part of an effort to get staff to “think about intentional teaching.” Another issue 

to overcome was staying in an area when no children were present, which as Wilma stated 

“feels quite odd ... and staff felt odd being there.” According to Wilma, it took “a long time” 

for staff to feel “okay to be there by yourself” and not “feel under pressure to do jobs.”  

Following this model in the outdoor environment has had an impact on both the activity of the 

children and of the educators. Wilma believed “the children are much more willing to go out 

and play … much more active within the space” as “they know that when they come back, 

there’s someone who’s there for them.” However, this model may also restrict the children 

exploring the whole play area if their educators are always positioned at a particular activity. 

Maddy, an educator from the 3-to 4-year-old class, noted she was usually restricted to the 

sandpit and soft-fall areas which are nearby her classroom. Similarly, staff from the 4-to 5-

year-old room would usually be located in the playground areas nearby their classroom which 

incorporates most of the physically active play areas (e.g., grass area, amphitheatre). Jasmine 

suggested the children’s movements and activity in the playground may be affected by stating 

“this year’s group tend to stick to their [educator’s] areas a lot more.” 

In addition, Jasmine explained that while the practice of ‘sitting’ has philosophical 

underpinnings, it could also be misconstrued, noting that a parent complained “about the lack 

of energy down here at the moment when she arrived to drop off [her child], everybody was 

just sitting around.” As outdoor play was scheduled first thing in the morning during summer, 
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families were met at a Greeting Couch on the verandah of the classroom, as shown in Figure 

6.2. 

             

Figure 6.2. Greeting couch areas at Apple Tree Children’s Centre 

As explained in one of the centre Daily Reflections for parents, the Greeting Couch supported 

the Circle of Security philosophy by providing “a secure base for children to sit for comfort 

and security after carers have said goodbye, or to return to during play to establish a link with 

a carer again.” It was one of the designated areas for an educator, and as a consequence they 

were often alone on the couch and not able to engage in any active experiences with the children 

during outdoor play. Equally, if too many children were in one play space, supervision became 

the priority, as Jasmine conveyed “for safety”, impacting the ability of the educator to actively 

engage with the children. Therefore, the practices enacted as part of the Circle of Security 

philosophy had a direct impact on the role of the educator during outdoor play.  

Promoting independence and agency.  

Wilma stated she had “a passion about maintaining Early Childhood as Early Childhood, and 

not necessarily as a progression for anything else.” This sentiment manifested in promoting the 

children’s independence and agency through allowing the children to have choices and follow 

their own rhythms. For example, during the outdoor play period, a range of other 

routines/activities were also available for the children. One such routine was the rolling 

morning tea, where children were able to choose when they would like to go inside to eat. 

Morning tea was available for approximately one hour and required a staff member to be 

present at all times. 
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Other experiences available for the 4-to 5-year-old children during the outdoor play period 

included the Art Program and Library Time. Inspired by the “Reggio Atelier”, the Art Program 

was held in a dedicated art studio adjacent to the 4-to 5-year-olds classroom. It was offered 

three days/week and was optional for children to participate. Library Time was held every 

second week and all children, in small groups, participated in the program which usually 

included singing, dancing and listening to a story. Additional educators were employed 

specifically to host these programs, however a regular staff member usually assisted and was 

therefore unavailable to interact with children during outdoor play. These programs also had 

an impact on the children’s participation in physically active play in the outdoor play space as 

they had a range of other opportunities available to them during this time.    

Sun Safe Practices.  

In line with Australian sun safe practices for early childhood services, the daily routine at Apple 

Tree CC incorporated an outdoor play period from 8.00am – 11.00am in the summer months 

to minimise the children’s exposure to UV radiation. Greta noted this schedule impacted 

educator availability during the outdoor play period as the “roster staggers staff”, with some 

staff not arriving until 10.00am to start their shift. The staff roster, in addition to other activities 

occurring at the same time as outdoor play (e.g., morning tea and library time), resulted in 

observational data that showed anywhere between three and eight educators present at any one 

time. Jasmine also identified the impact this had on practice:  

The morning outside time isn’t really for skills teaching or a lot of instruction, 

because you can’t guarantee that you are going to be there. I guess you’ve got 

to think about putting stuff out there that you know the children can use [on 

their own]. 

The Outdoor Play Space 

The design of the outdoor play space had largely been influenced by Wilma who wanted to 

“lift the profile of an outside program” through developing “the outside as a garden rather than 

a playground.” This design aligned with the philosophy of connecting with nature and the 

importance of this for Apple Tree CC was disclosed by Wilma who stated “the garden has been 

really important for us in shaping who we are.” Wilma was instrumental in renovating the 

outdoor play space, reflecting: 
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I can remember as a kid I’d be at my grandmother’s house. She had this 

amazing garden and it was connected by paths and stuff. It was an edible 

garden and my cousins and I would go and play there endlessly … we would 

be self-sufficient out there, learning about how the seasons changed, what to 

expect when winter came and how to find the shade in the summer. Where all 

the secret hidey-holes were and where we could create and play … when we 

started working on the garden here, that’s the kind of thing I talked to our 

landscape architect about. It was that I wanted children to be able to go 

through the garden and find a place where they could get lost and do what 

they chose to do, where they could feel that they were alone, but we would 

know where they were and that kind of thing.  

Apple Tree Children’s Centre was a registered and regulated early childhood service, and 

therefore their philosophy, policies and practices must be guided by the Early Years Learning 

Framework (EYLF) (DEEWR 2009).  Wilma’s concept for the outdoor play space aligned with 

current early childhood pedagogy that emphasises natural outdoor play environments, as 

expressed in the EYLF (p. 16): 

Play spaces in natural environments include plants, trees, edible gardens, 

sand, rocks, mud, water and other elements from nature. These spaces invite 

open-ended interactions, spontaneity, risk-taking, exploration, discovery and 

connection with nature. They foster an appreciation of the natural 

environment, develop environmental awareness and provide a platform for 

ongoing environmental education. 

By developing a “garden” for the children to explore, the outdoor play area at Apple Tree CC 

contained many trees and shrubs between play spaces connected by meandering paths. Wilma 

described the garden as “a sensory place where there are different surfaces and different areas 

to play … so we can set up in spaces different areas for different experiences.” As the play 

spaces generally had a specific purpose, Wilma was “trying to look at spaces and resource 

spaces, rather than just buy equipment.” Wilma further described the garden and play spaces: 

So there are places for gathering, there are places for solitary play, there are 

places where there can be transient art, and there are places for imagination. 

We’ve just created the running space out the back, to try to avoid that whole 

purposeless running through a space without stopping and thinking. So, for 

those children who need to be able to run at times, we now have a place to 

kick a ball and a space to run.  

Greta described the outdoor space as “a large yard with lots of nooks and crannies”, which 

made it difficult to supervise. Figure 6.3 shows the Environmental Map of the outdoor area and 

illustrates the garden-like playground with specific play spaces. It also identifies the four play 

spaces ascertained as more likely to involve physically active play for data collection purposes.          
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Figure 6.3. Environmental Map of Apple Tree CC identifying four active play spaces 
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Active Play Space 1, as shown in Figure 6.3 at the left side of the map, was known at Apple 

Tree CC as the back playground. This area consisted of a large, flat grassy area for running and 

ball games; a bicycle track around the outside for tricycles and balance bikes; and a tall 

spiderweb climbing frame (see Figure 6.4). Wilma installed the spiderweb to provide “some 

upper body stuff that is really hard to create within the garden setting” and was used by the 

children “for climbing, jumping, bouncing, swinging and hanging” (Jasmine). When providing 

resources for this area, tricycles and balance bikes were not made available at the same time as 

ball activities for safety reasons as Greta noted “the ball games often go over the path … one’s 

focussing on the ball and the other is focussing on the bike.” 

          

Figure 6.4. Apple Tree CC Active Play Space: Back Playground 

At the time of this study, the back playground had only been opened for twelve months after 

Wilma “negotiated with the Council to get that land.” Since the back playground was behind 

the preschool buildings it “requires a staff member in terms of supervision” and was closed off 

by a gate, prompting Wilma to suggest that “it is often easier to leave the gate shut than allocate 

a staff member.” Jasmine agreed there is “a staffing issue” and that the play space was “the last 

area that’s opened”, usually after 10.00am when all staff members had commenced work.  

Active Play Space 2 is the bark pit (or woodchip) area, as shown in Figure 6.5. The woodchip 

area had become the designated space for the trucks to be used for filling and dumping rather 

than “being driven around” the pathways creating a “frenetic atmosphere” where “inevitably a 

child trips and falls … [causing] quite nasty head injuries” (Greta). Along with the trucks, 

Wilma stated there were “things that we can add and subtract, to make it flexible”, such as 

planks, road signs, wheelbarrows, shovels and other tools, cubby houses, and bright yellow 

construction vests to encourage dramatic play. 
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Figure 6.5. Apple Tree CC Active Play Space 2: Bark Pit 

Active Play Space 3, for ease of observing for data collection, included the amphitheatre and 

the mud pit play space, as illustrated in Figure 6.6. Greta explained the amphitheatre area “is 

not really a designated area” and can sometimes be used for “sporting things” like nets and 

balls and other times for “a tray full of seeds.” Wilma provided further detail regarding how 

the amphitheatre area was created and the flexibility the space provided: 

The amphitheatre area is actually an underground tank that waters our 

gardens. So, when we put that in, it was a bit of a puzzle as to what to do with 

it. But then it just formed such a great round space that it seemed to be the 

logical place for performance and various things that need a piece of flat 

ground. I noticed today they’ve been out there using it as a bowling alley, but 

it gets various setups on it … It’s got a plug on it for music and stuff, so we 

can use it for music and movement … it’s a fairly flexible space so you can 

use it in a range of ways.  

 

       

Figure 6.6. Apple Tree CC Active Play Space 3: Amphitheatre and Mud Pit Area 
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According to Greta, the mud pit area was “open” when she “puts some water in there” to make 

mud. This provided “a sensory thing, they dig in it” but “it hasn’t been open for much of this 

year, because it’s not been warm enough … but it’s probably me just being a wuss.” However, 

even without mud, the play space was not closed off as the children had access to “loose parts” 

that were “open-ended materials” like large river rocks and logs. The children used these 

materials for “whatever they want to … building things or just carting logs.”    

Active Play Space 4 is the soft-fall area (Figure 6.7) which Jasmine summarised as an area that 

had “usually either got climbing, or big mats where they jump and run and roll and planks 

where they jump off onto them. But yeah, that’s usually the climbing equipment.” Greta tried 

using the space with “a few balance disks … but it only gets two or three children doing it … 

whereas climbing equipment can get a dozen or so playing with it” so it had remained as a 

designated climbing space.  

 

Figure 6.7. Apple Tree CC Active Play Space 4: Soft-Fall 

In addition to these active play spaces, the verandah area of each classroom was used for 

dramatic play, fine motor activities and art experiences while the deck area was a quiet space 

set up with cushions and books, thereby providing a range of experiences for children to choose 

from during the outdoor play period. 

Programming for Physical Activity and Movement Experiences 

Greta stated part of the educators’ role at Apple Tree CC was “ensuring that the kids’ physical 

development happens … that we cater for that.” As such, physical activity and movement 

experiences were provided as part of the curriculum, however Maddy believed that at Apple 

Tree CC, “the expectation [is] that outside is physical activity … that the outside naturally 
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provides that.” While physical activity and movement experiences were primarily dependent 

on outdoor play provisions, some time for structured group experiences were also part of the 

daily routine.  

Outdoor play provisions. 

Up until data collection began, Greta was employed specifically as an Outdoor Educator who 

“was responsible for the outdoor program … in planning it, in setting it up.” As other staff did 

not have any input into the program, Jasmine noted they “didn’t think about it much”, which 

raised “challenges” for Greta. Greta observed that “no matter how much you can explain to a 

person what you’d like them to do, it’s not quite the same as when you set it up yourself”, and 

realised that the “staff weren’t playing with the kids outside as they’re meant to be.” Part of 

this difficulty was the summer routine with outdoor play scheduled in the morning, as noted by 

Greta that “it’s a bit hard when we’re all at different times on the roster in the Summer” and 

further elaborated:  

[I] used to plan all of these things and then I’d go what! Why is it being 

trashed? Why are the staff sitting there? And I used to get really frustrated. I 

can’t be everywhere. Now I realise it’s that, they’re not there! So I’ve had to 

adjust my hat a little bit. I’ve had to really simplify it and just have one thing 

out that requires that one-on-one thing and the rest you can supervise and 

occasionally join in.  

As a result, Greta’s role changed and the outdoor environment started to be programmed by the 

preschool staff from both rooms. However, while Greta had hoped she had been a “role model” 

for outdoor programming in her previous role, she noticed the staff were inexperienced in 

planning effective outdoor environments. The Educational Leader role was created for Greta to 

utilise her “knowledge and skill” to “help the staff with their program.” In her new role, Greta 

provided support and guidance to the preschool educators and “programs alongside them” for 

now.  

The new way of programming the outdoor environment involved each staff member being 

allocated a playground space to plan for. Greta believed in this way, the outdoor experiences 

“will be much more intentional” as the staff now “have their own plan for the activity.” Heather 

further explained the new programming process, which was still in the early phase of 

implementation at the time of data collection:  
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We’ll have our meeting and each person will volunteer or be given a space 

and be given resources to use for that. And then they will go and plan 

something for that week and then build on it, so whether or not that goes for 

two weeks or a month or whatever, and then they are going to be responsible 

for observing and documenting what goes on in that space as well.  

Heather also spoke about the individual nature of the programming, which drew on staff 

knowledge and interests, stating that staff “all have our favourite space to go to.” Maddy added 

the outdoor play provisions were therefore “limited” to the “imagination” of “whoever sets up 

[the play space] for that week.”  

However, Jasmine added that the staff would be “making sure that we’ve got different skills in 

different areas” so “a wide range of skills” would be covered and the staff “will rotate” to ensure 

responsibility for different play spaces is shared. Greta would oversee the program and ensure 

physical activity and development were included: 

There’s always a running element in the program. The children have 

opportunities to run, and there’s always the climbing and there’s ball games. 

Those are always covered, but probably more, it’s not really formalised at the 

moment. It’s catered for at the moment, so it will probably evolve as the 

program goes on a bit. We will have to see what the children have done and 

what we haven’t done yet. So I would let the staff know what the fundamental 

movements are, and just making sure that they are all covered throughout the 

year. 

Greta also stated the outdoor program was “not all based on movement” and some experiences 

were planned for other outcomes, for example “the blocks are more of a cooperative play and 

imaginative play type thing … we are really trying to get those boys working together rather 

than against each other, so the blocks seem to be a way to unite them.” This example brings to 

light programming decisions based on the children’s developmental needs, as explained by 

Greta that “staff rely on their training and knowledge” to provide a variety of experiences 

appropriate to specific children. Maddy affirmed this, stating that programming for the play 

space was “based on your children that you are actually with … so basically you had a 

knowledge of what they were up to and you provide something for them.” Greta added that a 

staff member may recognise that a child needs support in developing a particular skill, such as 

climbing skills and “would put that child specifically on the program on a specific activity.” 

The “staff would know to encourage that child” to participate in the climbing activity 

programmed for that child.  
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In addition to programming to meet specific outcomes, Jasmine described programming for 

outdoor provisions as “going with the child, child-centred, child-focussed.” In this way, 

educators provided a curriculum that was planned in response to the children’s interests and 

strengths. Wilma captured this way of programming by stating “children use an area as they 

choose, and we try to pick up on their initiatives and add to it or subtract from it, depending on 

the interests that are happening at the time.” Heather believed “children are a lot more 

motivated with something that they want to do” and thus provided a rationale for programming 

based on children’s interests. However, Maddy expressed concern that by following children’s 

interests, “the kids that find the quiet activities outside and stick to them the whole time” may 

not participate in active play. Therefore, group times provided another avenue for children to 

participate in active games and/or movement experiences throughout the day. 

Structured group times and transitions. 

Programming for physical activity and movement experiences as a group activity differed 

across the two preschool rooms. The 3- to 4’s room daily routine did not include a specific 

group time, however movement opportunities were provided as part of the indoor play period. 

The 4- to 5’s room daily routine incorporated a number of opportunities for movement related 

experiences, including a scheduled relaxation time, an afternoon small group time, and a whole 

group music and movement experience. However, transition times were purposely limited at 

Apple Tree Children’s Centre as demonstrated in the implementation of rolling meal times 

where children were able to choose when to eat.  

The 3-to 4’s room. While Heather viewed the “block of play indoors” as the children’s 

“concentration time”, some music and movement experiences were incorporated into the 

programming, as explained by Maddy: 

When we do any music and movement group time, we kind of vary up the 

songs so that we have some where they’re doing some more of the galloping 

in the circle, and a variety of different things. Sometimes beanbags, they 

actually have to throw and catch and things like that. 

Heather added that other programmed experiences were based on the concept of “Read-Move-

Learn”, which involved “movement activities … based on literature, on books and children’s 

stories.” However, Maddy noted that these “teacher-led experiences” were not conducted as a 

formal group time, as the service was “steering away from group times … from the actual group 
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time concept” and children could choose to participate or not. Affording children with this 

choice was part of the service philosophy statement, which stated “to encourage autonomy, 

children have the choice to continue engaged play or join the planned experiences.” Heather 

reflected that although the experiences were “not compulsory”, she found “most children join 

in … but if they don’t want to, that’s okay.”  

The 4-to 5’s room. The children in the 4-to 5’s room had a number of opportunities to 

participate in active games and movement experiences throughout the day. The afternoon 

‘small group time’ was one such opportunity, when each educator was responsible for planning 

and implementing an experience with a small group of children. Jasmine noted that the 

educators “can do whatever they like in the small groups” as long as it had a focus on “joining 

in and listening, being part of a group.” Figure 6.8 shows children playing a game of Twister, 

and is an example of an active small group activity that assisted in developing the desired 

outcomes of developing listening skills and participating in a group experience.  

 

Figure 6.8. Example of small group activity: Twister 

Jasmine also noted that the planning for these small group experiences was up to “individual 

staff” and therefore, some educators may implement an active experience to encourage group 

cooperation (as in Figure 6.8) while others may “read a book or go on the computer.” Greta 

agreed that these programmed experiences “depends on the individual teacher”, for example 

Jasmine was into “technology.” Subsequently, not all children would have the opportunity to 

participate in an active experience during this time.  

Immediately following the small group time, a 20-minute period was scheduled in the daily 

routine for a music and movement experience. This was implemented in the 4-to 5’s room when 
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Wilma specifically employed Alice “because she has a dance background and she added 

something new and different to the environment and to the program.” Jasmine suggested “Alice 

is responsible for doing that music and movement” group, however, between the two data 

collection periods, Alice left the service. This suspended the music and movement program as 

according to Greta “no one else has taken up the mantle of dance.” Jasmine commented that 

the group time “reverted to sitting on the amphitheatre playing Duck, Duck, Goose.” While she 

acknowledged that this game can provide “a lot of learning” for the children, she would prefer 

the staff to program a more “teacher-led physical education, physical activity thing”, such as 

“getting a soccer game going” or a “ten pin bowling competition” rather than “just playing the 

circle games that we’ve got opportunities to play at other times.”  

Greta subsequently took over responsibility for this afternoon group time and “changed it into 

more of a skill-based group structured movement activity.” The photograph in Figure 6.9 

illustrates one such example of the afternoon skills-based group time implemented by Greta.  

 

Figure 6.9. Example of group experience: a galloping activity 

In Figure 6.9, Greta had drawn on the Munch & Move resources (NSW Department of Health, 

2010) to implement an activity with a focus on the FMS of galloping. Greta was the only staff 

member to have participated in the Munch & Move workshop and disclosed that until this study, 

she “probably didn’t use the fundamental movements as much … it was more the healthy 

eating.” Greta now planned to introduce the FMS resource to the other educators and “let them 

discover the [resource] folder a bit and utilise that in their planning.” So while the new skill-

based group time “happens spontaneously,” Greta suggested it would become a “planned 

lesson” in the near future when the preschool educators became more familiar and confident 

with implementing a FMS-based experience.   
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Introducing the Educators: Capital, Habitus, and Individual Practice 

Apple Tree Children’s Centre catered for up to 45 children per day in the 3-to 5-year age group, 

and as such, many educators were involved in the care and education of children at the centre. 

To examine how personal factors (i.e., capital and habitus) may impact practice for individual 

educators, the guided interviews and “snapshot” observations of educator practice were 

analysed for the four main staff members responsible for the care and education of the children: 

Heather and Maddy from the 3-to 4-year-old room and Jasmine and Sally from the 4-to 5-year- 

old room.    

Getting to know Heather 

Heather described herself as being “reasonably new” to Apple Tree Children’s Centre, having 

been employed at the service for approximately 6 months in the position of room leader for the 

3-to 4-year-old group. Heather originally worked three days per week in a job-share position, 

but had recently taken on the room leader role on a full-time basis. Heather stated her main role 

was “overseeing the development of [the] children and just making sure that we are 

documenting their learning and providing them with a well-balanced program” but was also 

mindful of working as a team with the other educators in the room.    

Personal capital.  

Heather had a Diploma of Children’s Services from TAFE and was currently halfway through 

upgrading her qualification to a Bachelor of Education. Heather had extensive experience in 

early childhood education, having worked in the industry for nearly 21 years. She started her 

career in the early childhood sector in Family Day Care (FDC), as a carer while her own 

children were young. She subsequently worked in the FDC coordination unit as a Child 

Development Officer, and finally became a state trainer with the NSW FDC office. Heather 

left FDC to work in Long Day Care services, where she was “talked into a couple of 

management roles.” After deciding she “wanted to get back out” of management, Heather 

applied for the room leader role at Apple Tree CC, explaining “now here I am with the 3-year-

olds which is my favourite age group to work with.” 

Heather valued professional development opportunities for being able to “come away with new 

ideas … to freshen up” and implement new initiatives into the classroom. When questioned 
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about additional training relating to physical activity and movement for young children, 

Heather said she had attended training sessions based on kinaesthetic and occupational therapy 

principles as well as a Yoga for Children workshop. Heather had worked with staff in other 

early childhood services who had completed the Munch & Move training but had not completed 

the training herself. Heather admitted she didn’t know much about the fundamental movement 

part of the program and was “just making do with what I already know” in terms of providing 

physical activity and movement opportunities to the children in her care. However, Heather 

expressed her interest in different learning styles, being “a bit of a Howard Gardner fan” and 

recognised that “lots of people need to move in order to learn.” As a result, she currently 

incorporated movement into literacy experiences through “putting a bit of the Read, Move, 

Learn into place” as literacy was another interest of hers.    

Developing habitus.  

As a child, Heather “wasn’t involved in much” physical activity due to being diagnosed with 

arthritis at eighteen months of age and spending a considerable amount of time in plaster. As a 

result, Heather felt she was “very uncoordinated and not involved” during her school years, 

stating physical activity and sports “wasn’t a strength of my early days.” Having health issues, 

Heather’s parents “always gave [her] excuses not to participate”, leading to missed 

opportunities and a realisation that she “didn’t learn a lot of those [sport-related] skills,” which 

further added to her reluctance to be involved in sport as a child.  

As a teenager living in a small town, and “motivated by friends”, Heather took up basketball, 

tennis and swimming “more for fun.” While socialisation was the most important factor for 

Heather, she also felt obligated to participate in sport, and explained:     

It was more of a social thing, it was a social get together. And an expectation, 

I suppose, where the rest of my family was very involved in sport. Not 

necessarily my parents, but their siblings were very involved in sport and still 

are, their children still are professional players and things like that. So there 

was an expectation that because I was belonging to that family, that you 

would get involved too. So yeah, a little bit of pressure from outside, but it 

was definitely social.  

Since leaving high school, Heather had not been involved in team sports as she was “not a 

team sport person” but had at various times participated in aerobics classes, joined a gym, and 

completed a couple of fun runs. She currently attended an occasional Zumba dance class, 
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practiced yoga and walked with a friend. Her motivation for including some activity in her life 

was to have fun, for stress relief, and for the health benefits related to her arthritis, however 

she conceded that physical activity “is probably not a central point of my life.”  

Habitus embodied.  

Drawing on the knowledge gained from the kinaesthetic and occupational therapy-based 

workshops, Heather provided opportunities for children to engage in “floor play”, for example 

to walk across cushions for developing balance and rolling children up in a blanket like a 

“sausage roll.” These experiences were provided to assist children to develop proprioception, 

or an awareness of body and spatial orientation. For Heather, this was a more important aspect 

of the movement curriculum, and she often provided music and movement experiences for 

“gaining control and body knowledge … so that [the children] understand where their body is 

in space and different ways that they can move it.” In addition to improving coordination and 

motor planning, Heather used music and movement experiences as a way of settling the 

children for a period of indoor play. Heather believed providing song and dance experiences 

for the children increased blood flow and therefore “activates their body ready for learning”, 

enabling the children to concentrate and engage in the programmed activities.  

While not focussed on specific skill development, Heather believed providing opportunities for 

movement and physical activity was important, but preferred to provide “imaginary games” 

where children pretend to be different animals, “creeping along the floor, and wriggling and 

writhing like a snake.” Heather did not usually plan for, or participate in ball games with the 

children and clearly related this to her early experiences and perceived lack of sports-related 

skills, commenting “it is not a skill of mine … so it is not something that I think of, because 

it’s not something that I personally do or value.” Outdoors, Heather would rather provide 

spontaneous experiences such as bubble blowing to encourage the children to “run up and down 

the slope to catch them” or encourage specific children to use the swing, particularly those who 

would benefit from the sensory processing experience the swing provided.  

Despite having limited input in planning the outdoor environment, Heather appreciated that 

outdoor play could provide a range of experiences that encouraged physically active play. As 

outdoor play at Apple Tree CC was child-directed, Heather acknowledged that some children 

were reluctant to engage in active play, stating “it’s whether they choose to interact with it.” 
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Speaking about her role, she suggested that “sometimes you’re not invited” into the children’s 

play and would therefore be an “onlooker”, gauging when the children may require assistance. 

This assistance could be in the form of breaking a skill down for a child to master (such as 

jumping) or providing physical or verbal support to enable a child to climb over a trestle. 

Heather may also at times model active play to encourage the children to use the resources 

available, providing the example of riding a tricycle.  

Although not always engaged with the children in active play, Heather was an advocate for the 

inclusion of active experiences in the curriculum in early childhood services to ensure children 

develop lifelong healthy habits. Some examples of the role taken by Heather are reflective of 

being an instructor (supporting skill development) and a participant (modelling active play). 

However, her dominant role was that of a manager of active experiences, providing additional 

resources and behaviour guidance as required.  

 Heather as advocate. Heather was aware of a societal focus on developing healthy, 

active habits in children as a way to address current community health concerns, stating this 

was “a big pull” as to why she provided physically active play for children in her care: 

There’s been a really big focus over quite a few years now, to teach children 

skills and model skills now to help them be healthy adults, healthy and active 

adults … I would say there’s probably a lot of push from Government, health-

wise, because of our declining health, and we need to not develop another 

generation of people that are going to put a big tax on the health system. 

By providing children with a range of active experiences and teaching healthy eating habits, 

Heather believed educators had the opportunity, in conjunction with parents, to equip children 

with the necessary skills to lead a healthy, active life. Heather considered family experiences 

and those provided at the centre were complementary allowing children to learn about healthy 

lifestyles “in a different space … and with each person comes a different perspective and a 

different value.” For example, although she wasn’t a ball player, “Mum and Dad might play 

ball all the time” and therefore the child would be getting a variety of opportunities from 

different parts of their life.   

However, Heather was also aware that some children may not have active opportunities when 

they were home, possibly because “there’s not the time or there’s not the space.” Additionally, 

she believed that in general, children were not as active in the home environment anymore due 
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to safety concerns that prevent children playing outdoors, such as not riding bikes in the street. 

Instead, children were leading sedentary lifestyles indoors, “playing computer games and 

iPads.” To ensure there was a balance, and children “know there are other ways of doing things 

and being”, Heather saw Apple Tree CC as “an environment that is conducive to [the children] 

being active” and stated “that’s what we’re supposed to be doing with our time.”  

Heather as manager. When discussing her role in active play experiences, Heather 

provided examples of how she enabled children to extend their active play, through managing 

the environment or guiding the play to maintain safety. For example, during outdoor play a 

local musician was playing the clarinet in the amphitheatre area and a group of children asked 

for some ballet music. Heather then “provided them with props … and got the ballet clothes for 

them to put on” to continue the spontaneous ballet dancing experience. A further example 

illustrating Heather as a manager in active experiences was during a rugby game that a group 

of children were playing. Although Heather stated “rugby is not a big love of mine,” she 

reported that she did get involved in the play but “ended up being the referee” to ensure rules 

were in place and were followed by the children.  

Heather’s Observed Practice during Outdoor Play 

Heather was present and recorded in 42 “snapshot” observations over the first five days of data 

collection. Table 6.1 shows the distribution of time that Heather spent in active play spaces, in 

non-active play spaces and in other locations. 

Table 6.1.  

Educator Location Data – Heather 

Location # Obs % Obs 

Active Play Spaces (e.g., soft-fall, grass area) 3 7.1 

Non-Active Play Spaces  (e.g., sandpit, verandah) 23 54.8 

Other Locations (e.g., greeting chair, storage shed) 16 38.1 

Total 421 100 

Note: 1Total number of observations for case study site was 111, of which Heather was present and recorded in 42.  

As Table 6.1 illustrates, Heather was only observed on three occasions in an active play space, 

the soft-fall area where the climbing equipment, such as trestles and planks, are located. Heather 
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spent more than half of her time outdoors (54.8%) in non-active play areas, particularly in the 

sandpit. Of the 23 observations recorded in non-play areas, 17 of these involved Heather in the 

sandpit, usually in the role of interacting with the children. An additional 5 observations were 

recorded at the drawing table, where Heather was tidying up the paper and pencils and therefore 

coded as managing the environment.  

Heather was located in non-play areas (‘Other Locations’) for 38.1% of observations recorded. 

Further analysis of this data showed that for the majority of this time, Heather was positioned 

at the Greeting Chair (11 out of 16 observations) during the morning outdoor play period. For 

the remaining observations recorded as ‘other locations’ Heather was situated on the 3-4’s room 

verandah or the pathways between play spaces, either interacting with, or supervising children.       

Heather’s enacted roles in active play spaces.  

The observations of Heather in the soft-fall area were further analysed to determine the roles 

she enacted within this active play space, with results presented in Table 6.2.  

Table 6.2.  

Enacted Roles in Active Play Spaces – Heather 

Role # Obs % Obs 

Supervising (e.g., watching children on climbing equipment) 1 33.3 

Environmental Management 0 0 

Behaviour Management (e.g., assisting turn taking on climbing equipment) 2 66.7 

Interacting 0 0 

Supporting Play: Skill Development 0 0 

Playing With in Active Play 0 0 

                                                                                    Total 3 100 

In one observation, Heather was coded as supervising the children when she was talking to 

another staff member about the routine for the day. In the other two observations, coded as 

behaviour management, Heather assisted children to take turns on the equipment. Figure 6.10 

illustrates these examples of managing behaviour. 
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Figure 6.10. Examples of Heather managing behaviour by assisting with turn-taking      

In these observations, a number of children were playing on the equipment, climbing over the 

trestle, walking along the wooden board and then jumping onto the mat below. As trestles were 

set up on either side of the board, children were climbing onto the board from both sides. For 

safety and to ensure fairness, Heather indicated who was next to jump, thereby managing the 

children’s behaviour by assisting them to take turns.  

Getting to know Maddy 

Maddy had been employed at Apple Tree Children’s Centre for approximately one year, 

however was new to working in the 3-to 4-year-old room having previously been with the 

infants and toddlers. As a room assistant, Maddy described her main role was to supervise the 

children, but had some input into programming and planning through sharing her observations 

of the children’s development and interests. 

Personal capital.  

Maddy had a Certificate III in Childcare and had been undertaking additional study to complete 

a Diploma in Children’s Services from TAFE. She had been working towards the Diploma “for 

a while” as she had three children of her own and family commitments make it difficult to find 

time for studying. Maddy had worked in the early childhood sector since having her first child 

11 years ago. The majority of her experience had been in long day care services, working in 

both privately owned and community-based services.   

Maddy recognised her knowledge of children and planning experiences for children was 

expanding all the time, saying she “loves learning” and considers “any [professional] 



Page | 211  

 

development is a benefit, in any area.” She also expressed concern as to how new ideas would 

be taken up in practice if they were not a shared experience: 

I also think it is important to do that [professional] development with other 

people in the same centre, so that they are on the same page. It’s very hard 

when you come back excited from professional development and then 

everyone else is like, oh yeah, so?   

Maddy had not completed any workshops or training for the planning and implementing of 

physical activity and movement experiences with children. When asked about the Munch & 

Move program, Maddy confirmed she had heard of it but thought it was for primary school-

aged children rather than for early childhood. She also confessed she was “more aware of 

nutrition aspects” than FMS and physical activity. For this curriculum area, Maddy relied on 

what she had learnt through her TAFE studies, which had covered topics such as “music and 

movement, gross motor needs and skills.” She expressed a desire to extend her knowledge on 

yoga for children and believed with the knowledge comes confidence to implement new 

experiences with children. 

Developing habitus. 

Looking back on her childhood years, Maddy remembered that “everyone did a sport back 

then.” So, with limited choices available and at the suggestion of her parents, Maddy began 

ballet classes at the age of four. Although she commented that “it was just something one did, 

it’s probably not one of my best skills”, Maddy continued with ballet until she was 16-years 

old. She felt that doing ballet gave her confidence, fitness, coordination and self-esteem, until 

she turned 16 and became very self-conscious of her body. At this point, she got “embarrassed 

and found out that it was a very visual thing … almost stopping all physical activity after that.”     

At the time of interview, Maddy was pregnant and not participating in any physical activity.  

However, even prior to pregnancy, Maddy didn’t do “as much as she should” due to financial 

and time constraints, and the “big juggling act” of work and family commitments. She admitted 

her husband did more of the “family thing” and took their children to the park, bicycle riding, 

and swimming. Although not an active participant herself, Maddy did encourage her children 

to participate in organised “active things” such as soccer and they were also about to commence 

dance classes.   
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Habitus embodied.  

Maddy showed an understanding that her personal experiences had an impact on how she 

engaged with children at Apple Tree CC, stating “I think naturally you bring part of your family 

and your own experiences to it. So I think that has a huge effect on an experience.” Maddy’s 

personal experiences, particularly with dance, had influenced how she perceived and provided 

physical activity opportunities to the children in her care, as she “used to regularly [implement] 

a dance group” when she was working with the younger children. However, her own self-

consciousness with dance, developed as a teenager, prevented her from leading a dance group 

when other staff were around, admitting “I actually don’t like dancing in front of adults.” When 

other staff were involved in the experience, Maddy was “far more likely to do a music group” 

instead of dance but believed that “music and movement are so important for kids.”  

When asked about the benefits of music and movement experiences, Maddy again drew on her 

own experience of participating in dance – “I suppose I see the things that I get from it, which 

is you know, confidence ... I think, just physical exercise in general.” Maddy provided action 

songs for children to follow specific movements (“as they love the action ones”), as well as 

putting music on during indoor play so the children had “always got the chance to come over 

and do some dancing.” Maddy also used music and dance to assist children who were “having 

troubles settling and doing the activities.” She had found, as with her own oldest child, that 

some children had more “active needs” than others. Providing a music and movement 

opportunity, such as putting on “The Wiggles”, really “appealed to a select group of boys that 

just weren’t finding what they needed.” For those children who need to be active, Maddy also 

tried to use movement to teach other concepts. She had beanbags with letters on them, and 

scarves to use while dancing to teach colours, however, she felt movement activities were 

“harder to supervise” so “hasn’t used them lately.”   

Outdoors, Maddy perceived there were a lot of “gross motor opportunities” and believed these 

opportunities were important for children, noting: 

I think at the moment we are trying to provide the groundwork for all future 

physical activity, whether it’s becoming a habit, learning some basic skills, 

gaining confidence in your body, developing muscle coordination and things 

like that. And just also, keeping up with peers and things like that, which is 

so important for all other areas of development as well. 
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Maddy believed competence in gross motor skills was particularly important for when the 

children move to the 4-to 5-year-old room where children “can be teased” if they “can’t do 

some of the things a lot of the other kids do”, like running fast and doing big jumps from the 

balance board. While the outdoor environment can provide for these opportunities, Maddy also 

commented that “sometimes it is lacking” in challenge for the children, particularly referring 

to the climbing equipment on the soft-fall area. However, due to her position at the centre, 

Maddy did not feel as though she had significant influence in the programming and resourcing 

of the outdoor environment. 

During outdoor play, Maddy saw her role as assisting children to master a skill. However, the 

examples provided by Maddy to illustrate this were only related to the A-frame climbing 

equipment provided on the soft-fall area:  

Some of them can’t even climb up the full A-frame. So when they’re really 

unconfident and I’m worried they’ll leave, I just suggest to them to do the 

cheat way [up through the middle], to make them not abandon it before it’s 

even too hard. But when they’re a little bit more confident, I encourage them 

to do the big A-frame and then, I’m there physically, if they need me.  

Maddy explained her focus on the soft-fall area was mainly “because that’s the one that I’ve 

had the most to do with of late” due to its location near the 3-to 4-year-old room where the 

younger children tend to play. Except for climbing, there was limited evidence of Maddy 

enacting the role of instructor in developing specific FMS, and she admitted herself that she 

came “from more of a nutritional background” and the “exercise component is still a learning 

thing.” Thereby, the two main roles that could be identified from the interview transcripts are 

that of advocate and manager of active play.   

 Maddy as advocate. Maddy was “very concerned about obesity in children” and 

believed that healthy eating and exercise should be a daily part of everyone’s life, particularly 

in the early years:  

If they’re telling us all, if they’re doing all of these community messages on 

TV and saying how much all of us adults should be doing it, but if we can’t 

get the habits in well when they’re in this age, which we all know that the 0-

to 5-years is when everything is formed and everything starts, we’ll never be 

able to. 

In addition to encouraging healthy eating, Maddy wanted to ensure children at Apple Tree CC 

were provided with active experiences on a daily basis. She was also aware that “family 
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education was so important” in order for children to receive consistent messages about healthy 

eating and physical activity. 

Maddy as manager. When discussing her role in the outdoor environment, particularly 

when located in the soft-fall area with A-frames and jumping boards, the role of manager comes 

through in two ways. First, Maddy discussed managing the children. Her priority when 

outdoors was to supervise the children’s play and “always make sure that they’re safe.” 

Secondly, Maddy provided examples of managing the environment through the provision of 

appropriate resources to challenge the children’s current climbing abilities. Maddy would 

change the set-up of the equipment for those children who were confident in climbing and 

jumping from the balance board. However, she remained mindful “that we have to have 

something there for the smaller ones”, and would help those children who “really, really have 

difficulty.” 

Maddy’s Observed Practice during Outdoor Play 

Maddy’s practice was documented in 73 outdoor observations, as summarised in Table 6.3.  

Table 6.3.  

Educator Location Data – Maddy 

Location # Obs % Obs 

Active Play Spaces (e.g., soft-fall, grass area) 23 31.5 

Non-Active Play Spaces  (e.g., sandpit, table activities) 22 30.1 

Other Locations (e.g., greeting chair, storage shed) 28 38.4 

                                                                                Total 731 100 

Note: 1Total number of observations for case study site was 111, of which Maddy was present and recorded in 73.  

As illustrated in Table 6.3, Maddy spread her time fairly evenly between active play spaces, 

non-active play spaces, and other locations. She spent approximately a third of her time in an 

active play space during outdoor play. Interestingly, Maddy was in the soft-fall area for all 23 

observations recorded in an active play location. The child-size equipment on the soft-fall area 

does not easily lend itself to adult participation, making it difficult to play with children in this 

area. However, a range of other roles can be enacted within this play space as shown in the 

following analysis of these observations.   
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In the observations locating Maddy in non-active play spaces (n=22), interacting with children 

in the sandpit was recorded most often (n=16). The remaining 6 observations showed Maddy 

tidying up or interacting with children at table activities (e.g., drawing, sensory goop/oobleck) 

available outside near the 3-4’s room.  

In the ‘other locations’ category (n=28), the majority of observations were recorded with 

Maddy either positioned at the Greeting Chair (n=15) or on the verandah of the 3-4’s room 

(n=12), generally supervising/talking with children who were not engaged in play, or tidying 

up the area.  

Maddy’s enacted roles in active play spaces.  

Table 6.4 illustrates the enacted roles of Maddy when located in an active play space.  

Table 6.4.  

Enacted Roles in Active Play Spaces – Maddy 

Role # Obs % Obs 

Supervising (e.g., watching children on the soft-fall equipment) 10 43.5 

Environmental Management 0 0 

Behaviour Management (e.g., assisting children to take turns on soft-fall equipment) 4 17.4 

Interacting (e.g., chatting to children as they play on soft-fall equipment) 5 21.7 

Supporting Play: Skill Development (e.g., physically assisting child to climb) 4 17.4 

Playing With in Active Play 0 0 

                                                                                Total 23 100 

For the majority of the time in the soft-fall area, Maddy was engaged in roles that had limited 

physically active participation with the children – that is, supervising, managing behaviour and 

interacting with children. The role of supervising was recorded for nearly half the time, either 

standing nearby the equipment or sitting on the bench seat available in the area, watching the 

children. Supervision also included times when she was documenting children’s play for 

portfolios or daily evaluations. Figure 6.11 is one such example where Maddy can be seen 

sitting on the bench seat with paperwork in her lap.    
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Figure 6.11. Example of Maddy supervising while documenting children’s play 

Maddy was also seen to be supporting play for skill development. On each of these four 

occasions, Maddy was assisting the younger children to climb over the large trestle and walk 

along the wide balance beam, where they were then able to jump off onto the mat below by 

themselves. Figure 6.12 shows an example of this sequence, with Maddy providing physical 

assistance to support the child in mastering dynamic balance as she walks along the balance 

beam.   

        

Figure 6.12. Examples of Maddy supporting skill development 

The girl was wary of climbing the larger trestle, and was standing on the second rung until 

Maddy physically supported her to climb up and over the trestle. Maddy then held the child’s 

hand while she walked across the balance board. Maddy used encouraging words and stayed 

near the child as she gathered enough confidence to jump off the board onto the mat herself. 

After landing on the mat, the girl looked up at Maddy and smiled. This scenario shows Maddy 

supported the general gross motor skill of climbing, in addition to assisting with dynamic 

balance skills.   
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Getting to know Jasmine 

Jasmine was the room leader for the 4-to 5-year-old room at Apple Tree Children’s Centre. In 

this position, her responsibilities were mainly “the day-to-day running of the room”, including 

programming and ensuring record-keeping and children’s portfolios were kept up-to-date. 

Jasmine recognised her position came with a challenging workload and was “trying to 

delegate”, however admitted she found delegating difficult as she has “quite high standards.” 

Personal capital.  

Jasmine was a university qualified primary school teacher with an additional qualification in 

Special Education. The majority of her working experience in education had been in Special 

Education Units in high schools, working in a variety of schools for 14 years. Once she had 

children, Jasmine returned to the primary school sector as a casual teacher. Her career in the 

early childhood field began shortly after when she chose to complete the Certificate III in 

Children’s Services at TAFE. After completing a practical placement at Apple Tree Children’s 

Centre, she was offered a position as the Special Needs Coordinator. Jasmine had currently 

been employed at the service for four years, but had only recently become the room leader. 

Jasmine had continued study, and was working towards completing the Diploma in Children’s 

Services.  

Jasmine had not completed any professional development in physical activity and motor skill 

development for children and had not heard of the Munch & Move program, but felt she had a 

“very good grounding” in being able to develop sport skills in children from her primary 

teaching degree. Her course involved learning about health and fitness for children, as well as 

learning a different sport each term for four years. When asked about further professional 

development opportunities she would like to participate in, Jasmine commented that she would 

like to know more about why a child may not be developing physical skills as they should be, 

for example, “why this child can’t throw a ball for nuts!” Through her Special Education 

training and experience, Jasmine was confident with understanding delays in the “academic 

development of children” but would like more knowledge on recognising why there might be 

delays in physical development. 
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Developing habitus.  

Jasmine grew up in a small town in New South Wales where “everybody played sport … there 

was nothing else to do.” She also attended a small primary school “so everybody participated 

in everything.” She found she was “quite good at it” so when her family moved to a larger 

town, she continued participating in a range of sports. Through her high school years, Jasmine 

was either playing, coaching or training for netball “almost seven days a week.” She also played 

softball, tennis, was “a good athlete” in running and swam a lot. Jasmine enjoyed the fitness 

and social benefits she gained from participating in sport as a teenager. She also commented 

that she had a healthy family who were all quite sporty, “so it was just part of the family ethos.” 

In reflecting on her childhood experiences compared to children today, Jasmine believed that 

sport was “just expected of you back then … it was the way teenagers were, you just played 

sport.”   

As an adult, Jasmine became more engaged in active leisure experiences rather than sport after 

her first teaching appointment saw her “heavily involved” in the outdoor education program. 

Part of this program included Jasmine taking students for five day hiking trips in the nearby 

mountain ranges. Jasmine still liked to go bush walking and camping, taking her children to 

rivers to swim, and walking her dog. She was no longer involved in sport, giving up netball 

when she was pregnant with her first child. She then found it difficult to find time to do much 

physical activity, stating she was “flat out running around after my children who were playing 

every sport available.” Now her children are older, she would like to play netball again, as she 

misses “the team part of it and the fitness.” Conceding she is not as fit as she used to be, Jasmine 

felt her personal fitness was still at a level where she could “keep up with the kids” at Apple 

Tree CC. 

Habitus embodied.  

Jasmine believed in the importance of outdoor active play for children and the “goodness of 

physical activity”, recognising this value was based more on “personal influences” rather than 

“professional.” She was mindful that the back playground (the large open grassy space) was a 

significant play space for the children at Apple Tree Children’s Centre, due to “the need of 

these kids to run.” Part of this sentiment was grounded in personal experience with her son, 

who was diagnosed with Attention Deficit and Hyperactivity Disorder (ADHD), and required 

a period of physical activity before he was able to concentrate at school. Jasmine commented 
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that she can see similarities in the children at the centre, and wanted to provide them with the 

opportunity to be active during outdoor play. As she was “never inside as a child”, Jasmine also 

enjoyed being outdoors with the children, and encouraged them to engage in active play.   

In addition to being generally active outdoors, Jasmine could also see the benefit of providing 

sporting equipment for the children to develop specific movement skills, for example “when 

soccer season comes, we’ve got to get some soccer balls out.” Again based on her own 

experience, Jasmine was confident she had the knowledge and skill herself to teach children to 

become competent in a range of sport-related skills: 

I think I know enough about that to be able to tell them to put this foot 

forward, hold this and move this. I think I’ve got the basics in all of that, 

probably because of my background in myself, I know it. I mean, I don’t know 

it all, but I’m very proficient in most of those skills so I can pass that on.   

Jasmine proposed a way to teach children these skills would be through introducing a circuit 

during the afternoon group time, with a number of activities (or stations) set up that children 

rotate between, for example “you can have your throwing section, your tossing and your 

beanbag stuff.” This idea had come from Jasmine’s experience as a primary school teacher 

where providing circuits to develop specific skills (such as throwing, kicking) were 

commonplace. Jasmine clarified that by providing these circuit activities, “we can address a lot 

of those little skills … that maybe aren’t being addressed when we’ve got everybody out there 

playing soccer and kicking.” As an educator would be available at each station, the circuit set-

up would also provide the opportunity for children to receive specific support and guidance in 

mastering the skill. Jasmine believed a structured experience like a circuit would have better 

skill development outcomes for the children rather than trying to develop the skills during 

outdoor play. Jasmine had not “broached it with anyone” for a number of reasons. The first was 

that she believed a teacher-directed experience such as circuits may not “fit in with [the] whole 

philosophy of the centre.” In addition, Jasmine was not sure the appropriate equipment was 

available at the centre, commenting “the problem there would be the resources in those … I 

would have to look at the resources.”  

Overall, Jasmine would like children to participate in active experiences in a variety of ways – 

to “play some, learn some, sing some, dance some, every day sort of stuff.” This was how she 

was “brought up and the way [she] believes kids need to be.” In addition to fitness, Jasmine 
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cited a number of social learning opportunities available to children through participation in 

such experiences, including following rules, listening skills, turn taking, sharing, and waiting. 

In sharing the success of a child who finally mastered a skill, educators could also build the 

child’s confidence and self-esteem.   

Jasmine also believed participating alongside children in active play could be a bonding 

experience for the educator and the child, explaining “it’s something you can talk about later, 

come back [to] and do again tomorrow. So it’s something familiar that sort of links us together.” 

However, when asked about her role in active play opportunities, Jasmine did not discuss 

educator participation. Instead, she offered examples that positioned her as a manager of the 

environment and children to support their play.   

Jasmine as manager. With regard to physical activity in the outdoor environment, 

Jasmine saw her role at Apple Tree Children’s Centre as a provider of appropriate resources. 

This was in relation to providing resources based on the interests of the children to get them 

interested and involved, and in enabling the children to experience a variety of movement 

possibilities that “covers all bases … hand-eye, foot-eye, big motor, running, jumping, 

tumbling.” Jasmine also revealed her role was to manage these resources, by ensuring they 

were used appropriately by the children. Jasmine illustrated this role in the following example 

of Max who was throwing the “pins” (skittles): 

That was a very typical behaviour for Max. So my role there was to [say to 

Max] “let’s pick them up and I’ll show you what to do with them.” So they 

know how to use these in, not the best possible way, I’m sure there’s other 

ways to use them … in the appropriate way … making sure that they’re being 

used appropriately and being looked after, being respected.  

Jasmine also described her role as managing the social skills of the children, for example, by 

helping them to share and take turns.    
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Jasmine’s Observed Practice during Outdoor Play 

Jasmine was present and recorded in 40 of the observation periods at Apple Tree CC, as 

presented in Table 6.5.  

Table 6.5.  

Educator Location Data – Jasmine 

Location # Obs % Obs 

Active Play Spaces (e.g., soft-fall, grass area) 11 27.5 

Non-Active Play Spaces  (e.g., sandpit, verandah) 3 7.5 

Other Locations (e.g., greeting chair, storage shed) 26 65.0 

                                                                                Total 401 100 

Note: 1Total number of observations for case study site was 111, of which Jasmine was present and recorded in 40. 

Table 6.5 shows that 11 observations, or approximately one quarter (27.5%) of the time, 

Jasmine was recorded in an active play space. The observational data show Jasmine was located 

across all four identified active areas; grass area/back playground (n=5), bark pit (n=2), 

amphitheatre (n=3), and soft-fall area (n=1).  

Jasmine was observed in non-active play spaces on only three occasions - two of which were 

at the water trough and one at the drawing table. Most often, Jasmine was observed in ‘other 

locations’, totalling nearly two-thirds (65%) of the time during the outdoor play period. 

Examining these 26 observations further, it was found the majority of this time was welcoming 

families from the Greeting Chair (n=20). The remaining observations in other locations 

consisted of Jasmine managing equipment at the storage shed (n=2), and talking 

with/supervising children in between play spaces (n=4), on pathways for example.  

Jasmine’s enacted roles in active play spaces.  

The results of the observational data, as shown in Table 6.6, illustrates the enacted roles of 

Jasmine when located in an active play space. 
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Table 6.6.  

Enacted Roles in Active Play Spaces – Jasmine 

Role # Obs % Obs 

Supervising (e.g., sitting near the spiderweb climbing frame, watching children) 7 63.6 

Environmental Management (e.g., re-setting skittles as children knocked them down)  1 9.1 

Behaviour Management (e.g., resolving altercation between children) 3 27.3 

Interacting 0 0 

Supporting Play: Skill Development 0 0 

Playing With in Active Play 0 0 

Total 11 100 

The results in Table 6.6 align with Jasmine as a manager of active experiences rather than a 

participant in them. This is evidenced by all observations recorded for Jasmine being coded as 

either supervising, managing the environment, or managing the children’s behaviour. There 

was no evidence of Jasmine supporting the children’s skill development or participating in 

active play with the children. The observations coded as supervising included instances of 

Jasmine watching children play in all of the active play spaces – for example, sitting near the 

spiderweb watching children climb (grass area/back playground); sitting on edge of bark pit 

watching children roll tyres; watching children use ski walkers in the amphitheatre; and 

watching children use the climbing equipment on the soft-fall area. Two of the observations 

coded as supervising involved Jasmine documenting the children’s play for portfolios and the 

daily evaluation. Figure 6.13 is one such example, where Jasmine can be seen standing next to 

the bicycle track, holding up an iPad to take photographs of the children on the tricycles as they 

rode past.    

 

Figure 6.13. Example of Jasmine supervising while documenting children’s play 
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The three instances where Jasmine was coded as managing the children’s behaviour included 

asking children to stop squealing at pedestrians as they walked past the back playground, 

resolving an altercation in the bark pit between children who were arguing over a truck, and 

helping children take turns during a game of skittles. Jasmine was located at the skittles game 

for two observation cycles – while the first observation was coded as managing behaviour 

(assisting with turn taking), the second was coded as managing the environment. Figure 6.14 is 

the accompanying photograph taken to the observation coded for the latter example.  

 

Figure 6.14. Example of Jasmine managing the environment by setting-up skittles 

The observation notes for the example in Figure 6.14 describe Jasmine sitting behind the skittles 

on the amphitheatre steps. After a child had knocked the skittles down, Jasmine set them back 

up again in formation for the next child to have a turn.  

Getting to know Sally 

Sally was employed at Apple Tree Children’s Centre as an assistant in the 4-to 5-year-old room. 

Sally described her main responsibilities at the centre were to “look after the children and play 

with them”, as well as programming and implementing a group time for a small number of 

children each day.      

Personal capital.  

Sally had been working at Apple Tree CC for nearly two years, starting the job when she first 

moved to Australia from Singapore. During this time, Sally completed her Certificate III in 

Children’s Services at TAFE “because it was mandatory” for her employment at the centre and 

was currently working towards her Diploma in Children’s Services. Prior to becoming involved 

in early childhood education, Sally was employed by a Singaporean company to develop and 
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teach art curriculum to students and teachers in primary schools. She had also been an interior 

designer, and had a Diploma in Interior Architecture and Design.  

Sally admitted her employment history so far had been a “mishmash of things”, but she really 

started working with children and teenagers when she was a leader at a camp in North America.  

I spent two months at a time, I’d say eight months over two years, working 

there during the Spring and the Summer and the Autumn in an outdoor 

education facility where we worked with the underprivileged children in New 

Jersey and New York … taking them on expeditions in the forest and the 

river. 

In order to be a leader at these camps, Sally had to complete a month long Outdoor Wilderness 

Education training course. This course taught Sally how to incorporate games and activities 

into the expedition for the purpose of assisting children to regulate their behaviour, deal with 

frustration, and work together to problem solve and overcome obstacles (e.g., “you’d be 

walking in the forest and there’d be like a plank in the middle of somewhere and a wood block, 

and you’ve got to help your group get from this point to that point”). Sally would also carry 

“little props” with her “just to play games” throughout the camp.  

When Sally first started working at Apple Tree, she tried to incorporate some of the active 

games she had learnt from her camp experiences in America, however quickly realised the 

difference in age group and abilities. With a lack of training for preschool-aged children, Sally 

expressed an interest in further professional development for incorporating physical activity 

and movement games into the curriculum – “just different ways of introducing games and 

different ways of explaining things and simplifying games”, but was happy to learn this from 

the staff at Apple Tree rather than through formalised training.  

Developing habitus.  

Sally did not grow up in an active family, declaring her Mum and Dad “just kind of like to sit 

at home and not really do much sport.” Her parents did take her bike riding in the park but were 

“really cautious”, not wanting her to fall off. If she did fall off, her parents would think it was 

“too dangerous” and not let her go again. Sally felt that they were supportive of physical 

activity, but “also held back.” Sally was introduced to sport at school, and despite her family 

context, found she loved participating, and “just liked being outside more than inside.” Sally 
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preferred individual sports such as athletics, even though she “never really went very far with 

it,” as team sports were “always noisy and rowdy.” 

As an adult living in Singapore, Sally maintained involvement in individual sports and physical 

activity, participating in triathlons and Ironman competitions. She liked the “long distance 

stuff” for the feeling of “peace and quiet” she experienced from exercising alone. She also 

exercised at home when possible as she enjoyed being able to be active in her “own space” and 

her “own time.” She eventually stopped training for triathlons as it was too time consuming. 

When Sally moved to Australia, she joined a netball team primarily as a way to meet new 

people and make friends. For the most part, Sally enjoyed playing but “not when the game gets 

a bit nasty … I’m not there to fight and win”, playing instead to keep fit and have fun. 

Habitus embodied.  

For Sally, the knowledge and experience she gained leading camps in America has had the 

most influence on how she thinks about and provides active play experiences for children at 

Apple Tree. Just like on camp, Sally planned and implemented active games to develop 

“friendships and social stuff”, as per the class goals, during her small group times. As Sally 

stated, “I like to encourage positive friendships through games … and I think we try to 

encourage them to grow socially as well … They can learn so much through a game.” At this 

stage, Sally played “simple games” with the children to develop their ability to take turns, 

follow instructions and listen, as “listening is a key thing that [the children] struggle with” at 

Apple Tree. Sometimes she would play a structured game such as Musical Chairs or Kangaroo 

Skippyroo while other times the children would “freestyle dance” or take turns “throwing a 

basketball in the hoop”, but her small group time was always movement oriented.   

Sally also explained whole group circle games, like Duck, Duck, Goose, can help build 

children’s confidence and self-esteem through being cheered on by their peers as they chase, 

or are chased, around the circle: 

You get kids cheering everyone on. So, a quiet kid can come out and get 

cheered on by his friends, and that’s really good for them too … self-esteem 

and confidence and it makes them feel very important.   

During outdoor play, Sally saw her role changing between supervising and interacting with the 

children in some way - “sometimes you just watch them play … sometimes they need you there 



Page | 226  

 

… sometimes you need to lead it … sometimes you play a part.” When discussing these roles, 

Sally was not being specific to active play situations, and included examples of dramatic play 

scenarios where she might join the children for “a cup of tea or cake.” While these roles were 

varied, there was limited discussion regarding the role of developing FMS. Sally may on 

occasion show children how to, for example, kick a ball during a soccer game but admitted she 

was “no expert” in these skills. More often, she would “just let them learn for themselves how 

to figure it out”.  Therefore, Sally was more likely to play with the children in active experiences 

as a participant rather than teach skills as an instructor. Additionally, due to her own physical 

activity experience and enjoyment of the outdoors, she valued physical activity opportunities 

for children and advocated for healthy lifestyles.  

Sally as advocate. Sally supported the provision of opportunities for children to engage 

in physically active play because “active kids are good … a good start to their growth and their 

gross motor skills, and all sorts of things.” These opportunities were particularly important to 

provide in early childhood services as Sally believed at home, “they all really love being on the 

computer … and TV is just such a big part of their lives already.” Through getting the children 

active, Sally hoped to instil habits of not being “lazy”, and therefore would not “get fat and be 

obese” or grow up to be “couch potatoes.”  

Sally as participant. Sally saw herself as a participant in the children’s play and stated 

“I try to play with them, not direct them.” She provided an example of playing with children 

where they would learn the skills of throwing and catching without her having to specifically 

teach them: 

If we had the basketball hoop out and we were playing with them, I’d throw 

the ball to them and they’d catch it. So they’re learning how to catch, and then 

they’re trying to get it in the hoop, so they’re learning how to throw. 

Sally provided further examples of playing with children actively when being “part of the team” 

in ball games and climbing in the spiderweb with the children, particularly to be available to 

the younger children who may find the distances between the ropes difficult to navigate. Sally 

revealed the children enjoyed her being in the spiderweb, joking with her that the rope “is going 

to break” to which she replied, “I’m not that heavy!” 
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Sally’s Observed Practice during Outdoor Play 

Sally was observed in 44 observations at Apple Tree CC, with results shown in Table 6.7.  

Table 6.7.  

Educator Location Data – Sally 

Location # Obs % Obs 

Active Play Spaces (e.g., soft-fall, grass area) 26 59.1 

Non-Active Play Spaces  (e.g., sandpit, verandah) 5 11.4 

Other Locations (e.g., greeting chair, storage shed) 13 29.5 

                                                                                Total 441 100 

Note: 1Total number of observations for case study site was 111, of which Sally was present and recorded in 44. 

Table 6.7 demonstrates that Sally was located in an active play space for over half (59.1%) of 

the observations collected during the outdoor play period. The 26 observations coded in active 

play spaces included all identified active play areas from the environmental map – soft-fall area 

(n=1); amphitheatre (n=1); bark pit (n=4); and for the most part, the back playground (n=18). 

The back playground allows for the most active experiences to occur, including skill 

development opportunities with ball games on the grass area, climbing the spiderweb, and 

riding tricycles around the track. This would allow for a variety of roles for Sally to enact, 

particularly when located in this area.    

Sally was observed in non-active play spaces five times, of which four were coded as 

supervising (e.g., at the water trough and sandpit) and one as interacting with children at the 

water trough. Of the 13 observations coded as ‘other locations’, the majority (n=9) of these 

showed Sally located at the Greeting Chair. For the remaining observations, Sally was at the 

storage shed (n=2) managing resources and on pathways in between play spaces (n=2) 

watching children play.  

Sally’s enacted roles in active play spaces.  

Further analysis of the observational data revealed the particular roles Sally enacted while 

located in active play spaces. Table 6.8 shows these results.     
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Table 6.8.  

Enacted Roles in Active Play Spaces – Sally 

Role # Obs % Obs 

Supervising (e.g., watching children on spiderweb) 11 42.3 

Environmental Management (e.g., assisting child to put on bicycle helmet ) 4 15.4 

Behaviour Management  0 0 

Interacting (e.g., chatting with children on spiderweb) 8 30.8 

Supporting Play: Skill Development 0 0 

Playing With in Active Play (e.g., kicking a ball to a child) 3 11.5 

                                                                                Total 26 100 

Sally rarely engaged with the children in such a way as to encourage physical activity and skill 

development. The highest coded role for Sally was supervising (n=11), either at the spiderweb 

climbing frame in the back playground (n=6) or in the other active play spaces. The four 

observations coded as environmental management showed Sally helping children put on 

bicycle helmets (n=2), one instance of gathering up the tricycles to take back to the shed, and 

one for adding trucks to the bark pit on request from the children.  

For nearly a third of her time (30.8%), Sally was interacting with children while they engaged 

in active play. These interactions involved general chat with the children while they were 

climbing on the spiderweb (n=6), including topics such as bugs, the moon, the children’s 

weekend plans and Ben 10. Another observation saw Sally chatting with children while they 

played table tennis, and the last observation coded as ‘interacting with’ was collected in the 

bark pit (see Figure 6.15). 

 

Figure 6.15. Example of Sally interacting with children in the Bark Pit 
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In this observation, Sally was chatting to the child who was using a spade to dig up bark and 

fill his dump truck. While Sally is pictured here holding a spade, she was not engaged in the 

play or assisting the child at the time the observation was taken.  

On three occasions, Sally was seen with children in active play scenarios, all of which were in 

the back playground where most of the active resources are found. Sally was kicking a ball to 

a child, bowling a ball for a child to hit with a cricket bat and climbing the spiderweb (see 

Figure 6.16 for examples).  

         

Figure 6.16. Examples of Sally playing with children in active play 

In one example, Sally was throwing the ball for the child to hit with a cricket bat. Sally threw 

the ball to the child a couple of times, however it was either too wide or fell short. This did not 

give the child an opportunity to hit the ball in this scenario. The photograph also illustrates that 

Sally did not correct his technique for striking the ball with the cricket bat. Holding the bat high 

in the air as in the photograph would make it difficult for the child to hit the ball if he had been 

thrown a ball that was on target. In the other observation, three children were climbing to the 

top of the spiderweb. Sally joined them, climbing to the top rope, sat down and chatted to the 

children as they continued to climb around her.  
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The Movement Curriculum: Field of Action  

In order to interpret the movement curriculum at Apple Tree Children’s Centre, Kyttä’s (2002, 

2004) Field of Action theory is applied to analyse and discuss the results. First, the Field of 

Promoted Action identifies the provisions, or potential affordances, for physical activity and 

movement experiences provided at the centre. The way the children utilise these potential 

affordances is then explained within the Field of Free Action, and finally the Field of 

Constrained Action recognises those factors that may have had an impact on children utilising 

the affordances to their full potential in promoting physical activity and movement.   

Field of Promoted Action 

The Field of Promoted Action considers two aspects of the movement curriculum that promotes 

physical activity and movement for children at Apple Tree CC – the affordances provided in 

the form of resources and active experiences throughout the program, and the educators’ 

interactions during outdoor play that supports skill development and encourages participation 

in active play. The data sources drawn upon to examine the potential affordances for physical 

activity and movement at Apple Tree Children’s Centre included 111 “snapshot” observations 

and environmental maps of the outdoor play period (see Appendix 8 Summary Analysis of 

Outdoor Play Observations), and 28 narrative observations of group times for the 4-to 5-year- 

old class. 

Affordances for physical activity and movement.  

Applying the Taxonomy of Potential Affordances, Table 6.9 shows the results of the analysis 

to ascertain what opportunities have been incorporated into the curriculum to assist in the 

development of FMS and to promote general gross motor activity.   
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Table 6.9.  

Variety of Resources and Active Experiences 

Affordances for: Resources in outdoor play Active experiences1 

FMS: Locomotor 

 Running 

 Jumping 

 Hopping 

 Leaping 

 Side-Sliding 

 Galloping 

Trestles & Balance Boards 

Foam Shapes and Crash Mat 

Skipping Ropes 

 

 

Game: Duck, Duck Goose (WG) 

Game: Hyperdash (SG) 

Action Songs (WG) 

Galloping Horses (SG) 

Game: Rugby (OP) 

FMS: Manipulative 

 Catching 

 Throwing (underarm) 

 Throwing (overarm) 

 Kicking 

 Striking 

 Stationary Dribbling 

 Underarm Rolling 

 

Cricket Set 

Skittles  

Variety of Balls 

Soccer Ball and Goal 

Table Tennis 

Ball and Rebound Net 

 

 

Beanbag Catching (SG) 

Basketball (SG) 

 

 

FMS: Stability 

 Balancing 

 

 

Trestles & Balance Boards 

Bucket Stilts 

Rope Walk 

 

Active Game: Twister (SG) 

Rope Walk (SG) 

Yoga (SG) 

General Gross  

Motor Activity 

 Climbing 

 Riding 

 Fitness/Strength 

Portable Climbing Equipment 

Spiderweb Climbing Structure 

Tricycles 

Scooters 

Balance Bikes 

Push toys (wheelbarrows/trucks) 

Planks and Tyres 

Large Wooden Blocks 

Swing Seat 

Frisbees 

Ski Walkers 

Tricycles/Balance Bikes (SG) 

Action Songs (WG) 

Game: Musical Statues (SG) 

Game: Musical Hoops (WG) 

Game: Punchinello (WG & SG) 

Yoga (SG) 

Parachute (WG) 

Dancing (SG) 

 

Note1- Active Experiences are categorised by mode of delivery: WG-Whole Group; SG-Small Group; OP-spontaneous activity 
during Outdoor Play. 

 

Resources in outdoor play. In examining the data in Table 6.9 for resources provided 

in outdoor play, it can be seen that a total of 23 resources promoted specific FMS and general 

gross motor activity. Based on data from the Summary Analysis of Outdoor Play Observations 

for Apple Tree Children’s Centre (Appendix 8), an average of seven resources were provided 

each day to encourage physically active play in the outdoor environment (min=6, max=8).   
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In the locomotor category of FMS, three resources were recorded, all of which encouraged the 

skill of jumping. Jumping was encouraged through the provision of skipping ropes, a large 

crash mat set up with either the trestles and boards or the foam shapes on the soft-fall area, as 

shown in Figure 6.17. The trestles and balance boards were recorded in three separate 

movement categories, as in addition to locomotor skills, the equipment encourages stability 

(balancing), and general gross motor activity (climbing).  

         

Figure 6.17. Examples of resources that promote locomotor skills 

The six resources that encouraged manipulative skills included equipment for practising the 

skills of underarm rolling, striking, throwing, catching, and kicking. These skills were 

encouraged with the provision of modified sports equipment (cricket set), a variety of balls, 

balls with resources such as a rebound net and soccer goal, and an adult-sized table tennis table 

that remained set-up by the after school care educators that use the space in the afternoons.  

Figure 6.18 provides examples of resources that promote manipulative skills.  

        

Figure 6.18. Examples of resources that promote manipulative skills 
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Three resources were provided to promote the fundamental movement category of stability 

skills. These included trestles and balance boards (as shown in Figure 6.17), bucket stilts, and 

the rope walk. The rope walk was added to the outdoor environment at Apple Tree CC in 

between data collection periods. Examples of these resources are shown in Figure 6.19.   

            

Figure 6.19. Examples of resources that promote stability skills 

As suggested previously, the most variety of resources provided in outdoor play were those that 

promoted general gross motor activity (n=11). These resources included two for climbing 

(portable climbing equipment and spiderweb climbing structure), three for riding (tricycles, 

scooters, and balance bikes) and two resources that were available in the bark pit on most days 

(push toys and planks/tyres). Other examples of resources that enabled general gross motor 

activity include the ski walkers and large wooden blocks, as illustrated in Figure 6.20.  

          

Figure 6.20. Examples of resources that promote general gross motor activity 
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Active experiences. The provision of affordances as detailed in Table 6.9 shows that a 

total of 18 different active experiences were provided throughout the day during the data 

collection period. Five of these experiences encouraged locomotor skills (running, galloping, 

jumping and hopping) through games and action songs. Two experiences promoted 

manipulative skills of catching and stationary dribbling (bean bag catching and basketball), and 

three promoted stability skills through a game of Twister, using the rope walk and doing yoga. 

The most variety of experiences were those that encouraged general gross motor activity, with 

eight different experiences that included a range of games, yoga poses, using the tricycles and 

balance bikes, action songs and dancing.  Figure 6.21 shows an example of an active experience 

to promote the manipulative skill of catching and an action song to promote general gross motor 

activity.  

            

Figure 6.21. Examples of active experiences: catching game and action song 

These active experiences were provided through different modes of instruction – coded in Table 

6.9 as whole group (WG), small group (SG) and spontaneous activity during outdoor play (OP). 

There were no recorded active experiences provided as indoor play or transition activities. The 

most utilised mode of instruction for active experiences throughout the day was via small group 

experiences (n=12). The daily routine for the 4-to 5-year-old children included a small group 

time, often with the class being split into four groups. The range of small group experiences 

promoted all of the FMS as well as general gross motor activity. However, as individual 

educators were able to plan their own small group time, not all educators incorporated an active 

experience and therefore not all children were able to engage in these additional skill 

development opportunities.    
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The daily routine of the centre for the 4-to 5-year-old children also included a structured whole 

group time in the afternoon as a dedicated music and movement time. The educator assigned 

to lead the music and movement program left the centre during the data collection period, and 

as a result, familiar group games and activities (e.g., Duck, Duck, Goose, Punchinello) were 

provided by other educators during this time. These activities promoted locomotor skills such 

as running and jumping, and general gross motor activity.  

The one recorded spontaneous experience in outdoor play was a child-initiated game of Rugby 

Union. A group of four boys approached an educator asking to “play rugby like we did last 

year.” The educator retrieved coloured shirts (used in the previous year) to denote two teams – 

yellow for the Australian Wallabies and black for the New Zealand All Blacks team. The 

educator’s role in this experience was to help the children with the rules of the game, calling 

out reminders to run when they had the ball, which direction to run in, and whose turn it was 

to kick-off.  

Summary of affordances provided. As identified in Table 6.9, the children at Apple 

Tree Children’s Centre were provided with a variety of affordances to promote FMS and 

general gross motor activity. Figure 6.22 summarises these data to illustrate which skills were 

most promoted at the centre through the provision of outdoor play resources and active 

experiences throughout the day.  

 

Figure 6.22. Number of affordances that promote FMS and general gross motor activity 
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Collectively, a total of 22 different affordances were provided to promote FMS, with an 

additional 19 affordances for general gross motor activity. Within FMS, the highest number of 

affordances were provided equally for locomotor skills and manipulative skills (n=8) followed 

by stability skills (n=6). Looking at how the affordances were provided, Figure 6.22 also shows 

little difference between which skills and activities were promoted via outdoor play resources 

compared to active experiences within the curriculum. In outdoor play, 12 affordances were 

provided to develop FMS, and 11 for general gross motor activity, while for active experiences, 

there were 10 affordances promoting FMS and eight for general gross motor activity. However, 

for FMS, there is a distinct difference in provisions according to the skill being promoted. For 

locomotor skills, a higher number of active experiences were provided compared to those 

offered as resources in outdoor play; manipulative skills were promoted more as resources in 

outdoor play rather than active experiences; while the number of different affordances to 

develop stability skills was equal between the two modes of delivery.   

Educator role in outdoor play.  

Educator interaction in the form of assisting children to develop skills and playing with them 

in active play experiences would encourage the children to engage in physically active play. 

Analysing the educator role data (coded ER in the Summary Analysis of Outdoor Play 

Observations in Appendix 8), the number of instances of educator’s promoting physically 

active play through enacting the roles of supporting skill development (code SP) and playing 

with children in active play (code PW) was calculated. The 10 day data collection totals column 

shows that a total of 15 observations were coded as either SP or PW with resources provided 

in outdoor play. 

Mapping these codes against the resource the educator was involved with, and the skill in which 

this resource was promoting, a determination of which FMS or general gross motor activity 

was being most encouraged through educator participation could be made. For example, when 

looking at the resource Spiderweb Climbing Structure (categorised as promoting GM, general 

gross motor activity), a combined total of two instances were recorded where an educator was 

supporting skill development (n=1) or playing with children (n=1).  Figure 6.23 illustrates the 

results of the analysis that determined which FMS or general gross motor activity were 

promoted the most through educator involvement in outdoor play.      
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Figure 6.23. Number of observations that promoted FMS and general gross motor activity 

Of the 15 total observations recorded for educator interaction (i.e., supporting skill 

development or playing with children in active play), the most occurrences were with resources 

that promoted manipulative skills (n=7). Further examination of the “snapshot” observations 

revealed that the majority of these instances consisted of an educator playing with the children 

in active play (n=5) rather than instructing them on how to improve their FMS (n=2). Examples 

of playing with the children included playing cricket and soccer, and throwing and catching 

balls. The six observations for general gross motor activity consisted of educators supporting 

climbing skills (n=3), and playing actively with the children by climbing up the spiderweb or 

chasing children around the bicycle track on a tricycle (n=3). The two observations for stability 

consisted of an educator supporting a child to walk along a balance board in the soft-fall area.  

Field of Free Action - Children’s Activity in Outdoor Play 

The Field of Free Action examines the children’s use of the affordances made available to them 

in outdoor play that promote physical activity and movement. Data from 111 “snapshot” 

observations of outdoor play were utilised to analyse the children’s participation in physically 

active play opportunities provided to them at Apple Tree CC, in addition to their active play 

preferences in the outdoor environment.    

Children’s participation in physically active play.  

Utilising the data from the Summary Analysis of Outdoor Play Observations for Apple Tree 

CC (Appendix 8) and additional calculations as discussed previously, the summary record of 
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children’s participation in active play for the ten days of data collection is provided in Table 

6.10.  

Table 6.10.  

Children’s Participation in Active Play  

Day # Chn  

# Ob 

Cycles 

Total # 

Active Chn 

Active Chn per Ob Cycle:  

Daily Av  (min & max) 

Daily Av % of 

Active Chn per Ob Cycle 

1 41 12 66              5.5 (2 – 10) 13.4% 

2 48 12 72              6.0 (3 – 9) 12.5% 

3 47 11 102              9.3 (5 – 17) 19.8% 

4 43 11 92              8.4 (2 – 14) 19.5% 

5 42 12 89              7.4 (2 – 13) 17.6% 

6 42 7 36              5.1 (1 – 9) 12.1% 

7 33 11 96              8.7 (4 – 15) 26.4% 

8 48 12 90              7.5 (1 – 14) 15.6% 

9 47 12 64              5.3 (0 – 11) 11.3% 

10 40 11 73              6.6 (1 – 19) 16.5% 

Overall Average % of Active Chn per Ob Cycle:                                                                    16.5% 

 

The results presented in Table 6.10 suggest there was a wide variation in the number of children 

engaged in active play in any one observation cycle. Across the 10 days of data collection, the 

number of children observed being active ranged from zero on Day 9 to a maximum of 19 on 

Day 10. In this observation cycle on Day 10, children were engaged in their own play rather 

than using the resources as intended. For example, of the 19 children recorded as active, nine 

were observed pushing and rolling the large foam shapes (e.g., stairs, wedge) around the soft- 

fall area rather than climbing and jumping, and four children were running around the bicycle 

track playing a child-initiated game of chasing.  

 

In contrast, on Day 3 where the maximum number of children recorded as active in one 

observation cycle was 17, the children were mainly engaged in climbing and jumping activities. 

In this observation cycle, six children were climbing and balancing along the planks, tyres and 

ladders set up in the bark pit (see Figure 6.24) while another five children were at the soft-fall 
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area climbing over the trestles, walking along the balance board and jumping off onto the crash 

mat below.       

 

             

Figure 6.24. Resources provided in bark pit for climbing and balancing 

The results presented in Table 6.10 also demonstrate variation in the daily average percent of 

children active. On average, only 16.5% of children in attendance at Apple Tree CC were 

engaged in active play per observation cycle. Across the data collection period, the highest 

proportion of active children, with a daily average of 26.4%, occurred on Day 7 when the 

portable climbing equipment, spiderweb climbing frame and riding toys were available for the 

majority of the outdoor play time. On this day, children were observed to add an element of 

rough and tumble or risk in their play. Examples of these activities included (i) children laying 

on top of the foam stairs while other children shook the stairs until the child fell off; (ii) children 

rolled down the foam wedge and piled on top of each other at the bottom; and (iii) children ran 

up the slide rather than sliding down. Figure 6.25 illustrates the children engaged in these types 

of activities.  

        

Figure 6.25. Children engaging in rough and tumble play in soft-fall area 



Page | 240  

 

These child-initiated activities, along with riding balance bikes and tricycles, contributed to the 

highest percent of active children across the data collection period. In comparison, Day 9 had 

the lowest percentage of active children per observation cycle (11.3%). The Summary Analysis 

of Outdoor Play Observations for Day 9 shows that the children only had access to the portable 

climbing equipment for half of the time spent outdoors while the riding toys (balance bikes, 

tricycles, scooters) were only available for two out of the 12 observation cycles. This could 

account for the low numbers of active children recorded on this day.     

Children’s play preferences.  

Using data from the Summary Analysis of Outdoor Play Observations (Appendix 8), 

affordances that children chose to utilise the most for active play was calculated by dividing 

the total number of children recorded as active at a resource by the total number of observation 

cycles the resource was available to children. For example, the 10 day data collection totals for 

the portable climbing equipment shows 201 children were recorded as active (column CA) over 

a total of 89 observation cycles (#ob cycs), resulting in a calculation of 2.3 children engaged in 

active play with the resource per observation cycle (#CA per Ob Cyc). Reviewing these results, 

the most utilised and least utilised resources could be determined. 

As shown in the summary analysis, the six most utilised resources by the children were the 

portable climbing equipment (2.3 active children/observation cycle); riding toys of scooters, 

tricycles and balance bikes (2.2); soccer ball with goal (1.7); spiderweb climbing frame (1.5); 

the bark pit area (1.3); and the large wooden blocks (0.9). Three of these resources (the portable 

climbing equipment, spiderweb climbing frame and bark pit) were available for a period of 

time every day, and the riding toys were available for nine of the ten days of data collection. 

The large wooden blocks were available on six days and were used in a variety of ways – for 

example, to construct towers, to build a boat and a train to use in dramatic play, and to make a 

balance beam to walk along. The soccer ball and goal was only available on one day, for six 

observation cycles. An educator was interacting with the children in four of the observation 

cycles, of which they were playing with the children in active play in three. The educator’s 

involvement could account for this resource being well utilised on this day.   
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The children consistently utilised the climbing and riding equipment during outdoor play, 

however, the children’s use of other resources varied from day to day across the observation 

period. This was particularly evident in the bark pit area, as illustrated in Figure 7.28.     

 

Figure 6.26. Variation in children’s use of bark pit resources for active play 

For this active play space, the resources available in the bark pit seemed to have an impact on 

the number of children recorded as active. Week 1 of data collection (observation days 1 – 5), 

had a higher average usage than Week 2. In Week 1, the bark pit was set up with resources that 

included tyres, wooden planks, ladders, spades and large dump trucks. These resources 

encouraged active play with the children who pushed filled dump trucks through the bark pit 

and up and down the ramps they had made with the planks or engaged in climbing and 

balancing activities with the planks and ladders as previously identified. In Week 2, where the 

children were, on average, less active in the bark pit than Week 1, the resources provided 

included tyres, wheelbarrows, climbing cubes and large waffle blocks.  

The summary analysis also shows the least utilised resources were the rope walk; skipping 

ropes; bucket stilts; the cricket set; Frisbees; and ski walkers. Looking at availability of the 

resource, the rope walk was accessible to the children for five of the ten observation days while 

all of the other resources were only offered for one or two days during the data collection period. 

The Summary Analysis of Outdoor Observations also shows that for each of these resources, 

there was very minimal educator interaction with the children.  
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In addition to utilising the resources made available, the children also made use of outdoor 

features and general space for active play. Examples of this include using open space for 

running and chasing games (such as the soft-fall area before equipment had been set-up as in 

Figure 6.27), balancing along tyre boundaries, climbing trees, and as shown in Figure 6.27, 

building towers from loose rocks to stand on.    

            

Figure 6.27. Examples of using outdoor features in play 

Field of Constrained Action 

The children at Apple Tree Children’s Centre were provided with opportunities to engage in 

physical activity and movement experiences during outdoor play and within some group time 

activities. Nonetheless, factors that could hinder children’s participation in these experiences 

have been identified. These factors included the provision of resources that did not encourage 

active play; the passive use of active resources; and the organisational constraints of an activity. 

Provisions for non-active play.  

During the outdoor play period at Apple Tree CC, a number of resources that did not encourage 

physically active play were made available. These resources included sandpit toys, a water 

trough, dramatic play scenarios (e.g., camping), mat activities (e.g., books, magnetic letters) 

and art experiences in both the outdoor environment (e.g., goop, weaving, drawing) and in the 

dedicated art studio. On average, approximately four non-active resources were provided each 

day in addition to routine activities (progressive morning tea and a small group library time) 

that occurred during the outdoor play period.  
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Passive use of active resources.  

The children’s use of active play resources could sometimes reduce the opportunity for other 

children to play in an active way. Figure 6.28 illustrates two such examples. 

       

Figure 6.28. Two examples of passive use of active resources 

The first example in Figure 6.28 shows the cones used for marking out a play space for the 

soccer balls and goals had been removed and placed on the bicycle track by a child “to stop 

traffic.” This inhibited the children’s opportunity to ride freely around the bicycle track and 

could discourage some children to use the tricycles at all. The second example shows a group 

of children who have removed the foam stairs from the soft-fall area, thereby preventing other 

children from using the equipment actively for climbing and balancing.  

While some resources have been identified as promoting active play, their capacity to do so 

may be limited by how they are utilised, for example, the swing seat. While the swing seat is 

more inclined to encourage social interaction rather than physical activity, it was included as 

an active resource for it’s potential in building muscle strength (as part of general gross motor 

activity) when pushing the swing, as shown in Figure 6.29. 
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Figure 6.29. Example of resource with limited capacity to encourage active play 

The swing seat was a resource that attracted many children to use it on the days it was available. 

However, due to the nature of the resource, the capacity for children to be actively engaged was 

limited to the child/ren pushing their peers on the swing. This resulted in a disparity between 

the number of children present and the number of children recorded as active, as illustrated in 

Figure 6.30.  

 

Figure 6.30. Numbers of children present vs children active for the swing seat 

Across the four days of data collection that the swing seat was available, a total of 70 children 

were recorded as present, but only 18 as active.   
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Organisational constraints.  

Organisational issues can have an impact on children’s opportunity to engage in active play 

through wait time for children to have a turn. On average, 43 children/day were in attendance 

at Apple Tree CC, which sometimes resulted in wait time to use the resources available during 

outdoor play. Observed examples of this include waiting for a turn on the climbing equipment 

on the soft-fall area (as shown in Figure 6.31) and sitting on the amphitheatre steps waiting to 

play skittles as only one set was available.    

 

Figure 6.31. Example of children waiting during outdoor play 

Children were also observed waiting for a turn to be active during small group and whole group 

experiences. Games such as Duck, Duck, Goose, only involved two children being active for a 

short period of time while the rest of the group waited to be chosen. Wait time was also evident 

in small group experiences, such as the bean bag catching game and the galloping activity 

shown in Figure 6.32.   

 

Figure 6.32. Example of children waiting during a small group experience 
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The use of active play resources was also constrained at Apple Tree CC due to the closure of 

the back playground at particular times throughout the outdoor play period, due mainly to the 

timing of the outdoor play period impacting staff availability. The back playground was only 

open to the children when staff numbers allowed the area to be adequately supervised, and 

therefore children’s access to the bike track, the grass area and the spiderweb climbing frame 

was limited. Figure 6.33 is a sample of the daily observation summary for Day 5, illustrating 

an example of constraining access to the back playground. The shaded areas are when the 

resources were not available to children, and therefore the spiderweb climbing frame, tricycles 

and scooters, soccer net and balls, and skipping ropes, all of which are located in the back 

playground, were not available for the first 50 minutes of outdoor play.   

 

Figure 6.33. Example of limiting access to active resources  

Overall, promoting physical activity and movement experiences in this active play space was 

only available to the children for 62 of the 111 outdoor observations recorded, or approximately 

55% of the outdoor play time across the data collection period.  

Case Study Summary 

The educators at Apple Tree CC were advocates for physical activity in children and through 

early childhood training and professional development, had the knowledge and skill to assist 

children in developing general gross motor skills such as climbing. However, not all educators 

displayed a predisposition towards physical activity. While Jasmine and Sally (the educators 

from the 4-5’s room) both had an active childhood and therefore felt confident with 
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participating in physical activity, Heather and Maddy (from the 3-4’s room) had limited 

engagement in physical activity, one due to medical reasons, and the other due to issues with 

body image as a teenager. Only Jasmine, whose experience with physical activity was playing 

sport, expressed the capacity to develop specific FMS in children. However, for all educators, 

interactions with children during outdoor play was predominantly of a managerial role due to 

a range of personal and institutional factors. A managerial role saw the educators supervising 

the children, managing their behaviour (e.g., with taking-turns), and generally interacting with 

the children. There were few observations of educators playing actively with children or 

developing specific FMS.  

Physical activity at Apple Tree Children’s Centre was mainly offered through the provision of 

resources in the outdoor environment. In outdoor play, children had access to the portable 

climbing equipment, the spiderweb climbing frame, and the bark pit with push/pull toys, planks 

and tyres on a daily basis. On most days, the children also had access to riding toys, the large 

wooden blocks, and an experience to develop manipulative skills (e.g., skittles or balls). 

Physical activity and movement was also incorporated into other aspects of the day, mainly as 

small group experiences. As each educator is responsible for the planning and implementation 

of small group experiences, the focus of the activity is dependent on individual educators’ 

habitus and capital, and therefore not all children had an opportunity to participate in additional 

active experiences throughout the day.  

During outdoor play, the children initiated their own active play utilising the physical features 

of the environment, including open space, tyre boundaries, trees, and loose natural materials. 

The children also chose to engage with a variety of resources, mainly those that promoted 

general gross motor activity. The most utilised resources encouraged climbing, riding, and 

open-ended activities with resources in the bark pit and large wooden blocks. Within the 

provision of resources in outdoor play, some constraints to promoting active play were also 

identified, particularly restricted access to one of the active play spaces, the back playground. 

Considering three of the top six most utilised resources were located in the back playground, 

the children’s ability to engage in active play throughout the outdoor play period was hindered. 

This, combined with educators’ limited interactions for promoting physical activity, resulted in 

low numbers (16.5%) of children participating in physically active play at any one time.       
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CORELLA PRESCHOOL 

Corella Preschool was located in the outer suburbs of Sydney, New South Wales. The centre 

operated between the hours of 9.00am and 3.00pm during school terms and was licensed for 20 

children per day. The main staff at the preschool were Corinne, a Teacher Director, and 

assistant educators Rebecca, Liza and Sophie. Data collection at this case study site occurred 

in May and June, 2012.  

The Field: Philosophy, Practices and Curriculum Provisions 

To address the institutional factors that influence the provision and implementation of the 

movement curriculum at Corella Preschool, guided interview data from Corinne, Rebecca, Liza 

and Sophie were analysed. To complement these data, small group discussions with participants 

Rebecca, Liza and Sophie, and supplementary data (e.g., daily routine, philosophy statement, 

staff handbook, the centre website and ‘floor book’ documentation/portfolios) were also 

utilised to describe the field of Corella Preschool. These influencing factors are discussed under 

three main sections: philosophical beliefs, values and practices; the outdoor play space; and 

programming for physical activity and movement experiences.  

Philosophical Beliefs, Values and Practices 

Analysing the data for Corella Preschool revealed five themes that influence the provision and 

implementation of physically active play and movement experiences – (i) connecting with 

nature; (ii) education for sustainability; (iii) acceptance of risk-taking in play; (iv) connecting 

with community; and (v) implementing health promotion initiatives.   

Connecting with nature.  

Corella preschool encouraged children to develop a lifelong love of the natural environment. 

Corinne, the Director, stated, “the connection with outdoors is vitally important for us here” 

and this sentiment is mirrored in the philosophy of the service:  

We believe a sense of wonder, belonging to and love of the land, nature and 

animals are critical for young children to develop lifelong respectful, positive 

and proactive attitudes to our environment and to ensure our sustainable 

future. We believe in giving children time to play outdoors every day. We 
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believe in the rights of the children to be able to feel the grass beneath their 

feet, the sun on their face, experience the natural rhythms of the seasons and 

breathe fresh air. We believe this is essential to everyone’s wellbeing and 

development.  

This philosophy had an influence on the daily routine of Corella Preschool, with the provision 

of two outdoor play periods during the day, one in the morning and another in the afternoon 

prior to the children going home. The average amount of time spent in outdoor play totals two 

hours 15 mins which was equivalent to approximately one third of the preschool day.  

To respect the value of connecting with nature, Corinne noted the children and staff interact 

with “the gifts that the seasons and nature are giving us,” to which Rebecca added they “try to 

use nature as a resource.” Liza provided examples of this, saying “I love the idea that [the 

children] can ride on the stick horses, that they can go and climb in a tree.” Figure 7.1 illustrates 

examples of using nature as a resource to encourage movement, one a child using a ‘stick horse’ 

to gallop around the playground and the other wooden log off-cuts being used as a balance 

beam.   

            

Figure 7.1. Examples of children using natural resources in active play 

Figure 7.1 also shows one of the children is barefoot, as Corella Preschool had a ‘shoes off’ 

policy for both staff and children to “be able to feel the grass beneath their feet.” 

Education for sustainability.  

As evidenced by the service philosophy, Corella Preschool promoted a commitment to the 

environment and education for sustainability. Sustainable practices were in place, for example, 

the inclusion of a rain tank, a vegetable patch, worm farm and solar power. Another part of 

education for sustainability was engaging children with the natural environment and learning 
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to care for nature. This philosophy influenced the afternoon outdoor play period when minimal 

resources were made available to the children. Liza explained the reasoning for this practice:   

 The afternoon time is a time for us to go out then and care for our place. We 

will still have the hoops outside, because if you choose not to do those sorts 

of things, we still want you to have some other things that you can do. But 

that’s when we’ll do our watering, our sweeping … the covering of the vegie 

patches and collecting more water for the gardens. It’s a time for us to just be 

outside …and that is such an important part of our sustainability practices and 

our caring for the planet and our joy about being outside with the trees and 

the birds and everything.  

While Corinne conceded this practice was also “connected with just logistics of the day,” she 

firmly believed it was a time for children to see that they can “enjoy the outdoors without 

equipment.” Liza added that not providing a lot of resources allowed the children to have an 

opportunity to “create their own play”, such as drawing their own hopscotch. Corinne also saw 

this afternoon outdoor play period as a time for the children to “organise a game because the 

grass area might be free” and a time to “encourage different sorts of movement skills in different 

children”, particularly for those children who might not have engaged in active play during the 

morning outdoor play period.   

Acceptance of risk-taking in play.  

Tree climbing at Corella Preschool was considered a way for children to take risks but in a way 

that was in a safe environment, as Liza rationalised “we need to practice those things and keep 

them safe, because at some stage they will try to climb a tree and if they haven’t had practice 

at it then it’s not a safe thing for them to do.” The children were taught to think about three 

questions before they climbed a tree to ensure the safety of (i) themselves, (ii) others around 

them, and (iii) for the tree. Corinne was heard reminding the children of these by asking “Is the 

tree safe? Are you safe? Are your friends safe?” The children were also aware of the climbing 

height restrictions on the trees and which branches were appropriate for climbing. Sophie stated 

that in this way, the children were not only aware of safety, but were “learning how to look 

after the environment” by considering the tree and ensuring it would not be damaged if climbed. 

Figure 7.2 shows two examples of tree climbing observed at Corella Preschool.  
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Figure 7.2. Examples of risk-taking in play: tree climbing 

In the first observation, the girl exhibited a sense of ownership over the trees and a knowledge 

of the safety parameters put in place by stating “this isn’t my tree, that’s my tree … but it has 

a branch that needs to be cut off so I am climbing in Montana’s tree.” The children also used 

the trees as a prop for pretend play, as illustrated in the second observation of the boy pretending 

to be a sleepy lion. These examples show how allowing tree climbing, within the set guidelines, 

honoured the centre philosophy of connecting with nature and learning to respect the outdoor 

environment. 

Connecting with community.  

Connecting with community was an important aspect of the learning environment at Corella 

Preschool, as advertised on the website that “visitors, excursions and informal outings are also 

planned throughout the year to extend the children’s learning beyond the gate.” Part of 

connecting with community was respecting the Indigenous knowledge and history of the area 

in which the preschool was located. As such, a yearly ‘walkabout’ excursion was organised 

where the children walk through the local area, accompanied by an Indigenous elder, to learn 

about bush tucker, native plants and animals, and to play traditional Indigenous children’s 

games. During this excursion, the children walk through bushland to a large park where they 

were given time to run freely before returning to the preschool, as shown in Figure 7.3.  
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Figure 7.3. Example of connecting with community: ‘Walkabout’ excursion 

Incorporating physical activity through connecting with community was also achieved by 

inviting various professionals to the centre to interact with and teach the children. These 

professionals included a musician, a yoga teacher, and a hula hooper. The musician, who writes 

and performs children’s songs, usually visited the centre a couple of times a month, engaging 

the children in music and movement experiences.  

The yoga teacher and professional hula hooper were introduced into the program at Corella 

Preschool as a weekly group experience for the children and staff for a set period of time. In 

addition to the physical activity these experiences provide, Liza suggested it also linked with 

the idea of being a “community of learners,” where the staff were learning alongside the 

children, a notion that is highly valued at Corella Preschool: 

We say to children all the time that we’re learning together. Yes, we can all 

hoop and we can all do yoga, but none of us is qualified in that area … we 

don’t have a great knowledge. So when somebody like [the yoga teacher] 

comes in, or [the hula hooper], we take part with the children so that they can 

see that we’re all learning together, we’re learning alongside them and it’s 

that community. 

With the staff participating in the experiences alongside the children, Sophie added that the 

staff could help guide the children through “demonstrating and role modelling what to do.” The 

yoga and hula hooping experiences were documented in ‘floor books’ for the children to share 

with parents in an effort to encourage families to become involved and participate in active 

experiences together at home. Figure 7.4 is an example of the ‘floor book’ documentation, 

showing a picture of the children that had the accompanying caption “we were posing the 
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Downward Dog stretch. We held this stretch whilst one [child] slithered through the tunnel like 

a snake. The children had lots of fun doing this stretch!” 

 

Figure 7.4. Example of floor book documentation of an active experience: yoga 

Implementing government health promotion initiatives.  

According to the staff handbook, Corella Preschool was committed “to promote healthy, active 

habits in children from a young age” in order to develop lifelong healthy habits. One way this 

was achieved was through implementing government health initiatives such as Walk Safely to 

School Day and the Munch & Move program. Families were encouraged to include ‘active 

transport’ into their day, but particularly on Walk Safely to School Day. The aim of this 

government health initiative was to promote physical activity while learning pedestrian safety 

(Pedestrian Council of Australia, 2020). The centre had a dedicated ‘floor book’ for 

documenting children and their families walking to preschool. The floor book included 

information about how walking was good for our health as well as the environment, 

photographs of the children and their families walking into preschool, and accompanying 

captions about their walk dictated by the children – for example, “I walked to preschool with 

my mum. We crossed the roads very carefully. We heard birds chirping and saw ladies 

exercising. It was fun.”      

In addition to this initiative, the staff handbook stated that Corella Preschool “proudly 

implements the key messages of Munch & Move in the daily life of the preschool.” 

Implementing these messages included healthy eating policies and procedures, to “get active 

for more than an hour a day” and “limit screen time.” In practice, this meant there was only one 

laptop available to the children for a limited amount of time, and no interactive whiteboard or 
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television because, as Corinne stated, “we’ve got much more exciting things to be doing than 

that sort of thing!” Based on the Munch & Move recommendations, Corinne had also 

implemented a “water only drinking policy”, and a “policy that we move as much as we can”. 

Staff were also required to respect the key messages from Munch & Move with the Staff 

Handbook advising that staff were to be role models to the children and families, stating “we 

expect staff to be active” and to limit their own computer use in the classroom. The resources 

from the Munch & Move training were also readily available for staff to use to assist children 

to develop FMS. Liza provided an example of a child who couldn’t articulate what she wanted 

to do, but knew she wanted to “whack something.” Upon showing the child the Munch & Move 

skill cards, she chose the card with the bat as the activity she wanted to do. Liza was then able 

to provide her with the T-Ball set and encourage the skill of striking.      

The Outdoor Play Space 

When Corinne started working at the preschool, the “playground was just dirt and concrete.” 

With the philosophy of connecting with nature and a belief that outdoor play was an essential 

part of the preschool day, Corinne initiated a $350 000 renovation to transform the outdoor 

space to “a very natural playground, and a bit like a backyard.” Corinne also commented that 

they were “lucky to have a playground that is four times the size of what is needed for twenty 

children”, referring to the legislative regulations (Ministerial Council for Education, Early 

Childhood Development and Youth Affairs, 2011). Figure 7.5 shows the layout of the outdoor 

play space of Corella Preschool on the Environmental Map used for data collection purposes. 

The map also shows the three identified active play spaces that assisted with collecting the 

focussed observations during data collection: (1) grass area, (2) soft-fall area, and (3) paved 

pathways and amphitheatre.   
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Figure 7.5. Environmental Map of Corella Preschool identifying three active play spaces
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Active Play Space 1 (on the right side of the map), is a small, flat grass area as shown in Figure 

7.6. This area was usually used for hoops, hoppers, and active games with equipment (e.g., T-

Ball) and without equipment (e.g., Snappy the Crocodile).   

 

Figure 7.6. Corella Preschool Active Play Space 1: Grass Area 

Active Play Space 2 is the soft-fall area, shown in Figure 7.7. This area consisted of a fixed 

climbing structure with a fort, slide, tunnel and bridge. This location also contained the trees 

the children were allowed to climb. Due to the active nature of this area, other activities were 

not generally provided here. 

 

Figure 7.7. Corella Preschool Active Play Space 2: Soft-Fall 

Active Play Space 3 included the paved path areas and the amphitheatre which provided 

smooth surfaces for activities such as wheeled toys (e.g., wagons and prams), stilt walking and 

skittle games.  Figure 7.8 shows the amphitheatre with seating around a flat, concrete space. 

This area was also used for news time and other non-active experiences.  

 



Page | 257  

 

 

Figure 7.8. Corella Preschool Active Play Space 3: Amphitheatre 

Programming for Physical Activity and Movement Experiences 

In line with upholding the key messages of the Munch & Move initiative, physical activity and 

movement opportunities were provided throughout the day at Corella Preschool through 

outdoor play provisions, and during structured group times and transitions.    

 Outdoor play provisions.  

The outdoor play space was viewed as an area to encourage outdoor activities and therefore 

materials and resources that would normally be used indoors were generally not provided in 

the outdoor area. Corinne explained thus: 

We try and do very much the things that you do outdoors, we do outdoors. So 

we don’t take, you know, all our art outside and replicate that. We don’t take 

puzzles outside and do that, because that’s what we do indoors. So we camp 

outside and we hop and we skip and we jump and we’re on hula hoops.   

The website for Corella Preschool also stated it provided a learning environment where “the 

program is emergent and flexible and recognises the individual needs and interests of the 

children.” The emergent, child-centred nature of programming was further clarified by 

Corinne:    

We follow the emergent curriculum, and try to be as true to that as possible. So 

we have values and ideas that we want children to be aware of and to 

experience while they’re here. But then also through our Morning Meetings 

and our Afternoon Reflections with the children, the children run the program 

as well. We ask them what they would like. 

For Rebecca, a child-centred approach “tends to be a bit more spontaneous,” with Liza adding 

there is “freedom to follow what is coming from the children.” With a Morning Meeting and 

an Afternoon Reflection forming part of the daily routine, the children were provided with the 
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opportunity to suggest curriculum provisions for outdoor play. Sophie provided an example of 

how this worked in practice: 

We’ll reflect on the day and the children will say if they want anything out 

tomorrow, and what they like … and someone asked for the stepping stones 

to do like balancing. So that’s why the stepping stones are out today. So we 

write it all down in our book in the morning meeting and then we reflect on 

it. 

In addition to providing active play opportunities as requested by the children, other movement 

experiences were provided as an extension to an interest or engagement in the children’s play. 

Liza gave an example of when she was interacting with children in the sandpit and told her 

they had made water fountains. She saw this as an “intentional teaching” opportunity and 

related the fountains to the blowhole of whales, talked “about the whales migrating” and 

incorporated a movement experience by putting “down a big sheet of blue silk” and the children 

“will be whales and they will be breeching and doing all of those beautiful things that the 

whales do.” 

Structured group times and transitions. 

 Rebecca believed that structured movement activities as part of a group time “give the 

opportunity for all children to be involved.” This was particularly important for those children 

“who may not be feeling confident” to participate, but when they see everybody else joining 

in, “they will try it as well.” The daily routine of Corella Preschool incorporated a scheduled 

45 minute group time each day just prior to lunch. Liza explained the group time usually began 

with active songs/dances to “link with Munch & Move,” followed by a story or discussion, and 

concluding with yoga stretches and meditation: 

At the beginning of our group time, we will usually do some real cardio type 

activities, lots of fast moving, exercising and working hard. Then at the end, 

still through movement, finding our peace and our space, then down to our 

meditation.  

Sophie added that the songs they use at group time are “never just sitting on your bottom and 

clapping hands” songs, but always very physical, “where you’ve got to hop and jump and turn 

around and do all of that kind of stuff.” Other times, Liza said she would put on her favourite 

African music for the children to “just jump and twist and move to get the heart rate going.” 

The children also had their favourite songs to dance to and frequently requested these to be 

repeated during the group time.  
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Transition activities were also seen as another way to incorporate movement into the day. Liza 

stated that transition times were always viewed as a “learning experience” so may sometimes 

focus on literacy, rhyming or counting, while others would be used as an opportunity to” 

promote movement.” The movement oriented transition experiences, usually to transition the 

children from the Afternoon Reflection to the final outdoor play period, would often involve 

“the jumping and the hopping and the skipping and the flying like an animal.” Figure 7.9 shows 

one such transition activity, where the children could choose an animal to imitate, which in this 

observation was a jumping kangaroo.  

 

Figure 7.9. Example of transition activity: animal movements 

Liza also saw incorporating movement in transition as a way to assist children with movement 

skills if needed, such as repeating the ‘step, hop’ instruction for mastering skipping or 

reminding them to bend their knees when jumping.       

Introducing the Educators: Capital, Habitus, and Individual Practice 

This section of the chapter will introduce Corinne, Rebecca and Liza in more detail to 

determine the influencing factors on their practice. The data that was analysed to inform these 

results included the guided interview and a total of 111 “snapshot” observations of educator 

practice. As Sophie was only employed two days/week, further analysis to determine individual 

practice for her was not conducted.  
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Getting to know Corinne  

Corinne had been employed at Corella Preschool for the past eleven years as a teaching 

Director. This role involved managing the preschool as well as sharing responsibility for 

planning, programming and educating the children.  

Personal capital.  

Corinne had extensive experience in the early childhood field having worked for 35 years in a 

range of services, and service types, including preschool, long day care and early intervention. 

She had also been able to share her knowledge of early childhood by teaching in tertiary 

institutions, and conducting training for childcare organisations as a consultant. 

Corinne valued education and life-long learning, as evidenced by her own commitment to 

upgrading her teaching qualifications, first graduating with a Diploma of Teaching, then 

undertaking a Bachelor of Education in Early Childhood and finally, postgraduate study in 

Early Childhood Special Education. She had also participated in the Munch & Move training, 

which had provided Corinne and her educators with the knowledge of how to teach and develop 

children’s FMS. Corinne stated “we are often wearing our lanyards with our cards around our 

neck”, referring to the quick reference guide for educators outlining the movement components 

of each FMS.   

Developing habitus.  

Growing up, Corinne was encouraged by her parents to play outdoors and as the family had 

little money, stated she “learnt to be outdoors with nothing”, relying on playing freely as she 

interacted with the environment around her. Family activities included “go[ing] for a drive to 

places where there was nothing and have a picnic and just run around and connect with nature”, 

as well as helping her grandfather in his vegetable patch, and playing in the backyard with her 

older brother, "falling in the creek, playing on the rocks, catching grasshoppers, chasing 

lizards.” Playing outdoors and being active was further encouraged by Corinne’s parents by 

limiting sedentary behaviours such as watching television. Corinne’s television watching was 

restricted to one hour per day until the time she left home at the age of 24.  

In addition to playing freely outdoors, as a child Corinne participated in organised physical 

activity. She joined her mother competing in physical culture competitions, and while at school, 
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started playing netball. Corinne enjoyed exercising and particularly appreciated the sense of 

belonging she felt “being part of a team, part of a group, part of a group that was doing 

something”. Rather than being competitive, Corinne was taught to be supportive of her 

teammates and perform to the best of her own ability.  

As an adult, Corinne participated in a range of physical activities, mainly for the opportunity 

they provided to socialise with others. These activities included netball, squash, aerobics, yoga, 

and triathlon training. Currently, Corinne did not participate in organised sports and preferred 

to work out in a gym. She remained being active to keep herself fit and healthy in order to keep 

up with the demands of working with children, to minimise illness and to alleviate an ongoing 

back injury. Role modelling participation in lifelong physical activity, her mother, now in her 

80s, is also still active, regularly attending a yoga class.  

Habitus embodied.  

Corinne’s early family experiences with the outdoors were reflected in the preschool 

philosophy of connecting with nature, allowing the children to climb trees and to play barefoot. 

The purposeful limiting of outdoor play equipment during the afternoon period as a time for 

children “to just be outdoors and enjoy the outdoors without equipment”, mirrors Corinne’s 

own childhood experience. During this time, the children were encouraged to help look after 

the vegetable patch, to connect with the natural world (e.g., cloud watching), and to play games 

with friends. Corinne acknowledged the influence her childhood had on the program and 

policies and stated “I think it is just part of how I grew up.”  

Corinne valued physical activity for children to encourage holistic health, particularly the idea 

of being in tune with mind and body, being able to self-monitor actions and emotions, and for 

the pure enjoyment of being active. She also identified physical activity as being able to provide 

opportunities for developing “a lot of skills that you need in life” (e.g., teamwork, following 

directions, leadership, co-operation, inclusive practices), health and fitness (e.g., core strength, 

coordination, stamina, specific physical skills), and social/emotional health (e.g., confidence, 

self-esteem, self-identity).  

Corinne’s experiences and training had also influenced how she saw her role in promoting 

physical activity in the preschool. Corinne’s interview transcripts revealed four main roles she 
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aimed to enact in relation to physical activity in the preschool – as an advocate, a role-model, 

a participant, and an instructor.     

Corinne as advocate. Corinne could be seen as being an advocate for physical activity 

by stating “we do a lot of things to try and get families to see that they can be active with their 

children and it can be lots of fun.” Having had an active childhood with her family, she viewed 

her role as not only educating children, but educating families to make physical activity “just 

a part of life”. Corinne encouraged children and their parents to ride scooters, bikes, or walk to 

preschool rather than drive. She also organised active events in which families could be 

involved, including ‘walkabout’ excursions, yoga sessions, and a hula hooping concert 

performed by the children. Corinne provided experiences such as yoga and hula hooping for 

the children so they could continue these activities at home. The aim of these activities was to 

involve the children’s families in the new skills and to show physical activity could be more 

than sport-oriented skills. This notion was particularly significant to Corinne, who cited an 

example of a prominent football family attending the service, and how important it was for the 

father “to see other sports and other movement as part of life”.   

Corinne as role-model. Corinne saw an important part of her role as an educator was 

to be a role-model for leading a healthy and active life, stating “working with children I think 

you need to be active and healthy and be a really good role-model.” Corinne shared her own 

experiences of being active with the children, by discussing the physical challenges her 

personal trainer had set for her. This discussion allowed the children to get involved and 

participate, setting physical challenges for both themselves and Corinne. Corinne also wore a 

pedometer, sharing her step count with the children and allowing them to use the pedometer in 

a range of active experiences to compare results.  

Corinne as participant. As well as providing opportunities for children to be active, 

Corinne saw her role in these experiences as being a participant, saying “that us, as educators, 

are involved in that movement … we’re always out there moving with the children.” To be 

able to encourage the children to be active, Corinne believed she cannot just talk about the 

activity, but must also be active and involved too. She provided examples of participating with 

the children doing hula hooping, yoga, bouncing on the hoppers and playing hopscotch.  
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Corinne as instructor. Using her training and knowledge of developmental theory, 

Corinne stated she applies “Vygotsky’s theory of Proximal Development” to guide her 

interactions with children, “particularly with some of the movement skills.” She explained: 

We need to come in, demonstrate, model and show and do it with the children. 

Then we can move out and leave them to see how they do that themselves. 

Come back in, challenge them and move them to the next step. 

Corinne can be seen here as an instructor, demonstrating and modelling motor skills to children 

and as they progress, provide further challenges. Corinne gave the example of using the Munch 

& Move resources to assist children in developing the skill components of underarm rolling 

after they had shown an interest in bowling. She demonstrated the steps required to successfully 

master the skill, provided the children with time to practice, and monitored their progress.  

Corinne’s Observed Practice during Outdoor Play 

Corinne was present in 21 recorded observations. These were analysed to determine where she 

was located during the outdoor play period, as shown in Table 7.1.  

Table 7.1.  

Educator Location Data – Corinne 

Location # Obs % Obs 

Active Play Spaces (e.g., soft-fall, grass area) 13 61.9 

Non-Active Play Spaces  (e.g., sandpit, table activities) 3 14.3 

Other Locations (e.g., storage shed, vegetable gardens) 5 23.8 

                                                                                Total 211 100 

Note: 1 Total number of observations for case study site was 111, of which Corinne was present and recorded in 21 

As Table 7.1 illustrates, Corinne was located in an active play space for over half (61.9%) of 

the time she was outside. The majority of observations recorded in an active play space (n=13) 

were when Corinne was located in the grass area (n=10), where hoops and hoppers were a 

regular provision. Corinne was located in the soft-fall area for the other three observations.  

Corinne spent the least amount of time in non-active play spaces (n=3). These were at the 

sandpit, either managing the environment (sweeping sand) or interacting with the children. For 

nearly a quarter (23.8%) of the time she was outside, Corinne was in an Other Location, or 

non-play area. Of the five observations in this category, three consisted of Corinne being 
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involved in the morning tea routine (which is only set up outside occasionally), one was 

retrieving resources from the shed after a child requested a particular piece of equipment to 

play with, and one saw Corinne tending to the vegetable patch.    

Corinne’s enacted roles in active play spaces.  

The roles Corinne enacted while located in an active play space are shown in Table 7.2.  

Table 7.2.  

Enacted Roles in Active Play Spaces – Corinne 

Role # Obs % Obs 

Supervising (e.g., in soft-fall area generally watching children in playground) 1 7.7 

Environmental Management 0 0 

Behaviour Management (e.g., helping children take turns with pedometer) 1 7.7 

Interacting (e.g., using pedometer with children to count steps) 1 7.7 

Supporting Play: Skill Development (e.g., instructing how to skip) 3 23.1 

Playing With in Active Play (e.g., galloping on stick horses with children) 7 53.8 

                                                                                                               Total 13 100 

It is evident that Corinne encouraged active play for the majority of observations in outdoor 

play as only three observations did not involve direct activity with the children. Supervising 

occurred when Corinne was watching children climbing in the soft-fall area, and the instance 

of behaviour management was for Corinne helping children to take turns with her pedometer 

as the children wanted to run around the playground, count their steps and compare them to 

each other. In the third, Corinne chatted to the children as she secured the pedometer to count 

their ‘steps’ after bouncing around on a hopper.  

For 10 of the 13 observations (approximately 75%), Corinne was directly involved in active 

play with the children – either through supporting skill development (23.1%) or playing with 

the children (53.8%). Supporting play was coded for demonstrating and giving verbal 

instructions to assist children to hula hoop, to use a hoop for skipping through, and for throwing 

quoits (examples shown in Figure 7.10).  



Page | 265  

 

         

Figure 7.10. Examples of Corinne supporting skill development 

In the first photograph in Figure 7.10, Corinne had brought her own hula hoop out to show the 

girls the shiny new covering and asked them to hoop with her. After telling them to “find a 

space,” the girls attempted to hula hoop with limited success. Corinne gave them instructions: 

“you need to start it on your back, then use your core strength muscles to keep it turning,” while 

demonstrating the steps slowly for the children to mimic. Once the hoop was on their back 

ready to start, Corinne instructed the girls to “twist your arms, then move your body back and 

forth.” The second example in Figure 7.10 shows Corinne demonstrating how to throw the 

quoit so the child could experience success. When the children were having a turn, Corinne 

made suggestions such as “try just a little bit slower,” and challenged the children to move 

further back each time they were successful at getting the quoit over the stick.   

Playing with the children (n=7) was the most common role Corinne enacted in active play 

areas. On two occasions, Corinne initiated the activity, once asking children to join her in 

rolling a hoop along the ground and then trying to run through it (an activity from her 

childhood), and another to play a follow the leader game on the hoppers. The other examples 

of Corinne playing with the children include hula hooping (n=2), rolling a hoop to another child 

(n=1), and galloping on stick horses (n=2). Figure 7.11 shows some of these examples.  
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Figure 7.11. Examples of Corinne playing with children in active play  

In the first example, Corinne had asked the children if they wanted to “have a bounce together” 

and then got them to form a circle. She instructed the children to “do little bounces” first, then 

to “bounce a little higher.” When all children were feeling comfortable bouncing, Corinne led 

the children in a line around the grass area. In the second example, Corinne and the children 

were galloping around the playground on their stick ‘horses’, pretending to ride into the 

mountains. They would stop and give their ‘horse’ a drink before galloping off again.  

Getting to know Rebecca 

Rebecca had been employed full time at Corella Preschool for the last 12 months to “support 

Corinne” with programming, leading group times and documenting children’s learning and 

development.  

Personal capital. 

 Rebecca had been involved in the field of early childhood education since leaving school, 

beginning her career on a traineeship before completing her Diploma of Children’s Services. 

She had worked as an educator in long day care services and preschools for a period of 14 

years, including some time as a Director of a service with a high number of children with 

additional needs. Rebecca shared her expertise and experience with others through “a little bit 

of consultancy work.”  

Rebecca attended the Munch & Move program four years ago as part of the Department of 

Health training roll out to all NSW preschools, when she was at a different early childhood 

service. Rebecca was aware that Corella Preschool “have that here as well, the different cards 
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that we’ve used and things like that”, to “talk the children through some of those skills.”  

Rebecca also suggested that the Munch & Move program had been the only training available 

for encouraging physical activity and thought “as an industry, there needs to be more things 

like that available to people”. However, on a personal level, she felt additional training was not 

a necessity as she was “fairly fit and active” and confident in her own knowledge and skills for 

promoting physical activity and encouraging skill development.   

Developing habitus.  

From a young age, Rebecca was involved in physical activity, as a participant from the age of 

five in physical culture, and as a spectator, “growing up on the sideline of the soccer field” 

while watching her dad and brother play. When Rebecca was 13-years-old, she also started 

playing soccer, and continued to do so for nearly 20 years. As a child of active parents, whose 

“mum used to play netball” and “Dad always played sport”, Rebecca acknowledged her 

parents’ influence on her childhood activity, stating “when you are that little, your parents tend 

to make those decisions for you to a degree, but I think that was good.” For Rebecca, physical 

activity was just a part of life, valued for the social interaction rather than health benefits as 

“you didn’t realise that you were being healthy, you were just playing soccer or doing whatever 

it was with your friends.”  

As an adult, Rebecca recognised the importance of her early experiences with physical activity 

as it enabled her to maintain an active life, stating “I think that supported me into continuing 

on because that was what I was used to so I kept doing that as I got older.” Rebecca had only 

recently ceased playing soccer due to weekend work commitments, but still tried to maintain a 

fit and healthy lifestyle, by doing Pilates and incidental activity like walking. Having a busy 

life, Rebecca said she was enjoying Pilates as “it’s a bit more relaxing”, and enabled her “to 

sort of zone out and do something totally different.”   

Habitus embodied.  

Rebecca valued physical activity for children for the opportunities it provided to develop social 

skills, such as turn-taking, waiting, encouraging others, and following rules. However, the most 

important aspect for Rebecca when providing active play opportunities for the children seemed 

to be in developing sport-specific skills, perhaps due to the many years of playing soccer 

herself. Rebecca often referred to skill development and used “teachable moments” to develop 
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FMS “as opposed to just giving them a ball.” Even though this seemed to be a focus for 

Rebecca, she could also see the benefits of introducing children to other activities such as yoga, 

for developing strength and an opportunity “to learn to relax”, reflecting her own recent 

experience with Pilates. 

Throughout her interview, it was evident that Rebecca’s own experiences growing up in an 

active family and playing sport had influenced her role as an educator when promoting and 

implementing active experiences at Corella Preschool. While Rebecca did refer to being 

involved in physical experiences with the children, her participation in such experiences was 

generally discussed in relation to facilitating active behaviours and teaching skills. As such, 

Rebecca could be perceived to be taking up the positions of advocate and instructor.  

Rebecca as advocate. Rebecca facilitated physical activity and skill development 

opportunities at the preschool because “there’s so much on the news about obesity and eating 

habits and things like that”. She believed that children “have a lot of exposure at home to TVs 

and video games” and that families are busy so some children would not get the opportunity to 

be active at home. By getting the children active at preschool, and providing positive early 

experiences with physical activity, Rebecca hoped the children would develop lifelong healthy 

habits, stating “if we get children ingrained in it now, they will just carry on and think that 

that’s just part of a normal lifestyle.”  

Playing sport seemed to be an important aspect of being physically active for Rebecca, due to 

her own experiences growing up. Furthermore, Rebecca had the impression that child 

participation in sport had declined “these days as everyone’s so busy. You don’t see as many 

children being involved from younger ages.” Consequently, Rebecca also focussed on teaching 

sport-related skills, such as kicking, as she believed parents may not have the time to be “honing 

in on those different skills” at home. She also felt that part of her role was to be aware of 

community activities, such as “some little sports things that now focus more at a 3-5 age group” 

in order to inform parents of the opportunities available for their children to be involved in 

sport. 

Rebecca as instructor. When discussing physical activity, Rebecca consistently 

referred to teaching children skills and believed staff involvement was important for showing 
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children how to use a particular piece of equipment, stating “it is really important to get in there 

with the children and teach them those skills and help facilitate.” Rebecca provided an example 

of a child bringing in a mini soccer ball, and as part of a spontaneous activity, she taught the 

children “some of the really basic skills like stopping and trapping the ball and passing it back.” 

Part of her role in this activity was modelling the skills and then “actually watching how they 

were doing that and then sort of correcting them a little bit.” Teaching children skills was 

important for Rebecca as she saw this as a way for children to facilitate their own future play. 

She had found that when children do not have the appropriate skills, when left alone to play, 

“often it turns into … a bit of a crazy thing and you end up stopping it anyway.” Rebecca 

viewed giving children a repertoire of skills to play games as also beneficial “in preparation 

for school” where “they’ll be sort of doing those things and they will be kicking the ball and 

have to sort it themselves” and thereby facilitate their own play and playground games. 

Rebecca’s Observed Practice during Outdoor Play 

Rebecca’s practice was analysed in 76 “snapshot” observations. Table 7.3 summarises these 

data according to how often she was located in active play spaces, non-active play spaces, and 

in other locations.  

Table 7.3.  

Educator Location Data – Rebecca 

Location # Obs % Obs 

Active Play Spaces (e.g., soft-fall, grass area) 38 50.0 

Non-Active Play Spaces  (e.g., sandpit, table activities) 24 31.6 

Other Locations (e.g., storage shed, vegetable gardens) 14 18.4 

                                                                                Total 761 100 

Note: 1Total number of observations for case study site was 111, of which Rebecca was present and recorded in 76. 

Rebecca spent 38 out of 76 observations (50%) within an active play space. These were located 

in all three active spaces; the grass area (n=15), soft-fall (n=10), and amphitheatre/paved areas 

(n=13).  

Rebecca was also observed in non-active play spaces (24 of 76 observations), most of which 

were in the sandpit (n=14) interacting with the children, sweeping sand, or watching the 

children play. Other activities in a non-active play space included assisting children with easel 
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painting, and interacting with children at the drawing table, clay table, book area, trainset, and 

blocks.  

For the remaining 14 observations, Rebecca was observed in other locations where her main 

activities included ‘housekeeping’ jobs such as scrubbing the bird bath, watering the gardens 

and getting equipment out of the storage shed (n=9) and interacting with parents or children in 

non-play areas such as near the classroom door (n=5).   

Rebecca’s enacted roles in active play spaces.  

Table 7.4 shows the roles Rebecca enacted when observed in an Active Play Space.  

Table 7.4.  

Enacted Roles in Active Play Spaces - Rebecca 

Role # Obs % Obs 

Supervising (e.g., documenting children’s play) 9 23.7 

Environmental Management (e.g., packing away resources) 1 2.6 

Behaviour Management (e.g., resolving conflict between children) 4 10.5 

Interacting (e.g., chatting with children as they bounced on hoppers) 13 34.2 

Supporting Play: Skill Development (e.g., instructing how to balance) 3 7.9 

Playing With in Active Play (e.g., hooping with children) 8 21.1 

                                                                                                              Total 38 100 

Figures in Table 7.4 show that for the majority of the observations (27 of 38), Rebecca was not 

engaged in roles that directly promoted physical activity. Within the role of supervision (n=9) 

across the three active play areas, Rebecca was seen to be watching the children play and 

documenting their play for portfolios. Behaviour management (n=4) examples include asking 

children to return equipment to the grass area, reminding a child to slide down the slide rather 

than run up it, resolving a conflict between children, and assisting in turn taking with skittles. 

The most common role enacted by Rebecca was interacting with children (n=13). Observations 

of interacting with children occurred across the three active play spaces and included general 

chatting with children, discussing and documenting their play, and assisting children to write 

their names in the soft-fall bark.         

For 11 of the observations, Rebecca engaged in roles that promote physical activity in children, 

through supporting skill development (n=3) and playing with the children in active experiences 
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(n=8). The three interactions where Rebecca was assisting children to develop skills were all 

related to general gross motor activity rather than specific FMS. On each occasion, Rebecca 

demonstrated and instructed the children on how to achieve the movement. Examples include 

how to hula hoop, and how to skip with a skipping rope (see Figure 7.12).  

 

 

Figure 7.12. Example of Rebecca supporting skill development 

In Figure 7.12, Rebecca can be seen teaching two girls how to skip with a skipping rope. She 

demonstrated the steps slowly and instructed the children to “put the rope behind your legs, 

hold your arms out straight, bring it over your head, step over.”  

Rebecca was also observed playing actively with the children, including hooping (n=3), 

dancing in a conga line through the playground, playing a game of tag, and doing the limbo 

(see Figure 7.13).  

         

Figure 7.13. Examples of Rebecca playing with children in active play 
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In the first photograph in Figure 7.13, Rebecca was playing a tag game called Snappy the 

Crocodile with six children. The object of the game is to cross the river and not get tagged by 

the crocodile in the middle. Here, Rebecca was the crocodile trying to tag the children. In the 

second photograph, two boys were playing with skipping ropes before a girl asked them to hold 

it so she could “do limbo.” Rebecca joined in the play, sometimes holding the rope, sometimes 

doing the limbo under the rope while the children held it.  

Getting to know Liza 

Liza had been employed at Corella Preschool as an Early Childhood Teacher for the last five 

years. She had a job share position with Sophie and worked three days per week. Liza viewed 

Corinne and herself as “a pair of teachers”, as she took on teaching responsibilities while 

Corinne undertook the administrative tasks required of a Director. While her job title may be 

that of teacher, Liza didn’t see herself “as a teacher as such” and instead described her main 

role as “being a learner with the children.” 

Personal capital.  

Liza had eleven years of experience working in the early childhood sector, having been 

employed in both long day care and preschool services. Liza originally began a career in 

nursing, however after having her own children, “decided to retrain.” While working in a long 

day care centre, Liza studied part-time at TAFE and completed her Diploma of Children’s 

Services. After completing a student placement at Corella, she secured employment at the 

preschool. Liza was then supported to complete her Bachelor of Teaching (Early Childhood) 

degree.  

Like her colleagues, when questioned on additional professional development related to 

movement and physical activity, Liza indicated she had participated in the Munch & Move 

training, but hadn’t “done an awful lot else” and didn’t think “that there’s a whole lot else on 

offer.” She found the training and resources useful and remarked that “it is a good program we 

have going…right throughout our program if you like, all the time.” Liza identified as being 

“very musical” and would like more professional development opportunities that combine 

music and movement, but “not dance so much”, more for “aesthetics” and a “sense of beauty 

in movement.” While Liza did learn aspects of planning for movement and physical activity 

throughout her distance education studies, she stated “it was very difficult to convey those ideas 
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because you can’t have the physical experience of it” and instead “had to do the research 

herself.” This example demonstrated Liza’s commitment to incorporating movement and 

physical activity into the program.  

Developing habitus.  

Physical activity for Liza as a child was “family-based” rather than sport-oriented. Liza “didn’t 

enjoy team sports” and described herself as being “not overly athletic.” Sport was not part of 

her family routine, and according to Liza this was because she had “two scientist parents so 

they were never sports-interested”, going on to say that “we didn’t watch sport, we didn’t listen 

to sport. We didn’t know about rugby league or soccer or any of those things when I was 

growing up.” She conceded this may have been “a little bit different to what families are used 

to”, acknowledging the sporting culture of Australian society, but stated they “were still very 

physically active.” For Liza and her family, physical activity was “never competitive” and was 

more about “being outside and being in the ocean and being amongst the trees.” Family 

activities included bushwalking, bike riding and going to the beach “to surf and walk and run.” 

She identified her father as the catalyst for engaging in physical activity growing up, stating 

that her mother is Greek “so culturally, physical exercise was not part of her upbringing at all.” 

With her mother learning to swim and bike ride alongside her, physical activity was valued as 

a family bonding time with Liza describing these experiences as “a really special time of my 

childhood.”  

As an adult, an active lifestyle was still important for Liza as was spending time with her own 

family engaging in active experiences. Liza currently did “a lot of walking” and “a lot of stuff 

with (her) children”, such as skateboarding and bike riding. She was also a member of a gym 

but was “not enjoying that” so was “not going at the moment.” Despite not growing up in a 

sporting family, Liza played soccer for a season but “found it really aggressive” and “not a nice 

way to spend a couple of hours.” Even though she has not had positive experiences to draw on, 

Liza recognised the benefits of playing a sport and encouraged her children to participate as 

she “really likes that idea of working as part of a team.”   

Perhaps due to her nursing background, Liza was acutely aware of the effect of inactivity on 

her body, stating “if I’m not exercising, then my brain isn’t functioning the way I want it to 

function and I’m feeling tired and I’m not feeling full of energy...I can’t be the educator I want 
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to be unless I’m physically fit.” Therefore, she kept herself active to cope with the demands of 

life. Liza said she needs to be fit and healthy “for my whole life, for my family, for my work, 

for me.” In addition, Liza used physical activity as a vehicle for building relationships with the 

people she was being physical with, including with her children and the children at the 

preschool, declaring it’s “part of our time … a beautiful time for us to be having those 

conversations.” 

Habitus embodied.  

Having grown up in an active family, Liza recognised the benefits of participating in physical 

activity. However, from her own experience, Liza was also very aware that not all children 

were sporty or would choose to be active while at preschool. As a consequence, Liza usually 

incorporated some movement or physical activity during group time “where perhaps those 

children who are more sedentary by nature are asked to be involved.”  She also saw group 

activity, whether planned or spontaneous, as a way of getting children to participate in 

experiences “that they may not otherwise normally be drawn to”, to show children that physical 

activity could be enjoyable when everyone participates.  

Liza also saw physical activity as a way of assisting children to “function as part of a group” 

thus providing “more opportunities for building friendships.” This sentiment reflected the 

notion of using physical activity for developing relationships. Liza believed that by knowing 

“how to hold the bat…how to bowl the ball or how to kick the ball”, children would build “self-

esteem” and “self-identity.” Having these skills then allows children, when at school, to “be 

part of a wider friendship group, which means socially, [they] are more secure” and will have 

“a much happier existence.”  

Despite not identifying as “a sporty person”, Liza felt confident in being able to “guide 

children” in developing FMS, such as batting, bowling and kicking, by drawing on the 

knowledge and resources gained from the Munch & Move program and her experience playing 

soccer. However, skill development was “not what it’s all about” for Liza, stating “for me, it’s 

not the skill itself, because I’m not a person that enjoys the bat and ball so much.” If skill 

development opportunities present themselves, Liza would model and assist children to 

develop the skill, however her rationale for doing so was for developing more generalised 

character traits of being able to “see, and listen and follow instructions.” The ability to 
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transpose these traits into other situations was key for Liza – “it’s the idea of can you see what 

I am doing? Can you emulate it? Can you then repeat it again and again and again? And can 

you get a sense of satisfaction of being able to do it?”  

There were elements of Liza’s practice that would see her being an instructor for assisting 

children to develop FMS, however she did not see this as part of her main role. From Liza’s 

own personal experiences, an important way of developing relationships was through 

participating in physically active experiences together, and therefore two main roles could be 

identified for Liza, as an advocate and as a participant.   

Liza as advocate. Liza incorporated physical activity and movement experiences into 

the program at Corella Preschool as a way to advocate for active lifestyles that may continue 

into home life. She stated: 

If the children are not getting those opportunities outside and they’re getting 

them here instead, it might just help them think this is a great thing, I can 

continue to do this and I can take it home and show mum and dad and maybe 

we can do those things together. 

Liza attributed the reason children may not be “getting those opportunities outside” to children 

nowadays not being “as free to play at home” like she was able to during her childhood. Liza 

believed we have become “wary as a society to let (the children) out to play” as “outside is not 

seen as a safe place to be alone if you are a child.” The limited time and opportunity children 

have to play outdoors, according to Liza, had also increased the amount of “structured activity” 

children do, like “karate or football”, and that families are busy so they “don’t always have the 

time, or the facility, or the energy” to play actively with their children. Liza felt parents 

“entrust” the educators “to give their children those opportunities” when they are at preschool.  

Therefore, Liza facilitated and participated in physically active play with the children as a way 

of modelling and advocating for a healthy lifestyle, promoting the idea that “this is how we are 

being happy and we’re being healthy, by moving.” For Liza, this was particularly important 

for encouraging those children who would not normally choose to be active. Her aim of being 

involved was to let the children see she was enjoying herself as a way to encourage them to 

also participate. She explained: 
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The children see that this is fun and I am really enjoying it. I am having a 

great time doing this, and if you join in, you will be as well. It might not be 

your favourite thing to do, but it’s certainly going to be fun. 

In this way, Liza was hoping to provide the children with a positive experience of being active, 

just as she had as a child. Liza stated that “if you can have those experiences when you’re a 

young child and they’re positive experiences, then you want to keep on doing them right 

throughout your life and then you pass them on to your children and so forth” and is therefore 

an advocate for developing and maintaining an active lifestyle. 

Liza as participant. Throughout Liza’s interview, it was evident that being a participant 

in activities alongside the children was a key component of her role as an educator. When 

questioned about her role during active experiences, she stated “to be a part of it. To absolutely 

be a part of it.” This participation was important to Liza for a number of reasons. The first 

reason relates to getting the children active and can be seen to be an extension of the role of 

advocate, as Liza thinks “staff involvement is one of the most important experiences that we 

provide, because we are encouraging them to play.” The second reason relates to Liza’s own 

childhood experience with physical activity and the special bonding time it provided. For Liza, 

participating in active experiences alongside the children allowed her to further develop 

relationships with them, commenting: 

I can’t have that special relationship with the children unless I’m being very 

physical and playing with them … I can’t be an educator and I can’t be a 

mentor and I can’t have a relationship with any of the children unless I’m 

actually right in and being a part of what’s happening with them. 

While acknowledging that she was “not saying that it’s very different by gender,” Liza saw 

these opportunities were particularly relevant for “the boys, if I can be playing and digging and 

you know, talking about bowling or hooping or whatever, then that’s when we can make those 

connections.” 
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Liza’s Observed Practice during Outdoor Play 

Liza’s location during outdoor play was observed and documented in 59 observations, as 

summarised in Table 7.5.  

Table 7.5.  

Educator Location Data – Liza 

Location # Obs % Obs 

Active Play Spaces (e.g., soft-fall, grass area) 39 66.1 

Non-Active Play Spaces  (e.g., sandpit, table activities) 4 6.8 

Other Locations (e.g., storage shed, vegetable gardens) 16 27.1 

                                                                                Total 591 100 

Note: 1Total number of observations for case study site was 111, of which Liza was present and recorded in 59 

For two-thirds of the observations during outdoor play, Liza was located in an active play space 

(66.1%), mainly divided between the grass area (n=19) and the amphitheatre (n=18). On two 

other occasions, Liza was in the soft-fall area.  

Liza was observed less in non-active play spaces (n=4). In these spaces, Liza was usually 

managing the environment through changing the paper on easels for children to paint and 

sweeping the sand back into the sandpit. She was also observed in other locations (27.1%), 

including in the garden and at the storage shed. Her main activities in these locations also 

related to managing the environment – getting equipment out of the shed, watering and 

covering the vegetable patch, feeding the worm farm, and planting potatoes with the children.   

Liza’s enacted roles in active play spaces.  

Further analysis of observations when Liza was located in an active play space provided a more 

detailed picture of the roles she enacted during outdoor play, as shown in Table 7.6. 
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Table 7.6.  

Enacted Roles in Active Play Spaces – Liza 

Role # Obs % Obs 

Supervising (e.g., talking with parents while watching the children) 4 10.2 

Environmental Management 0 0 

Behaviour Management (e.g., talking to children about using skittles properly) 3 7.7 

Interacting (e.g., talking to children who were pretending to be dogs) 12 30.8 

Supporting Play: Skill Development (e.g., instructing how to walk on bucket stilts) 9 23.1 

Playing With in Active Play (e.g., dancing the Zorba with children) 11 28.2 

                                                                                Total 39 100 

Approximately half of the observations (19 out of 39) have limited physical engagement with 

children in active play. These observations include the roles of supervising (10.2%), behaviour 

management (7.7%) and general interaction with children (30.8%). Within supervision, three 

of the four observations involved Liza talking with parents, and only one was Liza watching 

the children play. Of the observations coded as interacting with the children (n=12), Liza was 

mainly engaged in leading news time on the amphitheatre area (n=7) and chatting with children 

while they were flying kites.  

For 20 of the 39 observations, Liza exhibited roles that would encourage physical activity – 

supporting play through skill development (23.1%) and playing actively with children (28.2%). 

In supporting skill development, Liza assisted children to walk steadily on bucket stilts, throw 

a beanbag underarm into a hoop target, strike a T-Ball, and roll a ball underarm to play skittles 

(see examples in Figure 7.14).  
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Figure 7.14. Examples of Liza supporting skill development  

In one example in Figure 7.14, Liza had set up the T-Ball equipment on the grass area after a 

child had asked to do “whacking.” A group of 13 children wanted to play so Liza reminded 

them to sit on the edge of the area to keep them safe while each child had a turn. Liza 

demonstrated how to strike the ball, giving instructions – “feet apart, arms are straight and 

locked at the elbows, keep looking at the ball … swing and hit.” As each child had a turn, Liza 

physically assisted them to use the correct technique. In the other example, Liza had set up the 

skittles as some children had been bowling with rocks the previous afternoon. A group of 12 

children wanted to participate so Liza asked them to sit on the steps while she demonstrated 

how to bowl underarm, talking through the steps – “we are rolling underarm so we step forward 

and are bending down so we are nice and close to the ground.” As each child has a turn, Liza 

reminds them “one step and bend.”   

In 11 observations, Liza was recorded as playing with the children in active play in a range of 

experiences. These included throwing and catching a beanbag with a child, throwing beanbags 

into hoop targets with children, doing the Zorba dance, hula hooping, galloping around the yard 

on stick horses, rolling a hoop to a child along the pathways, following children on a line of 

balance buckets, and playing a running game called What’s the Time Mr Wolf (see examples 

in Figure 7.15). 
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Figure 7.15. Examples of Liza playing with children in active play 

In one observation shown in Figure 7.15, Liza joined a game where children were walking 

along the balance buckets, climbing up onto the platform, sliding down the slide, and starting 

the circuit again. As they went around the circuit they were singing “blue, yellow, red, blue, 

yellow, red, up and through and down the slide we go.” The other example took place one 

afternoon when all of the equipment had been packed away. A girl asked Liza to play a game 

of What’s the Time Mr Wolf, which involves running and chasing. Nine children ended up 

joining in the game with Liza.   

The Movement Curriculum: Field of Action  

As previously discussed, the movement curriculum provided for, and experienced by the 

children at Corella Preschool was analysed using Kyttä’s concepts of the Field of Promoted 

Action, the Field of Free Action and the Field of Constrained Action (2002, 2004). 

Field of Promoted Action 

Two aspects of the movement curriculum are considered to promote physical activity and 

movement for children at Corella Preschool. The first aspect is the affordances provided to 

encourage physical activity and movement, and the second is the role of the educators during 

outdoor play. To examine potential affordances at Corella Preschool, 111 “snapshot” 

observations and environmental maps of the outdoor play period (see Appendix 9 Summary 

Analysis of Outdoor Play Observations), and 17 narrative observations of group times and 

transition activities were analysed. 
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Affordances for physical activity and movement.  

Applying the Taxonomy of Potential Affordances, Table 7.7 illustrates the opportunities 

provided to the children to promote FMS and general gross motor activity within the 

curriculum. 

Table 7.7.  

Variety of Resources and Active Experiences 

Affordances for: Resources in Outdoor Play Active Experiences1 

FMS: Locomotor 

 Running 

 Jumping 

 Hopping 

 Leaping 

 Side-Sliding 

 Galloping 

 

Skipping Ropes 

Hopscotch 

Stick Horses 

Kites 

 

Action Songs (WG) 

Animal Movements (T) 

Game: Snappy the Crocodile (OP) 

Game: What’s the Time Mr Wolf (OP) 

Dance: Yogi Pokey (WG) 

FMS: Manipulative 

 Catching 

 Throwing (underarm) 

 Throwing (overarm) 

 Kicking 

 Striking 

 Stationary Dribbling 

 Underarm Rolling 

Beanbags with Target 

Skittles 

T-Ball 

 

Beanbag Catching (WG) 

 

FMS: Stability 

 Balancing 

 

Bucket Stilts 

Balancing Buckets 

Natural Loose Parts 

Yoga (WG) 

Action Songs (WG) 

General Gross  

Motor Activity 

 Climbing 

 Riding 

 Fitness/Strength 

Fixed Climbing Structure 

Hoops 

Hoppers 

Quoits 

Push/Pull Toys 

Action Songs (WG) 

Yoga (WG) 

Game: Musical Statues (OP) 

Note1- Active Experiences are categorised by mode of delivery: WG-Whole Group; T-Transition Activity; OP-spontaneous 

activity during Outdoor Play. 

Resources in outdoor play. Table 7.7 shows that, during outdoor play, a total of 15 

different resources were provided to encourage the development of FMS and general gross 

motor activity. As calculated from the Summary Analysis of Outdoor Play Observations for 

Corella Preschool (Appendix 9), an average of five resources were provided each day in the 

outdoor environment to encourage children to engage in physically active play (min=3, 

max=7).  
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In the outdoor environment, four resources were provided to promote a range of locomotor 

skills: skipping ropes promoted jumping, hopscotch for hopping, large sticks (horses) for 

galloping, and kites for running. Examples of these activities are shown in Figure 7.16.  

           

Figure 7.16. Examples of resources that promote locomotor skills 

Three resources were provided to promote manipulative skills – throwing underarm (beanbags 

with target), underarm rolling (skittles), and striking (T-Ball set). Figure 7.17 shows some 

examples of resources that promote manipulative skills.  

                      

Figure 7.17. Examples of resources that promote manipulative skills 

Three resources were provided to promote stability skills: balancing buckets and bucket stilts 

as shown in Figure 7.18, in addition to natural loose parts that children made into a balance 

beam (as shown previously in Figure 7.1).  



Page | 283  

 

                  

Figure 7.18. Examples of resources that promote stability skills 

Five resources provided in outdoor play promoted general gross motor activity: the fixed 

climbing structure, hoops, hoppers, push/pull toys such as wheelbarrows and prams, and quoits. 

Examples of resources that promote general gross motor activity at Corella Preschool are 

shown in Figure 7.19.   

              

Figure 7.19. Examples of resources that promote general gross motor activity 

Active experiences. In addition to outdoor play resources, FMS and general gross motor 

activity were promoted at Corella Preschool through the implementation of 11 different active 

experiences (as listed in Table 7.7). Five of these experiences encouraged locomotor skills, 

such as jumping and hopping through action songs and dances, and running while playing 

games such as Snappy the Crocodile and What’s the Time Mr Wolf. One active experience 

promoted the manipulative skill of catching (using beanbags), two promoted stability skills 
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(yoga poses and action songs requiring balancing on one leg), and three promoted general gross 

motor activity (yoga poses for strength and flexibility, and action songs/games for fitness). 

Figure 7.20 shows two examples of active experiences, one for stability through yoga and the 

other a game of musical statues promoting general gross motor activity.    

                 

Figure 7.20. Examples of active experiences: yoga and musical statues 

These active experiences were provided through different modes of instruction – coded in 

Table 7.7 as whole group (WG), transition activity (T), or spontaneous activity during outdoor 

play (OP). There were no recorded observations for active experiences within indoor play or 

small group activities. Whole group experiences were the preferred mode of instruction (n=6) 

at Corella Preschool for providing children with additional active experiences throughout the 

day. As the daily routine only included a dedicated timeframe for whole group experiences, no 

instances of active experiences being provided through small group activities were observed. 

The experiences presented as a whole group activity covered the range of FMS through action 

songs, dance, yoga, and a catching game.   

Three active experiences were observed as spontaneous games played outdoors, promoting 

locomotor skills (specifically running), and general gross motor activity. These games were 

generally initiated by the children in the afternoon play period when limited resources were 

available in the playground. The grass play space was often left free of resources to encourage 

such activity. One type of active experience was utilised as a transition activity and involved 

children imitating an animal, usually with locomotor movements of running or jumping. No 

active experiences were provided as part of indoor play.    
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Summary of affordances provided. Table 7.7 shows that a variety of resources and 

active experiences were provided at Corella Preschool to promote FMS and general gross 

motor activity. Figure 7.21 presents a summary of these data to show which skills were 

promoted most often.  

 

Figure 7.21. Number of affordances that promote FMS and general gross motor activity 

At Corella Preschool, a total of 18 different affordances promoting FMS were provided in 

addition to 8 affordances for promoting general gross motor activity. For promoting FMS, the 

number of affordances provided that promote locomotor skills (n=9) were higher than those 

that promoted stability skills, (n=5) and manipulative skills (n=4). Additionally, in both 

resources for outdoor play and active experiences, the number of affordances provided to 

promote FMS was higher than those promoting general gross motor activity. In outdoor play, 

10 resources encouraged FMS compared to five for general gross motor activity, and for active 

experiences, eight were for FMS and only three for general gross motor activity.    

Educator role in outdoor play.  

The Summary Analysis of Outdoor Play Observations (Appendix 9) illustrates the number of 

instances when educators promoted physically active play by supporting skill development 

(code SP) and by playing with children in active play (code PW). A total of 37 observations 

included an educator role who was coded as SP or PW. These observations were mapped 

against the resource and the skill the resource encouraged to identify the extent to which FMS 

or general gross motor activity were promoted through educator involvement in outdoor play. 

Figure 7.22 illustrates these results.  
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Figure 7.22. Number of observations that promoted FMS and gross motor activity  

Results presented in Figure 7.22 show that of the 37 observations recorded, 19 of these 

promoted general gross motor activity and 18 promoted FMS. For general gross motor activity, 

the “snapshot” observational data shows that educators hooping with the children was the most 

common interaction (n=13). Supporting skill development with the hoops, hoppers and quoits 

were other examples of promoting general gross motor activity.  

Examining the 18 observations promoting FMS, seven were recorded with educators 

encouraging locomotor skills – four of which involved educators engaging in pretend play with 

the children, galloping around the playground on stick horses. The remaining three 

observations involved the skipping ropes where educators were either skipping with the 

children or supporting them to improve their skipping technique. Seven observations were also 

recorded with resources that involved developing manipulative skills. In these observations, all 

but one involved an educator supporting the children’s skill development with T-Ball (striking), 

skittles (underarm rolling) and the bean bag game (throwing underarm).  

Four observations showed educators promoting stability skills. On three occasions, educators 

were assisting children to develop dynamic balance skills on the balance buckets or bucket 

stilts, and one observation involved an educator playing follow the leader on the balance 

buckets with the children.  
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Field of Free Action – Children’s Activity in Outdoor Play 

Data from all 111 “snapshot” observations of outdoor play were utilised to analyse Kyttä’s 

(2002, 2004) principle of the Field of Free Action.  

Children’s participation in physically active play. 

 Utilising the data from the Summary Analysis of Outdoor Play Observations for Corella 

Preschool (Appendix 9) and additional calculations as discussed previously, the summary 

record of children’s participation in active play for the ten days of data collection is provided 

in Table 7.8.  

Table 7.8.  

Children’s Participation in Active Play 

Day # Chn  

# Ob 

Cycles 

Total # 

Active Chn 

Active Chn per Ob Cycle:  

Daily Av  (min & max) 

Daily Av % of 

Active Chn per Ob Cycle 

1 17 15 75               5.0 (3-8)  29.4% 

2 18 7 41               5.8 (0-12)  32.2% 

3 20 9 63               7.0 (4-13) 35.0% 

4 19 7 42               6.0 (2-11)  31.6% 

5 17 11 69               6.3 (0-13) 37.1% 

6 15 14 57               4.1 (0-8) 27.3% 

7 16 12 59               4.9 (1-11) 30.6% 

8 19 13 71               5.5 (2-9) 28.9% 

9 19 10 52               5.2 (1-8) 27.4% 

10 20 13 49               3.8 (0-8) 19.0% 

Overall Average % of Active Chn per Ob Cycle:                                                                    29.9% 

Results in Table 7.8 show a wide variation in the daily minimum and maximum number of 

children recorded as active in any one observation cycle. For example, Day 5 had both the 

minimum (n=0) and maximum (n=13) number of children being active in any one observation 

period. Observation cycles with no active children were also recorded on Day 2, Day 6 and 

Day 10. In addition to Day 5, the maximum of 13 active children was also recorded on Day 3. 

The “snapshot” observational data showed that on both of these days, child-initiated running 

games contributed to the high number of children recorded as active in one observation cycle.  

On Day 3, an educator was playing Snappy the Crocodile with 11 of the 13 children recorded 
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as active, and on Day 5 they were playing a game of What’s the Time Mr Wolf with 10 of the 

13 active children. Other activities that contributed to higher numbers of children participating 

in active play occurred on Day 2 where 10 children were playing on the fixed climbing structure 

‘paying a ticket’ to an educator to go down the slide (see Figure 7.23). 

 

Figure 7.23. Children “paying a ticket” to an educator to go down the slide 

The results presented in Table 7.8 also demonstrate variation in the daily average percent of 

children recorded as active (19.0% - 37.1%). Across the 10 days of data collection, on average, 

nearly one-third (29.9%) of children were recorded as engaged in active play in any one 

observation cycle. The highest daily average of active children per observation cycle occurred 

on Day 5 (37.1%). The Summary Analysis of Outdoor Play Observations (Appendix 9) shows 

on this day, resources that most promoted active play included the fixed climbing structure, 

hoops, stick horses, and skittles as did outdoor features/space where the child-initiated game 

of What’s the Time Mr Wolf was played. For most of these activities, educator involvement 

was apparent. 

In contrast, Day 10 had the lowest daily average of active children, with only 19% of children 

engaging in active play. According to the summary analysis data (Appendix 9), the resources 

provided on this day included the fixed climbing structure, hoops, a beanbag throwing game, 

and kites. In the afternoon outdoor play period, the children climbed trees and crawled through 

a plant-covered trestle. The lower numbers of children engaged in active play on this day may 

be attributed to educator interaction being limited to the beanbag game and kite flying, and no 

running game being initiated in the afternoon play period. In addition, the kite flying activity 
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reduced the number of children recorded as engaged in active play as only one child at a time 

could have a turn, however as shown in Figure 7.24, many children were interested in the 

activity.    

 

Figure 7.24. Children waiting to fly the kite 

Figure 7.24 represents the “snapshot” observation taken when the kite was first brought out 

upon a child request. The educator asked all interested children to sit along the wall while she 

discussed kite safety, including where to fly it, what obstacles to look for (e.g., trees, power 

poles), and to look ahead while running and not at the kite behind them. The children then 

proceeded to take it in turns to fly the kite, with the educator reminding the children it was a 

“waiting activity” as only one kite could be flown at a time for safety reasons. As a result, in 

the four observation cycles the kite was available, 30 children were recorded as being present 

at the activity, but only three as active, thereby contributing to the low level of activity on this 

day.  

Children’s play preferences.  

As shown in the summary analysis (Appendix 9), calculations recorded in the last column (#CA 

per Ob Cyc) reveal the top six most utilised resources were the natural loose parts (2.1 active 

children/observation cycle), hoops (1.5), fixed climbing structure (1.3), hoppers (1.3), bean bag 

game (1.2) and outdoor features/space (1.2). Of the provided resources, the hoops and fixed 

climbing structure were available every day, the hoppers on four days, bean bag game on three, 

and the natural loose parts were only available on one day. The popularity of the hoops could 

be due to educator engagement as the hoops had the most recorded observations of educator 
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involvement than any other resource provided at Corella Preschool (n=24). Educators were 

observed to play with the children but also to supervise, interact with or support skill 

development. The hoops may also have been one of the most utilised resources due to the 

versatility in how they could be used for active play. Figure 7.25 shows some examples of 

using hoops for active play, including hooping around the waist or arm, crawling through, 

jumping through, jumping between, and rolling and chasing.    

     

   

Figure 7.25. Examples of active play with hoops 

However, the hoops were not utilised consistently across the data collection period, with some 

days recording high numbers of children engaged in active play and some low. For example, 

Day 1 had the highest engagement with hoops with 26 children recorded as active across the 

day, while only 2 children were recorded as actively playing with the hoops on Day 3. The 

variance in use of the hoops across the 10 days of data collection is illustrated in Figure 7.26. 
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Figure 7.26. Variation in children’s use of the hoops for active play 

In general, the days with the lowest recorded numbers of children playing actively with the 

hoops (for example Day 3, Day 6 and Day 10) also had minimal educator involvement with 

two of the days having no educator recorded as being present with children using the hoops.  

The least utilised resources were also identified on the Summary Analysis of Outdoor Play 

Observations (Appendix 9) and included the hopscotch and quoits (both 0.1 active 

children/observation cycle), bucket stilts (0.2), push/pull toys (0.6), skittles (0.7), kites (0.8) 

and T-Ball (0.8). However, when viewing the numbers of children present at an activity 

(column CP on the summary analysis), the skittles, kites and T-Ball appear to be popular 

resources in that the children wanted to participate. These resources are regarded as least 

utilised because of the low numbers of children recorded active. The distinct difference in the 

recorded numbers of children present compared to those recorded active for T-Ball, skittles, 

and kites, is illustrated in Figure 7.27.  
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Figure 7.27. Numbers of children present vs children active for various resources 

In addition to utilising the resources made available, the children also made use of outdoor 

features and general space for active play. Examples of this include climbing trees, playing 

games on the grass area, balancing along the wooden garden boundaries (as shown in Figure 

7.28), playing hide and seek, and using pathways in dramatic play scenarios such as in Figure 

7.28 where the children are playing ‘puppies’. 

          

Figure 7.28. Examples of using outdoor features for active play 

Field of Constrained Action 

The educators at Corella Preschool provided the children with opportunities to engage in 

physically active play in the outdoor environment. However, these opportunities may not have 

been utilised to their full potential for active play due to a number of factors including the 
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provision of non-active play experiences, the passive use of active resources, and 

organisational constraints that impacted on the children’s ability to participate in physically 

active play.     

Provisions for non-active play.  

During the morning outdoor play period at Corella Preschool, a number of resources that did 

not promote physically active play were provided. These resources included sandpit toys, mat 

activities (e.g., train set, small construction blocks, matching game), art experiences (e.g., 

painting easels, drawing table, clay table), books, a restaurant dramatic play scenario, and 

activities sympathetic to the preschool’s sustainability ethos (e.g., planting potatoes, scrubbing 

bird bath, planting seeds). On average, four resources that did not encourage active play were 

provided each day. During the afternoon outdoor play period, when limited resources were 

made available to the children, access to the sandpit and watering cans for taking care of the 

preschool garden were generally offered. On two occasions, the afternoon outdoor play period 

also included children’s news time, a group activity held on the amphitheatre area, as shown in 

Figure 7.29.  

 

Figure 7.29. Example of a non-active play experience on the amphitheatre area 

Passive use of active resources. 

The children did not always choose to use the resources that would usually encourage active 

play in an active way, thus limiting other children in being able to use the resources as intended. 

Examples of the passive use of active resources observed at Corella Preschool are shown in 

Figure 7.30 and include tying the skipping ropes onto the trees, rolling musical instruments 

(egg maracas) down the slide, and using the bucket stilts as a container.  
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Figure 7.30. Three examples of the passive use of active resources 

In these examples, the skipping ropes and bucket stilts were both used in dramatic play 

scenarios. The first scenario involved a group of boys pretending to be firemen. They tied the 

skipping ropes to the trees to save the girls who had climbed into the top branches. In the second 

scenario, the dramatic play involves an ice-cream shop under the climbing structure. A girl has 

‘purchased’ an ice-cream which is a bucket stilt filled with bark chips.  

Organisational constraints.  

For some experiences provided during outdoor play, instructions for skill development or 

safety were important components of the activity. This was particularly evident for T-Ball, 

skittles, and kite flying. If children were interested in participating in the activity, they were 

required to sit and listen to the instructions first, and then were able to have a turn one child at 

a time. Figure 7.31 shows two examples of experiences where children had to wait for a turn, 

one where an educator is giving instructions on how to hit the T-Ball properly and thus 

developing striking skills, and in the other, children are waiting for their turn to play skittles 

on the amphitheatre area. This wait time limited the children’s ability to participate in 

physically active play.  
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Figure 7.31. Two examples of children waiting during outdoor play 

Case Study Summary 

Through positive childhood experiences with physical activity, the educators at Corella 

Preschool (Corinne, Rebecca and Liza) have each developed a habitus that values the health 

and social benefits that physical activity can provide children. Combined with their teaching 

experience and training (their capital), the educators are able to articulate the benefits of 

physical activity for children and are confident in the practical know-how of developing FMS 

and promoting active opportunities. As such, all educators were observed playing actively with 

children, however Corinne and Liza were the main educators who took on the role of supporting 

skill development with the children. While Liza’s early experiences did not include a positive 

disposition towards sport, she drew on the capital (or knowledge) gained from participating in 

the Munch & Move training to enable her to teach children specific components of these skills, 

particularly evident for the manipulative skills of striking and underarm rolling. 

 The educators at Corella Preschool incorporated physical activity and movement experiences 

into outdoor play (planned resources and spontaneous games), group times, and transition 

experiences, giving children an opportunity to participate in general gross motor activities and 

develop locomotor, manipulative, and stability skills. In outdoor play, access to the fixed 

climbing structure was available every day, with additional resources being provided based on 

children’s interests. This way of planning resulted in the hoops being offered every day, in 

addition to a variety of other resources as requested by the children. Across the data collection 

period, general gross motor activity was promoted every day, locomotor skills on most days, 

and resources to promote stability and manipulative skills were offered on half of the 

observation days. 



Page | 296  

 

During outdoor play, the children chose to engage with a variety of resources, including those 

that promoted general gross motor activity, stability skills and manipulative skills. Most of the 

popular physical activities were either resources that were open-ended and could be used in a 

variety of ways (e.g., natural loose parts, hoops) or utilised the natural outdoor features/space 

(e.g., child-initiated running games on the grass area, tree-climbing). While some constraining 

factors have been identified to promoting physical activity (e.g., provision of non-active 

resources, passive use of active resources, and wait time for activities), the experiences 

provided, combined with the educators engagement with the children’s active play, resulted in 

nearly a third (29.9%) of the children participating in physically active play at any one time.  
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DISCUSSION and CONCLUSION 

The aim of this thesis was to generate an in-depth understanding of the nature of physically 

active play and movement experiences provided for, and experienced by, preschool-aged 

children in early childhood settings in Australia. This was achieved through applying an 

educational and holistic approach to the investigation of everyday practice in implementing the 

movement curriculum. To support children in developing the motivation and confidence to 

enjoy an active lifestyle, a balanced movement curriculum in early childhood services should 

provide opportunities to be physically active (i.e., general gross motor activities), and to 

develop Fundamental Movement Skills (FMS) for specialised skill development (Australian 

Sports Commission, 2019). The importance of FMS is based on international research that 

shows a reciprocal relationship between competence in movement skills and participation in 

physical activity, with the preschool years identified as being a key age group for developing 

these skills (Figueroa & An, 2017; Lima et al., 2017; Luz et al., 2017; Okely & Booth, 2004). 

Therefore, developing movement skills is viewed as a key strategy to promote long-term 

physical activity and support children in meeting the 24-Hour Movement Guidelines for the 

Early Years (Department of Health, 2019a). 

Through employing case study methodologies and theoretical analysis to provide evidence of 

educator practice and children’s participation in active play, this study makes a unique 

contribution to research in the following ways:  

 the development of an observation protocol to collect whole group data to provide a 

more comprehensive representation of both the forms of, and children’s participation 

in, active play experiences outdoors; 

 the exploration of the complex relationship between pedagogical and philosophical 

beliefs, personal experience, and actual practices through an analysis of interview and 

observational data on each educator;  

 the use of a Bourdieuian theoretical lens to determine the macro level (the early 

childhood setting) and micro level (individual educators) influences on the movement 

curriculum; and 
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 the use of Affordance Theory to differentiate curriculum and pedagogy for promoting 

both general gross motor activity and specific FMS, and to recognise how educators 

support or hinder children’s participation in physical activities through their 

interactions during outdoor play. 

This chapter presents the study’s findings as a cross-case synthesis of curriculum provisions 

for physical activity, educators’ pedagogy and practice in outdoor play, and children’s physical 

activity in outdoor play. These three central topics are addressed in response to the four research 

questions:  

(i) What factors are perceived to influence the planning and provision of physically 

active play experiences in early childhood settings?  

(ii) What types of physically active play and movement opportunities are provided in 

early childhood services?  

(iii) What role/s do early childhood educators employ during outdoor free play?  

(iv) What is the nature of children’s physically active play during outdoor free play? 

The final section of this chapter discusses the limitations of the research, and implications for 

policy and practice that can inform early childhood pedagogy and support the provision of 

physical activity in early childhood services.  

Curriculum Provisions for Physical Activity 

Drawing on interview data and “snapshot” observations, this study examines curriculum 

provisions for promoting children’s physical activity within early childhood services. A deep 

understanding of curriculum provisions is achieved in two ways – firstly, by identifying factors 

that are perceived to influence the planning and provision of the movement curriculum, and 

secondly, by determining the actual affordances provided for encouraging general gross motor 

skills and developing FMS.  

Research Question 1: What factors are perceived to influence the planning and provision of 

physically active play experiences in early childhood settings? 

In this study, educators referred to societal changes to explain children’s reduced access to 

outdoor play and physical activity, with common reasons being increased use of computers and 
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electronic games, family time constraints, and parental concerns for children’s safety outdoors. 

These reasons align with the literature (e.g., Australian Institute of Health and Welfare, 2018; 

Zubrick et al., 2010), and provided the impetus for educators to ensure children at their early 

childhood services had access to play outdoors and opportunities to be physically active. Most 

of the educators described themselves as being an advocate for children’s physical activity, and 

expressed a sense of responsibility for instilling lifelong healthy habits in children; “providing 

the groundwork for all future physical activity” (Maddy, Apple Tree). This “groundwork” was 

undertaken through the planning and programming of the movement curriculum, and through 

the application of Bourdieu’s (1980, 1990) constructs of field, habitus and capital, the factors 

that influenced the promotion of physical activity and FMS in early childhood services 

emerged. 

Promoting Physical Activity 

The interview data revealed that the moral obligation and shared responsibility for early 

childhood services to promote physical activity in young children is firmly entrenched within 

the values of the educators at the three case study sites. A concern for childhood obesity and 

the importance of developing healthy, active habits in childhood were motivating factors for 

these educators to provide an environment that was conducive to promoting physical activity. 

This illustrates the nexus between public health and education authorities. From a Bourdieu 

perspective, this is an example of how the field of early childhood education has been 

influenced by government health departments, with early childhood educators acknowledging 

their role in implementing obesity prevention strategies and programs through promoting 

physical activity. Analysing the educator data across the case study sites, two main factors that 

shaped the planning and provision of physically active play became evident: consideration of 

the developmental opportunities through participation in physical activity; and educator 

attitude to risk-taking.   

Developmental opportunities through participating in physical activity. 

Educators expressed a common belief that physical activity was an essential component of the 

early childhood curriculum for the many developmental opportunities it could provide. These 

developmental opportunities included physical and health benefits (spatial awareness, core 

strength, coordination, and stamina), developing social skills (co-operation, ability to listen and 

follow instructions/rules, sharing, taking turns and teamwork), and emotional development 
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(confidence and self-esteem). These views aligned with the literature which identified 

physically active play as being able to promote prosocial behaviours and emotional well-being 

in children (Department of Health and Ageing, 2009; Gallahue et al., 2012; Pica, 2012). 

However, the educators at Waratah and Corella also spoke about “learning life lessons” as a 

developmental opportunity through participating in active experiences, including resilience, 

patience, perseverance, leadership, inclusive practices, and coping with disappointment. This 

finding, not previously identified in early childhood literature, provides a new line of thinking 

for educators to consider when planning curriculum outcomes through the use of movement 

experiences.  

Educators referred to purposeful planning using physical activity as the conduit to meet 

objectives other than for physical health. At Waratah, Annie included music and movement 

experiences for listening and following directions, and purposely planned and implemented 

“out” games to develop resilience and coping with disappointment at “not winning”. At Apple 

Tree, Sally planned active games for developing positive friendships among the children. These 

examples demonstrate that active play experiences can be planned as a way of meeting a range 

of developmental outcomes.  

Educator attitude to risk-taking. 

In Australia, there has been increasing interest in supporting children’s risk-taking behaviours, 

with the inclusion of “risk-taking” as an aspect of outdoor learning spaces in the Early Years 

Learning Framework (EYLF) (DEEWR, 2009, p. 16). As part of the National Quality 

Framework (DEEWR, 2011b), the EYLF can be viewed as a macro level influence on practices 

within the field of early childhood education and could explain why all three case study sites 

encouraged risk-taking behaviours in the provision of physically active play experiences. 

Climbing trees, and rough-and-tumble play were either observed or discussed as a tolerated 

play option. At Apple Tree, educators sought to develop children’s risk-management 

capabilities by placing ladders against the trees. This practice allowed children to take 

“calculated risks” and climb higher into the tree branches than would otherwise be possible. 

These practices contrast with previous research in which educators’ limited physical risk in 

children’s play because of compliance concerns (Hesketh et al., 2017; Little & Sweller, 2015; 

van Zandvoort et al., 2010). The findings also differ from studies suggesting that female 
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educators were less tolerant of risk-taking and rough-and-tumble play than male educators 

(Emilsen & Koch, 2010; Johnson et al., 2005; Sandberg & Pramling-Samuelsson, 2005).  

Focus on Fundamental Movement Skills 

Whilst the promotion of physical activity was similar across the three case study sites, there 

were marked differences in the focus placed on developing FMS. The use of Bourdieu’s (1980, 

1990) constructs of field, habitus and capital provided new insights into the influencing factors 

on the promotion of FMS in early childhood services. The findings of the current study suggest 

the habitus (i.e., the accumulation of life experience) of each centre Director had a considerable 

influence on the planning and provision of experiences to promote FMS. Other influencing 

factors were educator habitus and self-efficacy for teaching FMS, and the relationship between 

FMS and transition to school.    

Director habitus for promoting FMS. 

Habitus, specifically childhood experiences of the Director, was found to have a discernible 

influence on practices within the microcosm, or field, of their own early childhood setting, 

particularly in relation to the purpose of outdoor play, the focus on developing FMS, and the 

resources available within the centre. Annie (Waratah) had a very active childhood playing 

sport and placed a high value on physical activity and sport-related skill development. In 

contrast, Wilma (Apple Tree) had a childhood of exploring freely in her grandmother’s garden, 

which influenced her creation of a garden-like outdoor area rather than a playground. Corinne 

(Corella) had childhood experiences similar to Annie’s and Wilma’s, which included 

participation in sport as well as exploring the outdoors with her family.  

The influence of these personal experiences, or habitus, was seen in Annie’s firm statement 

that her outdoor environment was “very sporty” and her allocation of funds to buying resources 

that promoted FMS. For Wilma, the focus of outdoor play was to connect with nature and use 

the natural environment to promote physical activity (such as building strength by carrying 

large river rocks) rather than for teaching “teeny-tiny skills”, by which she was referring to the 

components of FMS. Corinne believed outdoor play was for children to develop a sense of 

wonder for the environment, and to “enjoy the outdoors for the movement opportunities it 

provides”, including the development of specific movement skills. The relationship between 

habitus and capital, in the form of curriculum provisions for FMS, was seen most clearly by 
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Annie and Waratah, where almost twice as many resources were available to develop FMS 

during outdoor play than at the other two case study sites. Similarly, Corinne (Corella) showed 

her commitment to teaching movement skills through implementing the Munch & Move (NSW 

Department of Health, 2010) initiatives throughout the centre routine.  

These findings reveal how the habitus of the Director manifests into practice and has a direct 

influence on the movement curriculum, particularly in the teaching of FMS. While previous 

research has shown the disposition of early childhood educators towards the outdoor 

environment influences the provision of active play opportunities (Maynard & Waters, 2007), 

no previous study has specifically examined the role of the Director in curriculum decisions. 

The present study shows the interrelationship between Bourdieu’s (1980, 1990) constructs of 

habitus, field and capital as the Director’s habitus had an impact on service philosophies and 

curriculum provisions, and therefore influenced practices for the provision of the movement 

curriculum. This finding signifies a need for Directors to self-reflect and be aware of personal 

biases that may unintentionally impact best practice for promoting physical activity and 

movement skills in early childhood services.  

Educator habitus and self-efficacy for teaching FMS.  

Self-efficacy, in particular a lack of confidence in teaching movement skills, has been identified 

by educators in the research literature as a barrier to implementing appropriate movement 

experiences (Dyment & Coleman, 2012; Howells & Meehan, 2019; Van de Kolk et al., 2018). 

The current study also found educators’ lack of confidence in their individual strengths 

influenced the planning and implementation of the movement curriculum. At Apple Tree, one 

educator was responsible for the music and movement group time due to her background in 

dance. When she left the centre, group time reverted to circle games like “Duck, Duck, Goose” 

as other educators did not have the confidence to undertake more complex music and 

movement teaching. Dyment and Coleman (2012) and Gagen and Getchell (2006) have also 

found a lack of confidence led educators to rely on an old repertoire of early childhood games, 

such as the ones played at Apple Tree.   

Applying a Bourdieuian perspective, the current study found personal experience (habitus) was 

strongly associated with capital, in the form of knowledge, which impacted educator 

confidence in teaching children FMS. The educators who had played sport growing up (Annie, 
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Becky, Corinne, Rebecca, and Jasmine) expressed confidence in their ability to guide children 

in developing sport-related skills. In comparison, educators who were physically active, but 

not sporty (Liza, Sally, Maddy), or who did little physical activity (Heather) lacked confidence 

in teaching children FMS. This was summed up by Sally, who said she was “no expert”, and 

by Heather who did not provide ball games as “it is not a skill” of hers.  

A common theme identified in the literature is a belief among early childhood educators that 

insufficient training had been received to effectively promote physical activity and motor skill 

development, and was a contributing factor to their lack of confidence in teaching FMS 

(Cashmore & Jones, 2008; Dyment & Coleman, 2013; McWilliams et al., 2009; Obeng, 2010; 

Tucker et al., 2011; Wolfenden et al., 2011). Training such as Munch & Move has been shown 

to provide educators with the knowledge and confidence to implement and teach FMS (Farrell 

et al., 2009; Lock, 2007; Martin & Hands, 2003). However, the current study suggests that 

without personal experience to draw on, training such as Munch & Move may only be effective 

if the educator values the outcomes enough to warrant improving their practice. For example, 

Liza (Corella), who self-identified as “not a sporty person” recognised the importance of 

movement skills in children and was observed using the Munch & Move training resources to 

assist children develop skills during outdoor play.  

In contrast, at Apple Tree, movement skills were neither valued, nor a high priority. One of the 

main educators, Heather, stated she didn’t “personally value” teaching ball skills. Greta, the 

Educational Leader, was the designated educator at Apple Tree to undertake Munch & Move 

training, but, contrary to the design of the training program, did not share her knowledge and 

training resources to build the capacity and confidence of her colleagues. In effect, Greta acted 

as the “gatekeeper”, a term used by Burgess, Robertson and Patterson (2010, p. 51). 

Interestingly, Maddy emphasised the importance of having a shared experience of new 

initiatives and attending professional development as a group, and also identified this as a way 

for movement curriculum to be better adopted in practice, as the educators would “be on the 

same page.”  

These findings suggest that as with the Directors, educators need to self-reflect and recognise 

their own limitations in providing an effective and appropriate movement curriculum, 

particularly for educators who do not have a sporting background. Providing training to build 
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personal capital can assist with self-efficacy for teaching movement skills, and a shared 

experience of the training would more likely see the curriculum initiatives put into practice. 

Most importantly, this study has shown that an understanding of the importance of teaching 

FMS is imperative for educators to develop self-efficacy, and to value their role in providing 

children with the necessary skills to lead physically active lives.  

FMS for transition to school. 

The importance of competence in movement skills for peer acceptance was recognised by 

educators across all case study sites. For example, Maddy (Apple Tree) suggested children 

“can be teased” in the older preschool room if they were not as physically competent as their 

peers. While Maddy was the only educator at her centre to link FMS with peer relations, all 

educators at Waratah and Corella viewed competence in FMS as assisting in the transition to 

school process. Competence in movement skills was viewed as a way for children to initiate 

and participate in school yard games and to be part of a wider friendship group. Rebecca 

(Corella) stated it was important to provide the children with “a repertoire of skills to play 

games”, thus enabling the children to facilitate their own play in the school playground. 

The consideration of transition to school at these centres could be as a result of being preschool 

services, which traditionally focus on school readiness, and which is a large part of the 

philosophy of Waratah. There is some evidence to suggest an association exists between motor 

abilities and school readiness (Bala et al., 2005) and in line with the beliefs of educators at 

Waratah and Corella, a suggestion that competency in gross motor skills is “a gateway to 

engagement in learning and social activities, including sports and games through the school 

years” (Cameron et al., 2016, p. 93). An alternate view is expressed by Wilma (Apple Tree) 

who has a “passion for maintaining early childhood as early childhood, and not necessarily as 

a progression for anything else.” This statement demonstrates Wilma has a different focus for 

the program at her service rather than one that specifically considers school-readiness. 

Differences in curriculum goals are another example of influences on the field of the early 

childhood setting and the implications they have for practice in promoting FMS in children.      
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Research Question 2: What types of physically active play and movement opportunities are 

provided in early childhood services? 

Most research on provisions for promoting physical activity in early childhood services 

describe reported practices through questionnaire and focus group data (Derscheid et al., 2010; 

Moser & Martinsen, 2010; Obeng, 2010; Schiller & Broadhurst, 2002; Sellers et al., 2005; van 

Zandvoort et al., 2010; Wolfenden et al., 2011). In using direct observation to determine 

physically active play and movement opportunities, the current study contributes to the 

research literature by examining actual practices using Kyttä’s (2002, 2004) adaptation of 

Affordance Theory and the concepts of the Field of Promoted Action and the Field of 

Constrained Action. All three case study sites provided unstructured (free) play outdoors and 

teacher-led active experiences (structured experiences), which align with the Get Up & Grow 

guidelines (Department of Health and Ageing, 2009) for promoting children’s physical activity 

in early childhood services. However, there were contextual differences across the case study 

sites in the provision of resources and programming choices that had an impact on which 

movement skills and physical activities were encouraged more so than others. In this way, 

children’s opportunities to participate in a range of physical activities and develop specific 

FMS were either promoted due to availability, or constrained by a lack of access to the 

necessary resources and experiences.  

Resources for Outdoor Play 

By utilising the concept of the Field of Promoted Action (Kyttä, 2002, 2004) to analyse the 

outdoor environment, it was found that all case study sites provided a play space that would 

encourage children to be physically active. The outdoor play space for promoting physical 

activity at all three early childhood services included an open play space (grass area), a soft-

fall area for climbing structures, and flat, relatively smooth surfaces, available as either 

pathways, bicycle tracks or amphitheatre areas. In addition to these play spaces, Apple Tree 

also provided a bark pit area. Based on the Environment and Policy Assessment and 

Observation (EPAO) research protocol designed to assess the physical activity environment of 

early childhood services (Bower et al., 2008), each service also provided resources that 

encouraged physical activity through the inclusion of portable (such as balls) and fixed play 

equipment (such as a climbing structure).  
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In relation to other common resources provided in early childhood services reported in the 

literature (Derscheid et al., 2010; Schiller & Broadhurst, 2002; Sellers et al., 2005; Wolfenden 

et al., 2011), Waratah offered an obstacle course and mini-trampoline, but Corella did not 

provide moveable climbing equipment (such as trestles and balance boards) or tricycles. A 

fixed climbing structure, bucket stilts, push/pull toys, and skipping ropes were provided at all 

three centres. Some resources were common across two of the sites (such as a cricket set, 

hoppers, and quoits), while other resources were novel to a particular centre; for example, 

scooter boards, jumping sacks, and boxing stands at Waratah; foam shapes with crash mat, 

table tennis, and ski walkers at Apple Tree; and using the natural environment with stick horses 

and wood off-cuts at Corella. 

The programming decisions for providing particular resources within outdoor play differed 

across the early childhood services. Waratah staff used gross motor checklists completed on 

the children to inform some of the resources they provided, in addition to children’s interests. 

With a deep understanding of skill progression, the resources made available changed as the 

year progressed and the children became more capable. The resources were also alternated to 

provide a variety of opportunities, while still ensuring continuity and repetition of some 

resources for children to practice and master a skill.     

At Corella, children’s interests were at the forefront of programming for outdoor play. Morning 

and afternoon meetings were held with the children where they were able to request specific 

resources and ideas for outdoor play. To supplement children’s choices, resources in the 

afternoon play period were purposely limited to encourage group games on the grass area and 

other ways of being active, for example climbing trees.  

Apple Tree also took children’s interests into consideration when planning the outdoor 

environment. Educators were responsible for a particular play space for a period of time and 

would add and subtract resources as the children engaged with the space over the weeks. 

Programming was very individual and it was noted that resourcing a play space was limited to 

an educator’s “imagination” (Maddy). Educators also used the developmental needs of the 

children in their particular room (3-4’s or 4-5’s) as a way of resourcing a play space to 

encourage particular children to participate in experiences to develop physical skills such as 

climbing.    
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FMS in outdoor play. 

All case study sites provided affordances that could promote both general gross motor activity 

(for climbing and fitness/strength) and FMS during the outdoor play period. Examining each 

case study site separately, Waratah and Corella were observed to provide a higher number of 

affordances for promoting FMS compared to general gross motor activity. Approximately 60% 

of the resources provided at Waratah and 67% of resources at Corella promoted FMS. In 

comparison, Apple Tree provided a similar number of affordances for FMS and general gross 

motor activity. The different proportions of affordances for FMS and general gross motor 

activity aligns with each centre’s philosophical underpinnings in regard to the purpose of 

outdoor play and the relative value placed on developing movement skills. This finding is 

noteworthy as it further demonstrates how the habitus of the Director, and in turn the 

philosophy of the service, impacts on practice through the provision of affordances with 

different outcomes in mind.  

Examining the provisions for promoting FMS across the case study sites, all categories of 

movement skills were catered for, that is, opportunities to develop locomotor, stability, and 

manipulative skills were observed at all three sites. Importantly, however, the results showed 

not all movement skills within each category were promoted and that opportunities differed 

across the three centres. Within the locomotor category, opportunities for jumping were 

provided across all case study sites, with the provision of skipping ropes, trestles and balance 

boards, mini tramp, and/or jumping sacks for example. There were limited resources at 

Waratah and Corella (hopscotch and hobby/stick horses), and no resources at Apple Tree to 

encourage skills such as hopping and galloping. This result is concerning when low numbers 

of Australian preschool children were found to be proficient in hopping and galloping (Hardy 

et al., 2010).     

Resources were offered at all sites to promote different degrees of difficulty in stability skills 

(balancing). Wider options for children to balance included balancing buckets (Corella) and 

balance boards on trestles (Waratah and Apple Tree), with narrower options including natural 

loose parts (Corella), a balance beam ring (Waratah), and a rope walk (Apple Tree). Further 

opportunities for developing stability were provided with resources that required balance and 

coordination to manoeuvre along a pathway. These resources included bucket stilts (all case 

sites), and pedal walkers (Waratah).    
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Within the category of manipulative skills, Waratah provided opportunities to develop all of 

the skills - catching, throwing (underarm and overarm), kicking, striking, dribbling and 

underarm rolling. Apple Tree provided resources that would promote all of these skills except 

for dribbling, while Corella only promoted underarm throwing, striking and underarm rolling. 

With the provision of balls and associated sports equipment (such as soccer goals, rebound net, 

cricket set), Waratah and Apple Tree were able to cater to a diverse range of manipulative 

skills. Corella, on the other hand, did not provide balls for children to freely engage with during 

the observation period. This could be due to limited space to safely provide these opportunities.  

The findings align to some extent with earlier studies by Schiller and Broadhurst (2002) and 

Taggart and Keegan (1997) who found opportunities to participate in ball activities in early 

childhood services were rare. Manipulative skills such as kicking, catching, throwing and 

striking have also been identified as skills in which Australian preschool children demonstrated 

low proficiency (Hardy et al., 2010). While all case study sites provided some opportunity to 

develop FMS during outdoor play, there is no guarantee that children will engage with these 

experiences (Gagen & Getchell, 2006; Storli & Hagen, 2010), nor develop proficiency in these 

skills without adult mediation and guidance (Hands & Martin, 2003; Lock, 2007; Morgan, 

2006; Robinson, Webster, et al., 2012). This argument reiterates the importance of providing 

FMS opportunities through teacher-led active experiences.    

Teacher-Led Active Experiences 

Teacher-led active experiences, including action songs, games (such as musical statues/freeze), 

and dancing, were implemented at all three case study sites. Corella and Apple Tree also 

provided yoga and beanbag catching as group experiences, while Waratah and Apple Tree 

provided parachute play. Unique experiences to a site included group fitness activities (e.g., 

exercise circuit) at Waratah, and utilising outdoor play resources (tricycles, rope walk) for 

structured small group experiences at Apple Tree.     

While some commonalities were found in the experiences provided, the variety of activities 

and mode of provision differed greatly across the sites. Waratah had the greatest repertoire of 

movement activities with a total of 26 different experiences provided in teacher-led activities. 

In comparing the mode of provision, Waratah and Corella implemented more active 

experiences as whole group rather than small group activities, while Apple Tree provided more 
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as a small group activity rather than whole group. Waratah and Corella initiated a range of 

outdoor games, and utilised transition times to incorporate movement experiences, while at 

Apple Tree, only one outdoor game was initiated, and transition activities were not 

implemented at all.  

The differences in the provision of active experiences across the sites can be attributed to the 

programming goals of each service. For Waratah and Corella, providing physical activity and 

movement experiences across the day formed an integral part of the program. Energetic 

movement-oriented activities were part of group times to either break up concentration periods 

while learning literacy/numeracy concepts (Waratah) or to implement the key messages of the 

Munch & Move (NSW Department of Health, 2010) program into the daily life of the preschool 

(Corella). Corresponding to the research literature that shows some children are more naturally 

inclined to be active (Gagen & Getchell, 2006; Taggart & Keegan, 1997; van Zandvoort et al., 

2010), educators at both services recognised there may be children who do not engage in active 

play outdoors, and stated that structured, teacher-led whole group experiences were an 

important part of the program for ensuring all children were active for a portion of the day.  

Encouraging all children to be active during the day was also achieved at Waratah and Corella 

through incorporating movement opportunities into transition times and outdoor games. 

Transition times were viewed as an opportunity for promoting movement, such as “jumping, 

hopping, skipping, flying” (Liza, Corella) and for providing guidance on developing specific 

skills. At Waratah for example, the educators said that if they noticed the children needed more 

practice with hopping, this would be implemented as a transition activity. At Corella, educators 

were observed reminding the children of the step-hop pattern for skipping, and to bend the 

knees when jumping during transition activities.   

In comparison, the programming decisions at Apple Tree took into consideration the centre 

philosophy of encouraging autonomy in children, thereby enabling children to choose whether 

to participate in planned experiences or not, and limiting transition periods within the day (e.g.,  

having a rolling morning tea). The small group experiences were planned by individual staff 

who could implement any activity as long as it focussed on joining in, listening, and being part 

of a team. Some educators utilised this group time for active experiences, while others read a 

book or used the computer. As a result, not all children were able to be involved in active 
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experiences throughout the day. The difference in results across the case study sites 

demonstrates how programming decisions can promote or constrain children’s opportunities to 

participate in active teacher-led experiences throughout the day.       

FMS in teacher-led active experiences.  

All case study sites provided active experiences to promote both general gross motor activity 

(for fitness/strength) and FMS within teacher-led active experiences. However, there were 

limited opportunities for all children to develop FMS within these structured experiences.  

Examining the experiences that promote the different categories of FMS, a similar pattern of 

provision was found across all sites. Locomotor activities were the most predominant, with 

action songs that encouraged jumping and hopping, and games that involved running. All 

services included a few opportunities for developing stability skills, including yoga, action 

songs involving balancing, and/or a game. Manipulative experiences, such as bean bag 

catching, was observed at Apple Tree (as a small group experience) and Corella (as a whole 

group experience), while Waratah did not provide any structured experiences for developing 

manipulative skills.  

The provision of structured movement experiences has been a contentious issue within early 

childhood pedagogy based on the principles of learning through play (Hunter et al., 2017; 

Waters & Rekers, 2019)and a belief that children will develop FMS in self-directed activities 

during outdoor play (Albon, 2011; Dyment & Coleman, 2013). This study showed that 

structured experiences were provided in the curriculum for locomotor skills through typical 

early childhood experiences such as music and movement activities and games. Fewer 

structured experiences were observed in relation to teaching manipulative skills (i.e., ball 

skills), which require more step-by-step instruction and guidance for children to become 

proficient.   

A tension with teaching manipulative skills was evident at Apple Tree, where Jasmine, with a 

sporting background and primary teaching qualifications, wanted to set up a circuit activity 

where children would rotate between catching, throwing, and kicking stations with educators 

available to provide instruction and guidance. However, she had not broached this idea with 

other staff, as a teacher-directed experience such as circuits did not fit in with the philosophy 

of the centre. The idea of teaching manipulative skills in such a way may contribute to the 
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wider tension evident between early childhood play-based pedagogy and the teaching of these 

skills. Corella Preschool demonstrates how this tension may be resolved by teaching these 

skills through adult-led planned and spontaneous games during outdoor play, utilising 

intentional teaching moments and playing alongside the children.  

Along with previous research showing children increase proficiency in FMS with adult-led 

movement experiences (Deli et al., 2006; Derri et al., 2001; Hands & Martin, 2003; Lock, 2007; 

Robinson, Webster, et al., 2012; Sanders & Sims, 2003), the findings of this study underline 

the need for educators to rethink early childhood curriculum and how best to develop all 

children’s FMS, particularly in regard to manipulative skills. This finding becomes even more 

significant in light of the Australian 24-Hour Movement Guidelines for the Early Years (birth-

5 years) which recommends preschool-aged children should participate in a variety of physical 

activities for at least three hours a day, of which one hour should be energetic play that includes 

running, jumping, kicking and throwing (Department of Health, 2019a). 

Educators’ Pedagogy and Practice in Outdoor Play 

This study provides a unique contribution to the research on educator pedagogy and practice 

by exploring the nexus between an educator’s espoused roles and actual practices during 

outdoor play. Espoused roles were identified through the analysis of interview data, while 

direct observation of educators provided key insights into the roles they employ during outdoor 

play.     

Research Question 3: What role/s do early childhood educators employ during outdoor free 

play? 

Analysis of the interview data identified the roles of educators during outdoor play to be either 

that of manager, instructor, and/or participant. The role of a manager included the tasks of 

supervising children, managing resources, and managing children (such as assisting with 

taking-turns). The role of an instructor was characteristic of educators who described their role 

as assisting children to master physical skills – either general gross motor skills such as 

climbing or developing specific FMS. Being a participant was characteristic of educators who 

believed their role was to be engaged in active play and games alongside the children, thereby 

being a role-model for leading a healthy, active life. 
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Importantly, the interview data revealed considerable differences in the identified roles and 

practices of educators between case study sites. At Apple Tree, three of the four educators 

(Heather, Maddy and Jasmine) were identified as managers in the outdoor environment, as they 

discussed their role during outdoor play to be ensuring children’s safety and monitoring 

resources. Taking on a supervisory approach (i.e., manager) rather than supporting active play 

aligns with the research documenting educators’ described practices or beliefs about their role 

in outdoor play (Connelly et al., 2018; Leggett & Ford, 2013).  

Documented practices from the observations of Heather, Maddy and Jasmine corresponded 

with their identified roles as managers. The predominant actions of educators assuming a 

manager role were supervising children and managing children’s behaviour, which combined 

made up 100% of the observations for Heather, 91% for Jasmine, and 61% for Maddy. There 

were no recorded observations of playing with children for these educators and only Maddy 

showed a few instances of supporting skill development (and only with climbing).  

In comparison, no educators at Waratah or Corella were identified as managers from the 

interview data, and instead discussed their role as either participating in the children’s play or 

being an instructor to develop specific physical skills. Interestingly, Annie (Waratah) and 

Corinne (Corella), both Teacher Directors of their respective centres, were the only educators 

to describe their role as both playing with children and instructing them in skill development. 

Being a supporter of active play would encompass the roles of an instructor and/or participant.  

In practice, all educators at Waratah and Corella showed numerous instances of supporting 

children’s active play through both developing skills and playing with the children. At Corella, 

these roles when combined, accounted for between 29% of observations for Rebecca to 76% 

for Corinne, and at Waratah, 40% for Becky to 57% for Annie. Except for Annie, playing with 

children accounted for a higher proportion of observations than supporting skill development 

for all of the educators at both centres. Examples of playing with children at Corella included 

playing active games (such as Crocodile, Crocodile), hula hooping, bouncing on the hoppers, 

and galloping on stick horses. At Waratah, observations of playing with children included 

parachute games, throwing/catching games, kicking balls, and partnering children for races (3-

legged race, human wheelbarrows). Annie, in line with her focus on developing FMS, recorded 

a higher percentage of observations for supporting skill development than for playing actively 
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with children. Observations showed Annie supporting all categories of FMS, but particularly 

the manipulative skills of striking, underarm rolling, dribbling, throwing and catching.  

In observational studies conducted by Davies (1997), Dyment and Coleman (2012), and Archer 

and Siraj (2015), educator participation in children’s active play was typically found to be non-

interactional, and a supervisory approach was characteristic of the educators during outdoor 

play. While this approach bears similarities to those educators at Apple Tree, the findings of 

this study for Waratah and Corella offer a different view, where the typical pattern was a high 

level of educator involvement in supporting children’s active play.  

The findings of this study also show a clear association between an educator’s espoused roles 

and observed practice, which can be characterised as either a supporter of active play (as an 

instructor and/or participant) or a supervisor of the environment (as manager). This finding 

provides observational evidence for Coleman and Dyment’s (2013) suggestion that educator 

perceptions regarding their role in outdoor play could result in children receiving varying levels 

of support for participating in active play. Importantly for educator practice, the results showing 

staff at Waratah and Corella guiding and assisting children in developing physical skills 

demonstrates that intentional teaching can occur during outdoor play. This is contrary to 

educators’ views in Leggett and Ford’s (2013) study, who found it difficult to engage in 

intentional teaching practices during outdoor play.  

Promoting Educator Interaction during Outdoor Play 

Educators have cited regulatory, institutional and personal factors as barriers to being able to 

interact with children in the outdoor environment (Connelly et al., 2018; Dyment & Coleman, 

2012; Hesketh et al., 2017; Leggett & Ford, 2013; McLachlan et al., 2017). Enabling educator 

interaction during outdoor play would support children’s participation in physical activity in 

early childhood services, particularly when considering children themselves have identified a 

preference for educators to participate in their outdoor play (Einarsdottir, 2014). With the 

higher level of educator interaction for supporting active play at Waratah and Corella, a range 

of factors were identified that could have enabled the educators to be more engaged with the 

children’s play and employ intentional teaching practices. In addition to an educator’s habitus, 

which has already been addressed, institutional factors (i.e., the field of the early childhood 

setting) were found to enable educator participation in children’s active play. These factors 
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included the expectation of educator participation during outdoor play, the playground design, 

and group size.  

Expectation of educator participation.  

The Directors of Corella and Waratah both expressed an expectation that staff would be 

actively involved with the children during outdoor play. At Corella, the implementation of the 

Munch & Move (NSW Department of Health, 2010) initiative into the curriculum reinforced 

Corinne’s expectation that staff are active alongside the children and are seen to be role-models 

for enjoying active play. The staff handbook highlights this expectation in addition to a policy 

that states staff are to be involved in movement experiences as much as they can throughout 

the day.  

At Waratah, Annie describes herself and her staff as “very hands-on out in the playground” 

and believes this is one of the strengths of the service. Annie expects her staff to be actively 

involved with the children in the outdoor program as she provides resources and experiences 

that rely on adult participation and teacher guidance to get the most benefit out of the activity. 

Annie has found that with adult involvement, the children tend to “stick at the activity for 

longer” and are able to improve their movement skills. As Teacher Directors, both Corinne and 

Annie were present during outdoor play and the observations showed they were very engaged 

in supporting children’s physically active play in this environment. In this way, not only did 

they expect staff to be involved in the children’s play, they acted as role-models to their staff 

by enacting these practices themselves.   

In contrast, a lower proportion of educator interaction to support active play was observed at 

Apple Tree. At this centre, Wilma implemented the Circle of Security program (Marvin et al., 

2002) in outdoor play. Based on this program, educators were allocated to a play space and 

remained there during the outdoor play period. This practice at times resulted in educators 

being in an area where there were no children present, therefore reducing an educator’s capacity 

to engage in children’s active play in other areas of the playground.  

These results further demonstrate the Director’s influence on the field of their early childhood 

service in setting the organisational culture and ethos of the centre, showing that the centre 

Director expectations of educator participation during outdoor play aligns with educator 
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practice. This finding is in contrast to a study conducted by Coleman and Dyment (2013) whose 

findings suggested a tension between management expectations and educator perceptions of 

their role during outdoor play. Therefore, to encourage educator participation in children’s 

active play, this study shows that centre Directors need to provide clear expectations of the role 

of the educator during outdoor play.       

Playground design. 

The findings of this study suggest the design of the playground may enable educator 

participation during outdoor play. Waratah and Corella had one playground area that could be 

easily supervised from any location, allowing educators to be involved in children’s play 

activities and still have an awareness of other children in the playground. In contrast, Apple 

Tree had two distinct playground areas – one with many “nooks and crannies”, the other 

(containing the spiderweb climbing structure, open grass space, and bicycle track) located 

behind the preschool building, making supervision of the whole playground difficult. 

Maintaining children’s safety therefore became a priority and reduced the opportunity for 

educators to become actively involved in the children’s play. Child-educator ratios have been 

identified by educators as a barrier to participating in physical activity with children during 

outdoor play as they believe by doing so, they would leave other children unsupervised 

(Dyment & Coleman, 2012; Lock, 2007; Obeng, 2010; Temple & O'Connor, 2003). This study 

would suggest that playground design could assist with this issue as Waratah and Corella had 

playground designs that enabled being actively involved with some children while scanning 

the playground to maintain safety of others.     

Group size. 

Higher numbers of children were observed to be engaged in physically active play in those 

services that had lower numbers of children, namely Waratah Pre-Prep (average of 25 

children/day) and Corella Preschool (average of 18 children/day). Apple Tree Children’s 

Centre was a much larger organisation with two classrooms catering to the target age group of 

3-to 5-year-old children. While the children were separated for indoor play, the outdoor 

environment was utilised by both groups of children at the same time, resulting in an average 

of 43 children/day in the outdoor space at one time. Van Cauwenberghe, De Bourdeaudhuij, et 

al. (2012) and Berg (2015) also found children in early childhood centres with smaller numbers 

of children using the outdoor space were more physically active. Analysing this finding further, 
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Berg suggested smaller groups of children may allow educators to become more involved with 

the children’s active play experiences. The current study provides observational support of 

Berg’s finding, as educator interactions that engaged children in physically active play were 

more evident at both Waratah and Corella compared to Apple Tree.  

Children’s Physical Activity in Outdoor Play 

In this research, the definition of what constitutes physically active play was extended to 

include those activities that would be classified as low, moderate or vigorous in intensity. By 

including low intensity activities, such as those for developing stability skills or learning how 

to strike a ball, within active play, this research acknowledged the significance of developing 

FMS as part of physical activity. Using a “snapshot” observation technique, data were collected 

and analysed to determine children’s participation in physically active play, and their active 

play choices, during the unstructured outdoor play period for each of the three case study sites. 

Research Question 4: What is the nature of children’s physically active play during outdoor 

free play? 

All three case study sites were shown to provide a range of appropriate opportunities for 

preschool-aged children to be physically active within the outdoor environment. However, 

drawing on the theoretical concept of the Field of Free Action as proposed by Kyttä (2002, 

2004), a cross-case synthesis indicates there was a distinct difference in the children’s 

participation in physically active play across the early childhood services.  

Children’s Participation in Active Play 

The results showed a similarity in the average proportion of children recorded as engaged in 

active play per observation cycle for Waratah Pre-Preparatory School (32.5%) and Corella 

Preschool (29.9%), but a considerable difference for Apple Tree Children’s Centre (16.5%). 

The corollary of these findings is that, on average, 83.5%, 70.1%, and 67.5% of children were 

not engaged in active play. Non-active play included, for example, engaging in sand pit play, 

construction play, and art activities and the provision of these resources is an example of 

Kyttä’s (2002, 2004) Field of Constrained Action for promoting physical activity. Previous 

studies by Brown, Pfeiffer, et al. (2009), Dyment and Coleman (2012), Soini et al. (2014), and 

Berg (2015) have reported that children spend 46% to 56% of their time in sedentary activity, 
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and 2% to 24% in moderate-to-vigorous activity during outdoor play. Due to definitional and 

methodological differences, it is difficult to determine the correspondence between the results 

of the previous research and the current study. However, in line with previous research, the 

results showed clear differences in children’s levels of physical activity between early 

childhood services, confirming that the early childhood service is a strong determinant of 

variation in children’s participation in physically active play (Dyment, 2011; Finn et al., 2002; 

Reilly, 2010). 

One explanation proposed in the literature to explain differences in children’s physical activity 

levels across early childhood services is a lack of appropriate resources (Gagen & Getchell, 

2006; van Zandvoort et al., 2010). However, the results of this study suggest that the number 

of resources provided to children is not an influencing factor. Waratah was a well-resourced 

early childhood service that offered an average of nine resources per day to encourage active 

play, with a total of 38 different resources provided across the data collection period. In 

comparison, Corella, a community based early childhood service with limited funds, offered 

an average of five resources per day, with a total of 15 different resources recorded across the 

data collection period. Both sites had similar proportions of active children. 

Previous research has also identified small playgrounds as a barrier to being able to provide 

opportunities for children to engage in physically active play (Cashmore & Jones, 2008; van 

Zandvoort et al., 2010). Looking at Waratah and Corella in relation to this issue, both had 

smaller playgrounds but considerably more active children than Apple Tree with its large 

outdoor space. The findings for Apple Tree contrast to that of Dowda et al. (2009) who found 

that larger playgrounds were more conducive to active play. These findings from the present 

study underline the effective use of available space as a more important consideration for 

encouraging physically active play than the actual size of the play area.  

Previous research has also shown that increased levels of physical activity in early childhood 

services are connected to the amount of time available for children to engage in active play 

(Bower et al., 2008; Gubbels et al., 2011). However, in the current study, the amount of outdoor 

play time provided was not related to children’s participation in active play. The daily outdoor 

play period was observed for a similar amount of time in all three case study sites – averaging 

1.5 hours at Waratah and 2 hours for both Corella and Apple Tree. Interestingly, Waratah had 
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the highest number of active children and the least amount of outdoor play time. This result is 

in line with Alhassan and colleagues (2007) who also found no relationship between pre-

schoolers’ access to outdoor free play time and physical activity levels.  

Rather than the amount of time for outdoor play, an alternative explanation for the higher 

numbers of active children could be due to the scheduling of the outdoor play periods. At 

Waratah and Corella, two outdoor play periods were scheduled each day – for approximately 

1 hour in the morning, and 30-45 minutes in the afternoon. Observations for outdoor play at 

Apple Tree, on the other hand, occurred as a 2-hour block of time in the morning. Scheduling 

multiple outdoor free-play periods has been found to increase children’s physical activity 

(Razak et al., 2018), aligning with the results in the present research and providing another 

consideration for the effective promotion of physical activity in early childhood services. 

Most importantly, the results of the current study point to the role of the educator as having a 

stronger influence on the variation in children’s participation in physically active play than the 

number of resources, playground size or amount of time available for outdoor play. 

Observations showed that educators at Waratah and Corella either supported skill development 

or played actively with the children at least twice as much as educators at Apple Tree. The 

figures for supporting active play matched the figures for the proportion of active children. In 

addition, higher numbers of active children within an observation cycle were often found to 

correspond with observations of educators playing actively with children in games such as 

impromptu races and parachute play (Waratah), and running games and hula hoop play 

(Corella). The importance of educator interaction for promoting children’s physical activity 

has been previously documented in studies by Cashmore and Jones (2008) and Taggart and 

Keegan (1997), who also found a relationship between adult engagement and the play patterns 

of children. Further, the Environment and Policy Assessment and Observation (EPAO) 

research protocol acknowledges the importance of educator interaction for promoting physical 

activity with the inclusion of an observation scale for staff behaviours, such as joining in 

children’s active play (Ball et al., 2005; Bower et al., 2008; Ward et al., 2008). 

Children’s Active Play Choices 

Through direct observation of children’s activity and the resources available, this study utilised 

Kyttä’s (2002, 2004) concept of the Field of Free Action to distinguish children’s active play 
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choices during outdoor free play. At all three case study sites, the children utilised the outdoor 

features and general space for engaging in active play. Collectively, open space was used for 

practising gymnastic skills, dramatic play scenarios,  and playing a variety of childhood games 

while landscape features such as garden boundaries were used for balancing and trees for 

climbing. The direct observations also determined the children’s use of the resources available 

to them and therefore are able to provide insight into which play resources encouraged children 

to be active at each early childhood service. To determine children’s active play preferences, 

the average number of children recorded as active per observation cycle for each resource was 

calculated. Through this process, the six most utilised and six least utilised resources were able 

to be identified.  

A fixed climbing structure was available at all three early childhood services, but only appeared 

as a most utilised resource for active play for children at Corella (3rd most utilised resource) 

and Apple Tree (5th most utilised resource). This finding aligns with a study by Bower et al. 

(2008) who also found fixed climbing structures promote children’s physical activity. On the 

other hand, the fixed climbing structure was not one of the most utilised resources for children 

at Waratah, which aligns with contrasting research reporting that fixed climbing structures had 

a negative impact on physical activity levels (Berg, 2015; Dowda et al., 2009; Sando, 2019). 

The opposing results for fixed climbing structures in the research literature could be due to 

methodological differences and the measuring of moderate-to-vigorous physical activity as the 

determining factor as to whether the resource promotes physical activity. This study focussed 

on which resources children chose to engage with for active play, and also showed play activity 

using fixed climbing structures differed among early childhood services.  

Wheeled toys were available at both Waratah (tricycles and scooters) and Apple Tree (tricycles, 

scooters, and balance bikes) and were a well-utilised resource for active play by children at 

both services, appearing as the second most utilised resource at both centres. In contrast, Sando 

(2019) reported that wheeled toys did not promote physical activity in early childhood services; 

however, he concedes that tricycles with passenger seats could account for his result as those 

children who were passive passengers were included in the calculations. This was affirmed in 

the present study as the analysis of the observations showed that many more children were 

present at the tricycles than those recorded as active. Using an analysis approach that 

distinguished between children present at an activity and children who were physically active 
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enabled a more accurate assessment of the relationship between wheeled toys and play choices 

for physical activity.       

At all three case study sites, the majority of children’s most utilised active play choices 

involved portable equipment. These resources included the parachute, scarves (with music), 

and scooter boards at Waratah, hoops, hoppers, and bean bag games at Corella, and the soccer 

ball with goals and large wooden blocks at Apple Tree. These findings are in line with a number 

of studies that have shown portable play equipment to increase children’s physical activity in 

outdoor play (Berg, 2015; Bower et al., 2008; Dowda et al., 2009; Hannon & Brown, 2008). 

However, portable play equipment also made up the majority of the least utilised resources in 

active play across all three case study sites. These resources included footballs, quoits, and the 

cricket set at Waratah, hopscotch, quoits and bucket stilts at Corella, and skipping ropes, bucket 

stilts and cricket set at Apple Tree. This finding brings to light the importance of the context 

of the experience, as acknowledged by studies conducted by Cardon et al. (2009) and Van 

Cauwenberghe, Labarque, et al. (2012). These researchers found portable play equipment did 

not facilitate physical activity, as measured by intensity, however they recognised that the 

context of the experience had an impact on the results. Van Cauwenberghe, Labarque, et al. 

(2012), for example, measured children’s level of activity while learning a new skill during a 

teacher-led experience rather than during free play outdoors. As moderate-to-vigorous physical 

activity was the desired result, the portable equipment being used was not reported as 

promoting physical activity.   

While not measuring physical activity levels, the findings of this study nonetheless also show 

that context is important when considering children’s physical activity choices with portable 

play equipment. Evidence of the importance of context can be seen with the inclusion of kites, 

skittles, and t-ball as some of the least utilised resources at Corella. The provision of these 

resources became a teacher-led activity for safety and for providing specific instruction to 

individual children. Considering the number of children who were present at the activity, these 

portable resources did in fact interest children in participating in active play, but organisational 

constraints had an impact on how many children could be active at one time. A further example 

of the importance of the context of the experience can be seen when comparing the provision 

of a soccer ball with goals. This resource was well utilised at Apple Tree and one of the least 

utilised at Waratah. The observational data showed that an educator was involved with the 



Page | 321  

 

experience at Apple Tree, but not at Waratah. Through the use of Kyttä’s (2002, 2004) 

concepts, it became evident that these contextual factors constrain children’s activity and need 

to be taken into consideration when examining resources that encourage children’s physical 

activity.  

The findings also demonstrated Kyttä’s (2002, 2004) Field of Free Action in that children did 

not consistently utilise resources; and physical activity varied on each day that resources were 

available. At Corella, this was evident with the hoops which ranged from 26 children using the 

hoops on one day, to only three on another. Observational data showed the context of the 

experience was important here as the days with the highest recorded numbers of children 

playing actively with the hoops also had educators playing actively with the children. Similarly, 

children’s use of the bark pit (Apple Tree) and the obstacle course (Waratah) varied from day 

to day when available. The impact of the context of the activity (in this case the selection of 

resources), was particularly evident with the bark pit play space. More active play occurred 

when the tyres, planks and trucks were available.  

Utilising the Field of Free Action (Kyttä, 2002, 2004) it is clear to see that children will utilise 

potential affordances in different ways, or not at all, depending on a range of factors and 

personal preferences. The variance in children’s utilisation of the resources provided, as well 

as their use of physical features in the environment, supports the case for educators to be aware 

of children’s active play choices, reflect on how best to engage children within the experiences 

provided, and develop an understanding of how landscaping features and open space afford 

opportunities to promote physical activity and develop FMS.      

Limitations of the Research  

The findings presented in this thesis must be considered within the limitations of the research. 

Three limitations have been identified, including sample size, methodological differences that 

limit comparisons with previous research, and researcher subjectivity.     

Firstly, data were collected from a small number of early childhood services and cannot be 

seen to be representative of the pedagogy and practice of all Australian early childhood 

educators. However, within the three sites, in-depth interview data were provided by 14 

educators, and 30 days of observational data were collected on over 140 children. As such, this 
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study contributes to the “knowledge accumulation” (Flyvbjerg, 2006, p. 227) of educators’ 

practices and children’s participation in physically active play in early childhood settings. 

A second limitation is that the “snapshot” method of capturing and calculating the percentage 

of children engaged in active play cannot be directly compared with prior research reporting 

physical activity as a percentage of time children spent in moderate-to-vigorous activity (Berg, 

2015; Brown, Pfeiffer, et al., 2009; Dyment & Coleman, 2012; Reilly, 2010; Soini et al., 2014). 

Related to this limitation, the “snapshot” method of observation recorded the number of 

children who were engaged in each active play area; it did not focus on individual children. 

Therefore, it was not possible to distinguish which children were active across each observation 

period. Previous research in early childhood services have recorded physical activity for focal 

children (Berg, 2015; Brown, Pfeiffer, et al., 2009; Dyment & Coleman, 2012; Reilly, 2010; 

Soini et al., 2014), again making it difficult to compare the findings with these studies.   

Thirdly, as is inherent in qualitative studies, there is no bias-free research design and removing 

“the self” from data collection, analysis, and interpretation is difficult (Janesick, 2000). To 

address subjectivity, interview data and interpretations should be cross-checked with the 

participants, to ensure the interpreted narrative reflects their personal experiences, 

understandings, beliefs, and attitudes (Janesick, 2000; Richards, 2009). Due to the timeframe 

between data collection and subsequent analysis of the findings, this process was not able to 

be applied in the present study. However, to preserve the integrity of the results, the interview 

data was analysed using the theoretical framework of Bourdieu (1980, 1990) to present the 

most authentic narrative possible.  

 

Implications for Policy and Practice 

As more children spend time in education and care services in the years before starting school, 

early childhood settings have become an important sector within a broader framework for 

supporting active lifestyles and developing long-term health behaviours (World Health 

Organization, 2017). By incorporating physical activity and movement opportunities into the 

daily routine and curriculum, early childhood educators can assist children to meet the physical 

activity recommendations of the Australian 24-Hour Movement Guidelines for the Early Years 

(birth-5 years) (Department of Health, 2019a).  
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As curriculum and educator practice are at the forefront of the research reported in this thesis, 

the findings suggest a number of implications for practice that will support educators in early 

childhood services to encourage children’s physical activity and promote the development of 

FMS. As previously suggested, the Early Years Learning Framework (EYLF) (DEEWR, 2009) 

is integral to the field (Bourdieu, 1980, 1990) of early childhood education, as it is the guiding 

document for Australian early childhood curriculum, pedagogy, and practice. For this reason, 

the implications of this study draw on the principles and practices of the EYLF to 

reconceptualise the provision of the movement curriculum. It is therefore expected the 

implications and recommendations arising from this study will assist early childhood educators 

to undertake an “ongoing cycle of review through which current practices are examined, 

outcomes reviewed and new ideas generated” (DEEWR, 2009, p. 13) as part of a professional 

inquiry into practices for the movement curriculum.  

Ongoing Learning and Reflective Practice 

The EYLF principle of ongoing learning refers to educators enhancing their professional 

knowledge (DEEWR, 2009). This can be achieved through participating in professional 

development opportunities which can build an educators personal capital (Bourdieu, 1980, 

1990) to effectively plan and implement the movement curriculum. This study has shown that 

additional training for promoting physical activity and developing FMS in children can be of 

benefit to educators, particularly if they do not have personal experience (i.e., the habitus) to 

inform their practice of the movement curriculum. Importantly, the findings highlight the 

benefit of undertaking professional development as a shared experience to instil the value of 

physical activity in early childhood services, and build self-efficacy of early childhood 

educators to teach FMS. In this way, a collaborative approach to promoting physical activity 

and FMS can be developed, and the training outcomes would more likely be put into practice. 

Pre-service teacher education courses should also include this content into the course structure 

to ensure graduates have the knowledge and confidence to plan and implement an effective 

movement curriculum. Currently, a theoretical and practical gap in this area of the early 

childhood curriculum has been identified in university teacher education courses (Bruijns et 

al., 2019; Dinham & Williams, 2019; Howells & Meehan, 2019).   

Reflective practice is a key feature of ongoing learning. As described in the EYLF, educators 

and centre Directors should examine centre philosophy and practices from different 



Page | 324  

 

perspectives (DEEWR, 2009). Drawing on Bourdieu (1980, 1990), the findings of this research 

clearly show that the habitus of the Director should form part of this reflection. That is, 

Directors need to be aware of how their own personal experiences, beliefs and values regarding 

physical activity impact the field of their early childhood setting in relation to centre 

philosophy, and in turn, children’s development, particularly in regard to curriculum decisions 

for promoting FMS. Similarly, educators need to consider their habitus, and reflect on how this 

informs their practice during outdoor play. The use of an observational protocol such as the 

one used in this research for examining educator practice, could be implemented to illustrate 

how individual educators are interacting with children during outdoor play, and may reveal 

unintentional habits such as adopting a supervisory approach rather than encouraging physical 

activity. Engaging in self-reflection supports Directors and educators to think about current 

curriculum provisions and make adjustments to their practice that best facilitate children’s 

participation in physical activity and development of FMS.   

Holistic Approaches 

In the EYLF, taking a holistic approach to teaching and learning entails viewing all domains 

of children’s development to be integrated and interconnected (DEEWR, 2009). This study has 

shown that educators recognise the holistic benefits of physical activity, but generally did not 

explicitly include these benefits in the planning and programming of the movement curriculum. 

In order to maximise opportunities for children to participate in physical activity, educators 

could include a range of EYLF learning outcomes when planning and programming for active 

play experiences, rather than only focussing on learning outcomes related to health and 

physical wellbeing. For example, planning active games for learning “life lessons”, a term used 

by educators in the study, can be an effective way of assisting children to cope with frustration 

(LO3: Children have a strong sense of wellbeing), and develop perseverance (LO4: Children 

are confident and involved learners). By planning and documenting the range of learning 

outcomes that can be achieved through active experiences, the holistic benefits of physical 

activity will become more visible in the curriculum, and physical activity will be valued as an 

important part of the curriculum for learning. In turn, planning holistically for physical activity 

will assist in disrupting the prevailing social construct that the real work of teaching occurs 

indoors (Elliott & Young, 2005; Muela et al., 2019). Viewing physical activity in this way may 

encourage educators to question what experiences are provided and why, and thus within the 



Page | 325  

 

Field of Promoted Action (Kyttä, 2002, 2004), educators may consider planning active 

experiences as a medium for promoting a range of developmental outcomes.  

Learning through Play 

The EYLF principle of learning through play conveys the long established belief that play is 

the medium through which positive dispositions towards learning can be promoted (DEEWR, 

2009), including a positive disposition towards physical activity and leading a healthy, active 

life. By reflecting on this principle, educators can encourage physical activity and develop FMS 

in children within a framework of early childhood pedagogy, which includes opportunities for 

planned active games, and participation in spontaneous experiences during outdoor play. A 

concern raised by the findings of this research is that play-based pedagogy adheres to the 

premise that children choose their play activities, and may prefer to not engage in physical 

activity during the outdoor play period. This study has shown that while a range of active 

provisions were made available during outdoor play, only 16.5% (Apple Tree), 29.9% (Corella) 

and 32.5% (Waratah) of children were found to be physically active at any one time. These 

findings suggest that while children may seem to be busy and engaged during outdoor play, 

educators cannot assume that children are actually engaged in physically active play.   

Within the theoretical scaffold of the Field of Free Action (Kyttä, 2002, 2004), it is understood 

that children may or may not utilise the affordances provided. In this regard, the findings also 

showed that children’s active play choices changed day-by-day, and their use of some resources 

provided for active play ranged from used very little to not at all. It would therefore be useful 

for educators to conduct an outdoor play audit to observe (i) children’s outdoor play choices 

and determine which children do not naturally engage in active play, so targeted support and 

encouragement can be provided, and (ii) which resources/experiences encourage the group of 

children at the service to engage in active play.  

In the EYLF, a feature of the principle of learning through play is that educators should take 

on a variety of roles to support children’s play (DEEWR, 2009). In terms of engaging children 

in active play, this study has shown that a key role is for educators to be playing alongside the 

children rather than taking on a more traditional, supervisory role during outdoor play 

(Connelly et al., 2018). Director expectations of, and modelling by being a participant in 

children’s active play were shown to encourage educator engagement in children’s active play 
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outdoors. Having a policy that outlines expectations of educator involvement in active play 

experiences, such as that found at Corella, would provide educators with clear guidelines of 

their role during outdoor play. A written policy also removes possible discrepancies between 

Directors’ and educators’ expectations (Coleman & Dyment, 2013) and can reduce 

uncertainties educators may feel about their place in children’s play (Leggett & Newman, 2017; 

Wood, 2009).    

Intentional Teaching 

Intentional teaching in the EYLF involves being purposeful in decisions and actions, and being 

able to draw on a range of teaching strategies relevant to the learning context (DEEWR, 2009). 

Intentional teaching is particularly pertinent in relation to supporting children’s development 

of FMS, where skill-specific instruction and feedback is required in order for children to 

achieve mastery of these skills (Morgan, 2006). This study has shown that educators employed 

intentional teaching strategies such as modelling, demonstrating, and explaining the correct 

technique for children to competently perform the skill during outdoor play. As per Kyttä’s 

Field of Promoted Action (2002, 2004), educators who intentionally taught also encouraged 

children to use active play resources, particularly for manipulative skills. The findings of this 

study also suggest that early childhood services with large numbers of children should consider 

staggering the timing of outdoor play so smaller numbers of children are using the outdoor play 

area at one time. This change to the daily routine would assist educators in being able to interact 

with children more frequently in outdoor play and employ intentional teaching strategies to 

encourage physical activity and improving FMS.   

The EYLF also suggests educators should plan opportunities for intentional teaching and 

knowledge-building to occur (DEEWR, 2009). In relation to FMS, this study has shown that 

educators used adult-led experiences and transition times as an additional opportunity to 

engage in the intentional teaching of these skills. Implementing group experiences that are 

focussed on skill development would provide all children with the necessary instruction to 

develop FMS, not just those children who choose to participate in physical activity during 

outdoor play. In addition, this study found that while some intentional teaching of FMS 

occurred as teacher-led experiences, the teaching of manipulative skills was lacking, thus 

revealing a gap in curriculum instruction that needs attention in the early childhood field. This 

finding prompts the need for educators to review which FMS are being catered for in their 
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program and which skills may be unintentionally neglected. This review could be achieved 

through the application of Affordance Theory, using a similar protocol to the Taxonomy of 

Potential Affordances developed for this study. 

Learning Environments 

In the EYLF, the outdoor learning environment is identified as an important component of 

Australian early childhood services due to the range of possibilities available outdoors that are 

not possible indoors (DEEWR, 2009). This study has highlighted distinctions within the field 

(Bourdieu, 1980, 1990) of each case study site, showing that the perceived purpose of outdoor 

play differed greatly between the three early childhood services, and illustrating a tension 

between nature pedagogy and motor skill development. At Waratah, the intention of outdoor 

play is principally for motor skill development, while the philosophy at Apple Tree is for 

children to re-connect with nature. Grounded in Forest School ideologies, the purpose of 

outdoor play at Apple Tree is in line with the growing trend of providing natural outdoor play 

environments in early childhood services (Elliott, 2014). In Australia, there has been an 

increased focus on incorporating more nature-like elements (such as dry creek beds, trickle 

streams, sand, rocks, mud) and landscaping (planting trees, vegetable patches and sensory 

gardens) within the outdoor play space (DEEWR, 2009; Elliott, 2008). Indeed, the EYLF states 

outdoor learning environments should “foster an appreciation of the natural environment, 

develop environmental awareness and provide a platform for ongoing environmental 

education” (DEEWR, 2009, p. 16). The EYLF does not specifically mention physical activity 

as part of the outdoor learning environment, thus omitting a legitimate part of outdoor play. 

Corella Preschool’s approach can be viewed as an exemplar to other early childhood services, 

as it shows that nature pedagogy and developing movement skills do not have to compete in 

the outdoor environment and can co-exist as objectives of outdoor play when a centre 

philosophy values both.       

Continuity of Learning and Transitions 

Transition to school is acknowledged in the EYLF as an important time in a child’s life, when 

early childhood educators can assist children “to understand the traditions, routines, and 

practices of the settings to which they are moving” (DEEWR, 2009, p. 16). Educators within 

this study acknowledged that a goal of their movement curriculum was to assist children with 

the social process of transitioning to school. Developing FMS and knowing a repertoire of 
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active games is seen to prepare children in feeling comfortable and confident to initiate play 

and participate in school yard games. Considering competence in FMS as an important aspect 

of school-readiness provides an additional rationale for early childhood educators to 

incorporate FMS experiences in their curriculum.  

Assessment for Learning 

In the EYLF assessment for learning incorporates the gathering and examining of evidence to 

gain an understanding of the developmental progress of children as a way to effectively plan 

for children’s current needs and future progress (DEEWR, 2009). The combination of the 

EYLF recommendation for a collection of “rich and meaningful information that depicts 

children’s learning in context” (DEEWR, 2009, p. 17), along with the shift away from a focus 

on areas of child development (MacNaughton, 2005; Skouteris et al., 2010), could result in 

FMS not being assessed appropriately. In the present study, only one of the case study sites 

used checklists to extensively record the physical capabilities of each child and then used this 

information to plan and program appropriate movement experiences for outdoor and transition 

activities. Checklists are an assessment strategy that may be useful for documenting and 

analysing children’s competence in FMS and other physical skills. While a range of 

documentary evidence of children’s learning should be gathered, the findings highlight the 

importance of considering which assessment strategy is most effective for the intended 

purpose, and encourages educators’ to recognise the benefits of checklists for noticing specific 

components of children’s physical development. The information recorded in a checklist can 

identify the skills that may need to be further supported.  

Summary of Implications for Policy and Practice  

This chapter has presented a cross-case synthesis of the results of three very different case 

study sites and exposed a number of implications for policy and practice for the provision of 

the movement curriculum in early childhood settings. By taking heed of these implications, 

educators can create service-level changes, thus “ending habitual use of long-held instructional 

practices, questioning the meaning and value of existing practices, and adopting new practices” 

(Saunders, Schenkelberg, et al., 2019, p. 1187). The implications identified from the findings 

of this study are summarised below, categorised into implications for policy, curriculum, 

professional learning, educator practice, and outdoor environments. 



Page | 329  

 

Implications for Policy: 

 Develop a centre policy with clear guidelines and expectations for the role of educators 

during outdoor play 

Implications for Curriculum: 

 Provide opportunities for children to be physically active and develop FMS within 

unstructured and adult-led experiences across the day, including in outdoor play, 

planned and spontaneous group experiences, and transition activities.   

 Engage in self-reflection to identify how Directors’ and educators’ personal 

experiences, beliefs and values may unintentionally have a negative impact on 

curriculum decisions for promoting physical activity and FMS within the centre. 

 Value the holistic benefits of physical activity by planning active experiences as a 

medium for promoting a range of developmental outcomes, including preparing 

children for transition to school.  

 Conduct an outdoor play audit to review which curriculum provisions are well utilised 

for active play and which may need reassessment in how they are offered to children. 

 Apply the Taxonomy of Potential Affordances to ensure a balanced curriculum is 

provided to promote general gross motor activity and development of all FMS. 

 Use a range of documentary evidence, including checklists for documenting and 

analysing children’s competence in FMS and other physical skills to inform curriculum 

planning.  

Implications for Professional Learning: 

 Undertake professional development opportunities as a shared experience to encourage 

a collaborative, uniform approach to promoting physical activity and FMS within a 

service. 

 Design pre-service teacher education courses to equip graduates with the knowledge 

and confidence to effectively promote physical activity and FMS. 

Implications for Educator Practice: 

 Utilise an observational protocol to examine educator interactions during outdoor play 

to inform staff appraisals and improve practice.  



Page | 330  

 

 Ensure educators are knowledgeable in how to engage intentional teaching strategies 

during outdoor play to promote physical activity and improve children’s FMS 

 Encourage educators to participate alongside children in active games and experiences 

as much as possible during outdoor play.      

Implications for the Outdoor Environment: 

 Conduct an outdoor play audit to determine which children are not engaging in active 

experiences in order to provide targeted support and encouragement. 

 Modify daily routines so smaller groups of children can utilise the outdoor space at 

some point during the day.  

 Utilise the opportunities provided by physical features of the outdoor environment for 

supporting nature pedagogy, promoting physical activity, and developing FMS.  

 

Concluding Comments 

 

This thesis has presented a multiple case study analysis of current provisions and practices for 

incorporating movement opportunities into the early childhood curriculum. With a grounding 

in the theoretical frameworks of Affordance Theory and the work of Kyttä (2002, 2004) 

combined with Bourdieu’s (1980, 1990) theory of practice, this thesis specifically examined: 

the opportunities made available for children to engage in physically active play and develop 

Fundamental Movement Skills; children’s participation within these experiences; the role of 

the educator during outdoor play; and the factors influencing the planning and provision of 

such experiences. By conducting a multiple case study examination, this research has increased 

knowledge regarding the complexities of how educators incorporate movement opportunities 

into the early childhood curriculum. 

The findings highlight the significant influence of personal and contextual factors in the 

provision of the movement curriculum, particularly the role of the Director in establishing the 

organisational culture, ethos and environment for promoting physical activity and Fundamental 

Movement Skills. Through reconceptualising the principles and practices of the EYLF for 

promoting physical activity and developing FMS, the findings also provide valuable insights 

into the need for educators to engage in reflective practice to review current policies, 
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curriculum provisions and teaching strategies, in order to improve professional practice and 

enrich the movement curriculum provided in early childhood services.  

This thesis has confirmed that for physical activity and FMS, a balanced movement curriculum 

should consist of unstructured outdoor play and teacher-led experiences, and perhaps most 

crucially, a curriculum where educators are as physically engaged in the play as the children. 

Through this balanced curriculum, all children will be able to develop the skills and 

dispositions required to lead a healthy and active life, and in doing so support their holistic 

development to “ensure that all Australian children have the best possible start in life and every 

opportunity for the future” (Department of Health and Ageing, 2009, p. i). 

 

 

 



Page | 332  

 

REFERENCES 

 

Aaltio, I., & Heilmann, P. (2009). Case study as a methodological approach. In A. J. Mills, G. 

Durepos, & E. Wiebe (Eds.), Encyclopedia of case study research. Volume 1 (pp. 66-

77). Thousand Oaks, CA: Sage Publications. 

Abercrombie, N., Hill, S., & Turner, B. S. (2006). Dictionary of sociology (5th ed.). London, 

England: Penguin Books. 

Albon, D. (2011). Reply to Van Zandvoort, Tucker, Irwin and Burke: Physical activity at 

daycare: issues, challenges and perspectives. Early Years: An International Research 

Journal, 31(2), 193-199.  

Alhassan, S., Sirard, J. R., & Robinson, T. N. (2007). The effects of increasing outdoor play 

time on physical activity in Latino preschool children. International Journal of 

Pediatric Obesity, 2, 153-158.  

Ammerman, A. S., Ward, D. S., Benjamin, S. E., Ball, S. C., Sommers, J. K., Molloy, M., & 

Dodds, J. M. (2007). An intervention to promote healthy weight: Nutrition and 

Physical Activity Self-Assessment for Child Care (NAP SACC) theory and design. 

Preventing Chronic Disease, 4(3). Retrieved from 

http://www.cdc.gov/pcd/issues/2007/jul/06_0115.htm 

Archer, C., & Siraj, I. (2015). Measuring the quality of movement-play in early childhood 

education settings: Linking movement-play and neuroscience. European Early 

Childhood Education Research Journal, 23(1), 21-42.  

Australian Children's Education and Care Quality Authority. (2011). Guide to the National 

Quality Standard. Retrieved from http://acecqa.gov.au/storage/3%20-

%20Guide%20to%20the%20National%20Quality%20Standard%20FINAL.pdf 

Australian Institute of Health and Welfare. (2018). Australia's health 2018. Canberra, 

Australia: Australian Institute of Health and Welfare. 

Australian Institute of Health and Welfare. (2019). Overweight and obesity. Retrieved from 

https://www.aihw.gov.au/reports-data/behaviours-risk-factors/overweight-

obesity/overview 

Australian Sports Commission. (2019). Physical literacy. Retrieved from 

https://www.sportaus.gov.au/physical_literacy 

Bailey, R. (2006). Physical education and sport in schools: A review of benefits and 

outcomes. Journal of School Health, 76(8), 397-401.  

http://www.cdc.gov/pcd/issues/2007/jul/06_0115.htm
http://acecqa.gov.au/storage/3%20-%20Guide%20to%20the%20National%20Quality%20Standard%20FINAL.pdf
http://acecqa.gov.au/storage/3%20-%20Guide%20to%20the%20National%20Quality%20Standard%20FINAL.pdf
https://www.aihw.gov.au/reports-data/behaviours-risk-factors/overweight-obesity/overview
https://www.aihw.gov.au/reports-data/behaviours-risk-factors/overweight-obesity/overview
https://www.sportaus.gov.au/physical_literacy


Page | 333  

 

Bala, G., Sabo, E., & Popovic, B. (2005). Relationship between motor abilities and school 

readiness in preschool children. Kinesiologia Slovenica, 11(1), 5-12.  

Ball, S. C., Benjamin, S. E., Hales, D. P., Marks, J., McWilliams, C. P., & Ward, D. S. 

(2005). The Environment and Policy Assessment and Observation (EPAO) child care 

nutrition and physical activity instrument. Chapel Hill, NC: University of North 

Carolina at Chapel Hill Center for Health Promotion and Disease Prevention. 

Ball, S. J. (2003). Class strategies and the education market: The middle classes and social 

advantage. London, England: Routledge. 

Barnes, B. (2001). Practice as collective action. In T. R. Schatzki, K. Knorr Cetina, & E. Von 

Savigney (Eds.), The practice turn in contemporary theory. (pp. 25-36). London, 

England: Routledge. 

Barnett, L. M., Stodden, D., Cohen, K. E., Smith, J. J., Lubans, D. R., Lenoir, M., . . . 

Morgan, P. J. (2016). Fundamental movement skills: An important focus. Journal of 

Teaching in Physical Education, 35(3), 219-225.  

Barnett, L. M., Telford, R. M., Strugnell, C., Rudd, J., Olive, L. S., & Telford, R. D. (2019). 

Impact of cultural background on fundamental movement skill and its correlates. 

Journal of Sports Sciences, 37(5), 492-499.  

Barnett, L. M., van Beurden, E., Morgan, P. J., Brooks, L. O., & Beard, J. R. (2009). 

Childhood motor skill proficiency as a predictor of adolescent physical activity. 

Journal of Adolescent Health, 44(3), 252-259.  

Becker, D. R., McClelland, M. M., Loprinzi, P., & Trost, S. G. (2014). Physical activity, self-

regulation, and early academic achievement in preschool children. Early Education 

and Development, 25(1), 56-70.  

Bell, J. (2006). Doing your research project. A guide for first-time researchers in education, 

health and social science. (4th ed.). Berkshire, England: Open University Press. 

Benjamin, S. E., Neelon, B., Ball, S. C., Bangdiwala, S. I., Ammerman, A. S., & Ward, D. S. 

(2007). Reliability and validity of a nutrition and physical activity environmental self-

assessment for child care. International Journal of Behavioral Nutrition and Physical 

Activity, 4, 29-10.  

Berg, B. L. (2009). Qualitative research methods for the social sciences (7th ed.). Boston, 

MA: Allyn & Bacon. 

Berg, S. (2015). Children’s activity levels in different playground environments: An 

observational study in four Canadian preschools. Early Childhood Education Journal, 

43(4), 281-287.  



Page | 334  

 

Bishop, P. (2009). Multi-site case study. In G. Durepos, A. J. Mills, & E. Wiebe (Eds.), 

Encyclopedia of case study research. Volume 1 (pp. 587-590). Thousand Oaks, CA: 

Sage Publications. 

Black, N., Hughes, R., & Jones, A. M. (2018). The health care costs of childhood obesity in 

Australia: An instrumental variables approach. Economics and Human Biology, 31, 1-

13. Retrieved from https://www.ncbi.nlm.nih.gov/pubmed/30064082 

Booth, M. (2001). Preventing overweight and obese children and adolescents. The Australian 

Health Consumer, 2, 18-19.  

Bornstein, D. B., Beets, M. W., Byun, W., & McIver, K. (2011). Accelerometer-derived 

physical activity levels of preschoolers: A meta-analysis. Journal of Science and 

Medicine in Sport, 14(6), 504-511.  

Bourdieu, P. (1975). The specificity of the scientific field and the social conditions of the 

progress of reason. Sociology of Science, 14(6), 19-47.  

Bourdieu, P. (1980). The logic of practice. Stanford, CA: Stanford University Press. 

Bourdieu, P. (1984). Distinction: A social critique of the judgement of taste. Cambridge, MA: 

Harvard University Press. 

Bourdieu, P. (1986). The forms of capital. In J. Richardson (Ed.), Handbook of theory and 

research for the sociology of education. New York, NY: Greenwood Press. 

Bourdieu, P. (1990). In other words: Essays towards a reflexive sociology. Stanford, CA: 

Stanford University Press. 

Bourdieu, P. (2007). Sketch for a self-analysis. Cambridge, England: Polity Press. 

Bower, J. K., Hales, D. P., Tate, D. F., Rubin, D. A., Benjamin, S. E., & Ward, D. S. (2008). 

The childcare environment and children's physical activity. American Journal of 

Preventive Medicine, 34(1), 23-29.  

Brady, L., Gibb, J., Henshall, A., & Lewis, J. (2008). Play and exercise in early years: 

Physically active play in early childhood provision. Retrieved from 

https://dera.ioe.ac.uk/10527/1/Playresearch2008.pdf  

Bredo, E. (2012). Philosophies of educational research. In J. L. Green, G. Camilli, & P. B. 

Elmore (Eds.), Handbook of complementary methods in education research (3rd ed., 

pp. 3-31). Florence, Italy: Taylor and Francis. 

Breslin, C. M., Morton, J. R., & Rudisill, M. E. (2008). Implementing a physical activity 

curriculum into the school day: Helping early childhood teachers meet the challenge. 

Early Childhood Education Journal, 35, 429-437.  

https://www.ncbi.nlm.nih.gov/pubmed/30064082
https://dera.ioe.ac.uk/10527/1/Playresearch2008.pdf


Page | 335  

 

Brock, A. (2009). Curriculum and pedagogy of play: A multitude of perspectives. In A. 

Brock, S. Dodds, P. Jarvis, & Y. Olusoga (Eds.), Perspectives on play. Learning for 

life. (pp. 67-93). Essex, England: Pearson Education. 

Brown, A., & Inglis, S. (2013). So what happens after the event? Exploring the realisation of 

professional development with early childhood educators. Australasian Journal of 

Early Childhood, 38(1), 11-15.  

Brown, W. H., Almeida, M., Pfeiffer, K. A., & McIver, K. L. (2003). Observational System 

for Recording Physical Activity in Children- Preschool (OSRAC-P) Training manual 

for observers. Retrieved from http://www.sph.sc.edu/usc_cparg/pdf/osrac_manual.pdf  

Brown, W. H., Googe, H. S., McIver, K. L., & Rathel, J. M. (2009). Effects of teacher-

encouraged physical activity on preschool playgrounds. Journal of Early Intervention, 

31(2), 126-145.  

Brown, W. H., Pfeiffer, K. A., McIver, K. L., Dowda, M., Addy, C. L., & Pate, R. R. (2009). 

Social and environmental factors associated with preschoolers' nonsedentary physical 

activity. Child Development, 80(1), 45-58.  

Bruijns, B. A., Adamo, K. B., Burke, S. M., Carson, V., Irwin, J. D., Naylor, P.-J., . . . 

Tucker, P. (2019). Exploring the physical activity and screen-viewing-related 

knowledge, training, and self-efficacy of early childhood education candidates. BMC 

Pediatrics, 19(5). Retrieved from 

https://bmcpediatr.biomedcentral.com/track/pdf/10.1186/s12887-018-1358-6 

Brussoni, M., Gibbons, R., Gray, C., Ishikawa, T., Sandseter, E. B. H., Bienenstock, A., . . . 

Tremblay, M. S. (2015). What is the relationship between risky outdoor play and 

health in children? A systematic review. International Journal of Environmental 

Research and Public Health, 12(6), 6423-6454.  

Bryman, A. (2008). Social research methods (3rd ed.). Oxford, England: Oxford University 

Press. 

Bundy, A. C., Luckett, T., Tranter, P. J., Naughton, G. A., Wyver, S. R., Ragena, J., & 

Spiesa, G. (2009). The risk is that there is ‘no risk’: A simple, innovative intervention 

to increase children’s activity levels. International Journal of Early Years Education, 

17(1), 33-45.  

Burdette, H. L., & Whitaker, R. C. (2005). Resurrecting free play in young children: Looking 

beyond fitness and fatness to attention, affiliation, and affect. Archives of Pediatrics 

and Adolescent Medicine, 159(1), 46-50.  

Burgess, J., Robertson, G., & Patterson, C. (2010). Curriculum implementation: Decisions of 

early childhood teachers. Australasian Journal of Early Childhood, 35(3), 51-59.  

Bürgi, F., Meyer, U., Granacher, U., Schindler, C., Marques-Vidal, P., Kriemler, S., & Puder, 

J. J. (2011). Relationship of physical activity with motor skills, aerobic fitness and 

http://www.sph.sc.edu/usc_cparg/pdf/osrac_manual.pdf
https://bmcpediatr.biomedcentral.com/track/pdf/10.1186/s12887-018-1358-6


Page | 336  

 

body fat in preschool children: A cross-sectional and longitudinal study (Ballabeina). 

International Journal of Obesity, 35, 937-944.  

Burns, R. (2000). Introduction to research methods (4th ed.). Frenchs Forest, Australia: 

Longman. 

Callcott, D., Miller, J., & Wilson-Gahan, S. (2012). Health and physical education: 

Preparing educators for the future. Cambridge, England: Cambridge University 

Press. 

Cameron, C. E., Cottone, E. A., Murrah, W. M., & Grissmer, D. W. (2016). How are motor 

skills linked to children's school performance and academic achievement? Child 

Development Perspectives, 10(2), 93-98.  

Campbell, C., & Speldewinde, C. (2019). Bush kinder in Australia: A new learning ‘place’ 

and its effect on local policy. Policy Futures in Education, 17(4), 541-559.  

Campbell, K., & Hesketh, K. (2007). Strategies which aim to positively impact on weight, 

physical activity, diet and sedentary behaviours in children from zero to five years. A 

systematic review of the literature. Obesity Reviews, 8(4), 327-338.  

Campos, P., Saguy, A., Ernsberger, P., Oliver, E., & Gaesser, G. (2006). The epidemiology 

of overweight and obesity: Public health crisis or moral panic? International Journal 

of Epidemiology, 35(1), 55-60.  

Cardon, G., Labarque, V., Smits, D., & Bourdeaudhuij, I. D. (2009). Promoting physical 

activity at the pre-school playground: The effects of providing markings and play 

equipment. Preventive Medicine, 48(4), 335-340.  

Cashmore, A. W., & Jones, S. C. (2008). Growing up active: A study into physical activity in 

long day care centres. Journal of Research in Childhood Education, 23(2), 179-191.  

Clark, C., & Uzzell, D. L. (2002). The affordances of the home, neighbourhood, school and 

town centre for adolescents. Journal of Environmental Psychology, 22(1), 95-108.  

Cliff, D. P., Okely, A. D., Smith, L., & Mckeen, K. (2009). Relationships between 

fundamental movement skills and objectively measured physical activity in pre-

school children. Pediatric Exercise Science, 21(4), 436-439.  

Cohen, L., & Manion, L. (1994). Research methods in education (4th ed.). London, England: 

Routledge. 

Cohen, L., Manion, L., & Morrison, K. (2011). Research methods in education (7th ed.). 

New York, NY: Routledge. 

Cole, T. J., Bellizzi, M. C., Flegal, K. M., & Dietz, W. H. (2000). Establishing a standard 

definition for child overweight and obesity worldwide: International survey. BMJ, 

320, 1240-1246.  



Page | 337  

 

Coleman, B., & Dyment, J. E. (2013). Factors that limit and enable preschool-aged children's 

physical activity on child care centre playgrounds. Journal of Early Chidhood 

Research, 11(3), 203-221.  

Connelly, J.-A., Champagne, M., & Manningham, S. (2018). Early childhood educators' 

perception of their role in children's physical activity: Do we need to clarify 

expectations? Journal of Research in Childhood Education, 32(3), 283-294.  

Cools, W., Martelaer, D., Samaey, C., & Andries, C. (2009). Movement skill assessment of 

typically developing preschool children: A review of seven movement skill 

assessment tools. Journal of Sports Science and Medicine, 8, 154-168.  

Copeland, K. A., Kendeigh, C. A., Saelens, B. E., Kalkwarf, H. J., & Sherman, S. N. (2012). 

Physical activity in child-care centers: do teachers hold the key to the playground? 

Health Education Research, 27(1), 81-100.  

Copeland, K. A., Sherman, S. N., Kendeigh, C. A., Kalkwarf, H. J., & Saelens, B. E. (2012). 

Societal values and policies may curtail preschool children’s physical activity in child 

care centers. Pediatrics, 129(2), 265-274.  

Costa, H. J., Abelairas-Gomez, C., Arufe-Giraldez, V., & Barcala-Furelos, R. (2015). The 

influence of a structured physical education plan on preschool children’s psychomotor 

development profiles. Australasian Journal of Early Childhood, 40(2), 68-77.  

Creaser, B. (1989). An examination of the four-year-old master dramatist. International 

Journal of Early Childhood, 21, 55-68.  

Davies, M. (1997). The teacher's role in outdoor play: preschool teachers' beliefs and 

practices. Australian Research in Early Childhood Education, 1, 10-20.  

De Marco, A. C., Zeisel, S., & Odom, S. L. (2015). An evaluation of a program to increase 

physical activity for young children in child care. Early Education and Development, 

26(1), 1-21.  

de Vaus, D. (2001). Research design in social research. London, England: Sage Publications. 

Deli, E., Bakle, I., & Zachopoulou, E. (2006). Implementing intervention movement 

programs for kindergarten children. Journal of Early Childhood Research, 4(1), 5-18.  

Department of Education Employment and Workplace Relations. (2009). Belonging, being 

and becoming: The Early Years Learning Framework for Australia. Canberra, 

Australia: Commonwealth of Australia. 

Department of Education Employment and Workplace Relations. (2011a). Early Years 

Learning Framework. Retrieved from 

http://www.deewr.gov.au/EarlyChildhood/Policy_Agenda/Quality/Pages/EarlyYearsL

earningFramework.aspx 

http://www.deewr.gov.au/EarlyChildhood/Policy_Agenda/Quality/Pages/EarlyYearsLearningFramework.aspx
http://www.deewr.gov.au/EarlyChildhood/Policy_Agenda/Quality/Pages/EarlyYearsLearningFramework.aspx


Page | 338  

 

Department of Education Employment and Workplace Relations. (2011b). National Quality 

Framework for early childhood education and care. Retrieved from 

http://www.deewr.gov.au/EarlyChildhood/Policy_Agenda/Quality/Pages/home.aspx 

Department of Health. (2019a). Australia's physical activity and sedentary behaviour 

guidelines and the Australian 24-Hour movement guidelines. Retrieved from 

https://www1.health.gov.au/internet/main/publishing.nsf/Content/ti-0-5years 

Department of Health. (2019b). National Action Plan for the Health of Children and Young 

People 2020–2030. Canberra, Australia: Commonwealth of Australia. 

Department of Health and Ageing. (2009). Get Up & Grow. Healthy eating and physical 

activity for early childhood - Director/Coordinator book Canberra: Commonwealth of 

Australia. 

Department of Health and Ageing. (2010). National Physical Activity Guidelines for 

Australians. Retrieved from 

http://www.health.gov.au/internet/main/publishing.nsf/content/health-pubhlth-strateg-

phys-act-guidelines#rec_0_5 

Derri, V., Tsapakidou, A., Zachopoulou, E., & Kioumourtzoglou, E. (2001). Effect of a 

music and movement programme on development of locomotor skills by children 4 to 

6 years of age. European Journal of Physical Education, 6(1), 16-25.  

Derscheid, L. E., Umoren, J., Kim, S., Henry, B. W., & Zittel, L. L. (2010). Early childhood 

teachers' and staff members' perceptions of nutrition and physical activity practices 

for preschoolers. Journal of Research in Childhood Education, 24(3), 248-265.  

Dinham, J., & Williams, P. (2019). Developing children's physical literacy: how well 

prepared are prospective teachers? Australian Journal of Teacher Education, 44(6), 

53-68.  

Doherty, J., Brock, A., Brock, J., & Jarvis, P. (2009). Born to play: Babies and toddlers 

playing. In A. Brock, S. Dodds, P. Jarvis, & Y. Olusoga (Eds.), Perspectives on play. 

Learning for life. (pp. 94-119). Essex, England: Pearson Education. 

Dolby, R. (2007). The Circle of Security: Roadmap to building supportive relationships. 

Canberra, Australia: Early Childhood Australia. 

Dowda, M., Brown, W., McIver, K., Pfeiffer, K., O'Neill, J., Addy, C., & Pate, R. (2009). 

Policies and characteristics of the preschool environment and physical activity of 

young children. Pediatrics, 123(2), 261-266.  

Driediger, M., Truelove, S., Johnson, A. M., Vanderloo, L. M., Timmons, B. W., Burke, S. 

M., . . . Tucker, P. (2019). The impact of shorter, more frequent outdoor play periods 

on preschoolers' physical activity during childcare: a cluster randomized controlled 

trial. International Journal of Environmental Research and Public Health, 16(21), 

4126-4140.  

http://www.deewr.gov.au/EarlyChildhood/Policy_Agenda/Quality/Pages/home.aspx
https://www1.health.gov.au/internet/main/publishing.nsf/Content/ti-0-5years
http://www.health.gov.au/internet/main/publishing.nsf/content/health-pubhlth-strateg-phys-act-guidelines#rec_0_5
http://www.health.gov.au/internet/main/publishing.nsf/content/health-pubhlth-strateg-phys-act-guidelines#rec_0_5


Page | 339  

 

Durant, S., & Raban, B. (2011). Play in the early years: Outdoor play. Albert Park, Australia: 

Teaching Solutions. 

Dwyer, G., Higgs, J., Hardy, L., & Baur, L. (2008). What do parents and preschool staff tell 

us about young children's physical activity: A qualitative study. International Journal 

of Behavioral Nutrition and Physical Activity, 5(1), 66.  

Dyment, J. (2011). Grounds for action: Preschoolers' physical activity on child care centre 

playgrounds. Reflections, 42, 10-13.  

Dyment, J., & Coleman, B. (2012). The intersection of physical activity opportunities and the 

role of early childhood educators during outdoor play: Perceptions and reality. 

Australasian Journal of Early Childhood, 37(1), 90-131.  

Dyment, J., & Coleman, B. (2013). Factors that limit and enable preschool-aged children’s 

physical activity on child care centre playgrounds. Journal of Early Childhood 

Research, 11(3), 203-221.  

Einarsdottir, J. (2014). Children's perspectives on the role of preschool teachers. European 

Early Childhood Education Research Journal, 22(5), 679-697.  

Eldar, E., & Ayvazo, S. (2009). Educating through the physical: Rationale. Education and 

Treatment of Children, 32(3), 471-486.  

Eliakim, A., Nemet, D., Balakirski, Y., & Epstein, Y. (2007). The effects of nutritional-

physical activity school-based intervention on fatness and fitness in preschool. 

Journal of Pediatric Endocrinology and Metabolism, 20(6), 711-718.  

Elliott, S. (2008). Risk and challenge: Essential elements in outdoor playspaces. Every Child, 

14(2), 12-13.  

Elliott, S. (2014). From forest preschool to bush kinder: An inspirational approach to 

preschool provision in Australia Australasian Journal of Early Childhood, 39(4), 45-

53.  

Elliott, S., & Chancellor, B. (2017). Beyond the fence: Exploring forest preschool/school 

approaches in Australia. In H. Little, S. Elliott, & S. Wyver (Eds.), Outdoor learning 

environments: Spaces for exploration, discovery and risk-taking in the early years 

(pp. 243-261). Sydeny, Australia: Allen and Unwin. 

Elliott, S., & Young, T. (2005). Environmental education: connecting with nature. In E. Dau 

(Ed.), Taking early childhood education outdoors. Melbourne, Australia: Tertiary 

Press. 

Emilsen, K., & Koch, B. (2010). Men and women in outdoor play: Changing the concepts of 

caring findings from Norwegian and Austrian research projects. European Early 

Childhood Education Research Journal, 18(4), 543-553.  



Page | 340  

 

Fang, Z. (1996). A review of research on teacher beliefs and practices. Educational Research, 

38(1), 47-65.  

Farrell, L., King, L., Hardy, L. L., & Howlett, S. (2009). Munch and move in preschools. 

Summary report on implementation and evaluation, phase 1 (2008-2009). Sydney, 

Australia: NSW Department of Health. 

Fenech, M., & Sumsion, J. (2007). Promoting high quality early childhood education and 

care services: Beyond risk management, performative constructions of regulation. 

Journal of Early Chidhood Research, 5(3), 263-283.  

Fenech, M., Sumsion, J., & Shepherd, W. (2010). Promoting early childhood teacher 

professionalism in the Australian context: The place of resistance. Contemporary 

Issues in Early Childhood, 11(1), 89-105.  

Figueroa, R., & An, R. (2017). Motor skill competence and physical activity in preschoolers: 

A review. Maternal and Child Health Journal, 21(1), 136-146.  

Finch, M., Jones, J., Yoong, S., Wiggers, J., & Wolfenden, L. (2016). Effectiveness of centre‐

based childcare interventions in increasing child physical activity: a systematic review 

and meta‐analysis for policymakers and practitioners. Obesity Reviews, 17(5), 412-

428.  

Finn, K., Johannsen, N., & Specker, B. (2002). Factors associated with physical activity in 

preschool children. The Journal of Pediatrics, 140(1), 81-85.  

Fisher, A., Reilly, J. J., Kelly, L., Montgomery, C., Williamson, A., Paton, J. Y., & Grant, S. 

(2005). Fundamental movement skills and habitual physical activity in young 

children. Medicine and Science in Sports and Exercise, 37(4), 684-688.  

Fjørtoft, I. (2001). The natural environment as a playground for children: The impact of 

outdoor play activities in pre-primary school children. Early Childhood Education 

Journal, 29(2), 111-117.  

Flyvbjerg, B. (2006). Five misunderstandings about case-study research. Qualitative Inquiry, 

12(2), 219-245.  

Forest School Association. (n.d.). What is Forest School? Retrieved from 

https://www.forestschoolassociation.org/what-is-forest-school/ 

Franklin, C., & Ballan, M. (2010). Reliability and validity in qualitative research. In B. A. 

Thyer (Ed.), The handbook of social work research methods (2nd ed., pp. 355-374). 

Thousand Oaks, CA: Sage Publications. 

Gagen, L., & Getchell, N. (2006). Using 'constraints' to design developmentally appropriate 

movement activities for early childhood education. Early Childhood Education 

Journal, 34(3), 227-232.  

https://www.forestschoolassociation.org/what-is-forest-school/


Page | 341  

 

Gallahue, D. L. (1990). Moving and learning: Linkages that last. In W. J. Stinson (Ed.), 

Moving and learning for the young child (pp. 233-240). Reston, VA: American 

Alliance for Health, Physical Education, Recreation and Dance. 

Gallahue, D. L., & Cleland Donnelly, F. (2003). Developmental physical education for all 

children (4th ed.). Champaign, IL: Human Kinetics. 

Gallahue, D. L., Ozmun, J. C., & Goodway, J. (2012). Understanding motor development: 

Infants, children, adolescents, adults. (7th ed.). Singapore: McGraw-Hill. 

Gard, M., & Wright, J. (2001). Managing uncertainty: Obesity discourses and physical 

education in a risk society. Studies in Philosophy and Education, 20(6), 535-549.  

Gasser, C., Evans-Whipp, T., & Terhaag, S. (2018). The physical health of Australian 

children. In G. Daraganova & N. Joss (Eds.), Growing up in Australia: The 

Logitudinal Study of Australian Children, annual statistical report. Melbourne, 

Australia: Australian Institute of Family Studies. 

Gergen, M. M., & Gergen, K. J. (2000). Qualitative inquiry: Tensions and transformations. In 

N. K. Denzin & Y. S. Lincoln (Eds.), Handbook of qualitative research (2nd ed., pp. 

1025-1046). Thousand Oaks, CA: Sage Publications. 

Gibson, J. J. (1979). The ecological approach to visual perception: Houghton Mifflin 

Company. 

Goodway, J. D., Robinson, L. E., & Crowe, H. (2010). Gender differences in fundamental 

motor skill development in disadvantaged preschoolers from two geographical 

regions. Research Quarterly for Exercise and Sport, 81(1), 17-24.  

Green, E. (2013). Research in the new Christian academies: Perspectives from Bourdieu. In 

M. Murphy (Ed.), Social theory and education research: Understanding Foucault, 

Habermas, Bourdieu and Derrida (pp. 138-152). New York, NY: Routledge. 

Greeno, J. G. (1994). Gibson's affordances. Psychological Review, 101(2), 336-342.  

Grieshaber, S., & McArdle, F. (2010). The trouble with play. Maidenhead, England: Open 

University Press. 

Guba, E. G., & Lincoln, Y. S. (1994). Competing paradigms in qualitative research. In N. K. 

Denzin & Y. S. Lincoln (Eds.), The handbook of qualitative research (pp. 105-117). 

Thousand Oaks, CA: Sage Publications. 

Gubbels, J. S., Kremers, S., van Kann, D., Stafleu, A., Candel, M. J., Dagnelie, P., . . . de 

Vries, N. K. (2011). Interaction between physical environment, social environment, 

and child characteristics in determining physical activity at child care. Health 

Psychology, 30(1), 84-90.  



Page | 342  

 

Gubbels, J. S., Van Kann, D. H. H., Cardon, G., & Kremers, S. P. J. (2018). Activating 

childcare environments for all children: The importance of children’s individual 

needs. International Journal of Environmental Research and Public Health, 15(7), 

1400-1411.  

Hands, B., & Larkin, D. (1997). Gender bias in measurement of movement. The ACHPER 

Healthy Lifestyles Journal, 44(1), 12-16.  

Hands, B., & Martin, M. (2003). Fundamental movement skills: Children's perspectives. 

Australian Journal of Early Childhood, 28(4), 47-52.  

Hannon, J. C., & Brown, B. B. (2008). Increasing preschoolers' physical activity intensities: 

An activity-friendly preschool playground intervention. Preventive Medicine, 46(6), 

532-536.  

Hardy, L. L., King, L., Farrell, L., Macniven, R., & Howlett, S. (2010). Fundamental 

movement skills among Australian preschool children. Journal of Science and 

Medicine in Sport, 13(5), 503-508.  

Heft, H. (1988). Affordances of children's environments: A functional approach to 

environmental description. Children's Environments Quarterly, 5(3), 29-37.  

Herskind, M. (2010). Tensions and dilemmas in body-pedagogy in kindergarten: Employees' 

effort to transform a vocational education programme about body and movement into 

practice. Sport, Education and Society, 15(2), 187-202.  

Hesketh, K. R., Lakshman, R., & Sluijs, E. M. F. (2017). Barriers and facilitators to young 

children's physical activity and sedentary behaviour: A systematic review and 

synthesis of qualitative literature. Obesity Reviews, 18(9), 987-1017.  

Hinkley, T., Salmon, J., Okely, A. D., Crawford, D., & Hesketh, K. (2012). Preschoolers' 

physical activity, screen time, and compliance with recommendations. Medicine and 

Science in Sports Exercise, 44(3), 458-465.  

Hitchcock, G., & Hughes, D. (1995). Research and the teacher. A qualitative introduction to 

school-based research (2nd ed.). London, England: Routledge. 

Hoffman, J. A., Schmidt, E. M., Castaneda-Sceppa, C., & Hillman, C. H. (2019). The 

theoretical foundation, fidelity, feasibility, and acceptability of a teacher training to 

promote physical activity among preschoolers in child care: A pilot study. Preventive 

Medicine Reports, 13, 214-217.  

Howells, K., & Meehan, C. (2019). Walking the talk? Teachers' and early years' practitioners' 

perceptions and confidence in delivering the UK Physical Activity Guidelines within 

the curriculum for young children. Early Child Development and Care, 189(1), 31-42.  



Page | 343  

 

Huberman, A. M., & Miles, M. B. (1994). Data management and analysis methods. In N. K. 

Denzin & Y. S. Lincoln (Eds.), Handbook of qualitative research (pp. 428-444). 

Thousand Oaks: CA: Sage Publications. 

Hunter, J., Graves, C., & Bodensteiner, A. (2017). Adult perspectives on structured vs. 

unstructured play in early childhood environmental education. International Journal 

of Early Childhood Environmental Education, 5(1), 89-92.  

Jackson, D. M., Reilly, J. J., Kelly, L., Montgomery, C., Grant, S., & Paton, J. Y. (2003). 

Objectively measured physical activity in a representative sample of 3-to 4-year-old 

children. Obesity Research, 11(3), 420-425.  

Janesick, V. J. (2000). The choreography of qualitative research design: minuets, 

Improvisations, and crystallization. In N. K. Denzin & Y. S. Lincoln (Eds.), 

Handbook of qualitative research (2nd ed., pp. 379-400). Thousand Oaks, CA: Sage 

Publications. 

Jenkins, R. (2002). Pierre Bourdieu. New York, NY: Taylor and Francis. 

Johnson, J., Christie, J., & Wardle, F. (2005). Play, development, and early education. 

Boston, MA: Pearson Education. 

Jones, G. (2008). Other research methods. In M. Walter (Ed.), Social research methods:an 

Australian perspective (pp. 307-341). Melbourne, Australia: Oxford University Press. 

Jones, K. S. (2003). What Is an affordance? Ecological Psychology, 15(2), 107-114.  

Kemmis, S. (2010). What is professional practice? Recognizing and respecting diversity in 

understandings of practice. In C. Kanes (Ed.), Elaborating professionalism: Studies in 

practice and theory (pp. 139-166). London, England: Springer. 

Kernan, M. (2010). Outdoor affordances in early childhood education and care settings: 

Adults' and children's perspectives. Children, Youth and Environments, 20(1), 152-

177.  

King, L., Pagnini, D., & Wilkenfeld, R. (2006). Early childhood practitioners promoting 

healthy weight. Every Child, 12(2), 26-27.  

Klingberg, B., Schranz, N., Barnett, L. M., Booth, V., & Ferrar, K. (2019). The feasibility of 

fundamental movement skill assessments for pre-school aged children. Journal of 

Sports Sciences, 37(4), 378-386.  

Kyttä, M. (2002). Affordances of children's environments in the context of cities, small 

towns, suburbs and rural villages in Finland and Belarus. Journal of Environmental 

Psychology, 22(1–2), 109-123.  



Page | 344  

 

Kyttä, M. (2004). The extent of children's independent mobility and the number of actualized 

affordances as criteria for child-friendly environments. Journal of Environmental 

Psychology, 24(2), 179-198.  

Lanigan, J. (2014). Physical activity for young children: A quantitative study of child care 

providers' knowledge, attitudes, and health promotion practices. Early Childhood 

Education Journal, 42(1), 11-18.  

Lankshear, C., & Knobel, M. (2004). A handbook for teacher research. New York, NY: 

Open University Press. 

Lash, M. (2019). Perspectives on early childhood curricula. In C. P. Brown, M. B. McMullen, 

& N. File (Eds.), The Wiley handbook of early childhood care and education (pp. 

261-277). Hoboken, NJ: Wiley-Blackwell. 

Leggett, N., & Ford, M. (2013). A fine balance: Understanding the roles educators and 

children play as intentional teachers and intentional learners within the Early Years 

Learning Framework. Australasian Journal of Early Childhood, 38(4), 42-50.  

Leggett, N., & Newman, L. (2017). Play: Challenging educators' beliefs about play in the 

indoor and outdoor environment. Australasian Journal of Early Childhood, 42(1), 24-

32.  

Lewicka, M., & Farrell, L. (2007). Physical activity measurement in children 2-5 years of age 

Sydney, Australia: NSW Centre for Physical Activity and Health. 

Lima, R. A., Pfeiffer, K., Larsen, L. R., Bugge, A., Moller, N. C., Anderson, L. B., & 

Stodden, D. F. (2017). Physical activity and motor competence present a positive 

reciprocal longitudinal relationship across childhood and early adolescence. Journal 

of Physical Activity & Health, 14(6), 440-447.  

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Thousand Oaks, CA: Sage 

Publications. 

Little, H., & Sweller, N. (2015). Affordances for risk-taking and physical activity in 

Australian early childhood education settings. Early Childhood Education Journal, 

43(4), 337-345. doi:10.1007/s10643-014-0667-0 

Little, H., & Wyver, S. (2008). Outdoor play. Does avoiding the risks reduce the benefits? 

Australian Journal of Early Childhood, 33(2), 33-39.  

Little, H., Wyver, S., & Gibson, F. (2011). The influence of play context and adult attitudes 

on young children's physical risk-taking during outdoor play. European Early 

Childhood Education Research Journal, 19(1), 113-131.  

Lock, S. (2007). Kindarobics: Pre-school gross motor skills project. Retrieved from 

http://www.sesiahs.health.nsw.gov.au/publications/Families_NSW/Families_NSW_Pr

http://www.sesiahs.health.nsw.gov.au/publications/Families_NSW/Families_NSW_Projects_in_SESIH/Health%20Projects/SHN/KINDAROBICS%20PROJECT%2007.pdf


Page | 345  

 

ojects_in_SESIH/Health%20Projects/SHN/KINDAROBICS%20PROJECT%2007.pd

f  

Logue, M. E., & Harvey, H. (2009). Preschool teachers' views of active play. Journal of 

Research in Childhood Education, 24(1), 32-49.  

Lubans, D. R., Morgan, P. J., Cliff, D. P., Barnett, L. M., & Okely, A. D. (2010). 

Fundamental movement skills in children and adolescents: Review of associated 

health benefits. Sports Medicine, 40(12), 1019-1035.  

Luchs, A., & Fikus, M. (2018). Differently designed playgrounds and preschooler's physical 

activity play. Early Child Development and Care, 188(3), 281-295.  

Luz, C., Rodrigues, L. P., Meester, A. D., & Cordovil, R. (2017). The relationship between 

motor competence and health-related fitness in children and adolescents. PLoS ONE, 

12(6), Article e0179993 Retrieved from 

https://journals.plos.org/plosone/article?id=10.1371/journal.pone.0179993 

Lysklett, O. B., Berg, A., & Moe, B. (2019). Motor competence and physical fitness among 

children attending nature preschools and traditional preschools. International Journal 

of Play: Outdoor Play and Learning, 8(1), 53-64.  

MacNaughton, G. (2005). Doing Foucault in early childhood studies: Applying 

poststructural ideas. New York: Routledge. 

Maier, J. R. A., Fadel, G. M., & Battisto, D. G. (2009). An affordance-based approach to 

architectural theory, design, and practice. Design Studies, 30(4), 393-414.  

Martin, M., & Hands, B. (2003). Fundamental movement skills: Teachers' perspectives. 

Australian Journal of Early Childhood, 28(4), 40-46.  

Marvin, R., Cooper, G., Hoffman, K., & Powell, B. (2002). The Circle of Security project: 

Attachment-based intervention with caregiver-pre-school child dyads. Attachment and 

Human Development, 4(1), 107-124.  

Mathur, D., Mathew, S., Hyndman, B., Mcdonald, E., Chang, A. B., & Gerritsen, R. (2017). 

Exploring early childhood playground design as a strategy for obesity prevention. 

Paper presented at the Developing Northern Australia Conference Cairns, Australia.  

Maynard, T., & Waters, J. (2007). Learning in the outdoor environment: A missed 

opportunity? Early Years, 27(3), 255-265. doi:10.1080/09575140701594400 

McClintic, S., & Petty, K. (2015). Exploring early childhood teachers' beliefs and practices 

about preschool outdoor play: A qualitative study. Journal of Early Childhood 

Teacher Education, 36(1), 24-43.  

http://www.sesiahs.health.nsw.gov.au/publications/Families_NSW/Families_NSW_Projects_in_SESIH/Health%20Projects/SHN/KINDAROBICS%20PROJECT%2007.pdf
http://www.sesiahs.health.nsw.gov.au/publications/Families_NSW/Families_NSW_Projects_in_SESIH/Health%20Projects/SHN/KINDAROBICS%20PROJECT%2007.pdf
https://journals.plos.org/plosone/article?id=10.1371/journal.pone.0179993


Page | 346  

 

McInnes, K., Howard, J., Miles, G., & Crowley, K. (2011). Differences in practitioners’ 

understanding of play and how this influences pedagogy and children’s perceptions of 

play. Early Years, 31(2), 121-133.  

McLachlan, C., Smith, J., McLaughlin, T., Ali, A., Conlon, C., Mugridge, O., & Foster, S. 

(2017). Development of teachers’ knowledge and skills in implementing a physical 

education curriculum: A New Zealand early childhood intervention study. 

International Journal of Early Childhood, 49(2), 211-228.  

McWilliams, C., Ball, S., Benjamin, S., Hales, D., Vaughn, A., & Ward, D. (2009). Best-

practice guidelines for physical activity at child care. Pediatrics, 124(6), 1650-1660.  

Mehan, S., & Moore, L. (2011). Who is watching? Thinking ethically about observing 

children. Every Child, 17(3), 18-19.  

Melvin Chung, H. L., Cheah, W. L., & Hazmi, H. (2019). Fundamental motor skill among 

preschool children in rural of Kuching, Sarawak. Early Child Development and Care, 

1-13. Retrieved from https://doi.org/10.1080/03004430.2019.1658088 

Michaels, C. F. (2003). Affordances: Four points of debate. Ecological Psychology, 15(2), 

135-148.  

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis (2nd ed.). Thousand 

Oaks, CA: Sage Publications. 

Ministerial Council for Education, Early Childhood Development and Youth Affairs. (2011). 

Education and care services national regulations. Retrieved from 

http://www.legislation.nsw.gov.au/sessionalview/sessional/subordleg/2011-653.pdf 

Morgan, P. J. (2006). Preparing children for positive sporting experiences. Every Child, 

12(2), 12-13.  

Moser, T., & Martinsen, M. T. (2010). The outdoor environment in Norwegian kindergartens 

as pedagogical space for toddlers' play, learning and development. European Early 

Childhood Education Research Journal, 18(4), 457-471.  

Muela, A., Larrea, I., Miranda, N., & Barandiaran, A. ( 2019). Improving the quality of 

preschool outdoor environments: Getting children involved. European Early 

Childhood Education Research Journal, 27(3), 385-396.  

Murphy, M. (2013). Social theory and education research. An introduction. In M. Murphy 

(Ed.), Social theory and education research. Understanding Foucault, Habermas, 

Bourdieu, and Derrida. (pp. 3-18). New York, NY: Routlege. 

National Association for Sport and Physical Education. (2013). Active start: A statement of 

physical activity guidelines for children from birth to age 5 (2nd ed.). Retrieved from 

http://www.aahperd.org/naspe/standards/nationalGuidelines/ActiveStart.cfm 

https://doi.org/10.1080/03004430.2019.1658088
http://www.legislation.nsw.gov.au/sessionalview/sessional/subordleg/2011-653.pdf
http://www.aahperd.org/naspe/standards/nationalGuidelines/ActiveStart.cfm


Page | 347  

 

National Childcare Accreditation Council Inc. (2005). Quality improvement and 

accreditation system quality practices guide. Sydney, Australia: Author. 

New South Wales Department of Education and Communities. (2004). Children’s services 

regulation 2004 (NSW). Retrieved from 

http://www.legislation.nsw.gov.au/sessionalview/sessional/subordleg/2004-260.pdf 

Nicolini, D. (2012). Practice theory, work and organization: An introduction. Oxford, 

England: Oxford University Press. 

Norman, D. A. (1988). The psychology of everyday things. New York, NY: Basic Books. 

NSW Department of Health. (2010). Munch and move resource manual. Sydney, Australia: 

Author. 

Nuttall, F. Q. (2015). Body Mass Index. Obesity, BMI, and health: A critical review. 

Nutrition Research, 50(3), 117-128.  

O'Connor, J. (2006). Active children in care. Every Child, 12(2), 6-7.  

O'Neill, S., & Fleer, M. (2015). Better than bubble wrap: Do we "over regulate and over 

protect" children at the expense of them learning how to "take risks"? Asia-Pacific 

Journal of Research in Early Childhood Education, 9(1), 111-127.  

O’Brien, K. T., Vanderloo, L. M., Bruijns, B. A., Truelove, S., & Tucker, P. (2018). Physical 

activity and sedentary time among preschoolers in centre-based childcare: a 

systematic review. International Journal of Behavioral Nutrition and Physical 

Activity, 15(1), 117-133.  

Obeng, C. (2010). Physical activity lessons in preschools. Journal of Research in Childhood 

Education, 24, 50-59.  

Okely, A. D., & Booth, M. L. (2004). Mastery of fundamental movement skills among 

children in New South Wales: prevalence and sociodemographic distribution. Journal 

of Science and Medicine in Sport, 7(3), 358-372.  

Okely, A. D., & Wright, J. (1997). The gender bias in fundamental motor skills tests: A new 

agenda needed! Paper presented at the Australian Association for Research in 

Education Conference, Brisbane, Australia.  

Oliver, M., Schofield, G. M., & Kolt, G. S. (2007). Physical activity in preschoolers: 

Understanding prevalence and measurement issues. Sports Medicine, 37(12), 1045-

1070.  

Olsen, H., & Smith, B. (2017). Sandboxes, loose parts and playground equipment: A 

descriptive exploration of outdoor play environments. Early Child Development and 

Care, 187(5-6), 1055-1068.  

http://www.legislation.nsw.gov.au/sessionalview/sessional/subordleg/2004-260.pdf


Page | 348  

 

Olsen, H., Thompson, D., & Hudson, S. (2011). Outdoor learning: Supervision is more than 

watching children play. Dimensions of Early Childhood, 39(1), 3-11.  

Pagnini, D., Wilkenfeld, R., King, L., Booth, M., & Booth, S. (2006). The weight of opinion: 

The early childhood sector's perceptions about childhood overweight and obesity. 

Sydney, Australia: NSW Centre for Overweight and Obesity. 

Pajares, M. F. (1992). Teachers' beliefs and educational research: Cleaning up a messy 

construct. Review of Educational Research, 62(3), 307-332.  

Palmer, K. K., Matsuyama, A. L., & Robinson, L. E. (2017). Impact of structured movement 

time on preschoolers' physical activity engagement. Early Childhood Education 

Journal, 45(2), 201-206.  

Pate, R. R., O’Neill, J. R., & Mitchell, J. (2010). Measurement of physical activity in 

preschool children. Medicine and Science in Sports and Exercise, 42(3), 508-512.  

Pedestrian Council of Australia. (2020). National Walk Safely to School Day. Retrieved from 

https://www.walk.com.au/WSTSD/ 

Petrie, K., & Clarkin-Phillips, J. (2018). ‘Physical education’ in early childhood education: 

Implications for primary school curricula. European Physical Education Review, 

24(4), 503-519.  

Pica, R. (2012). Experiences in movement: Birth to age 8 (5th ed.). New York, NY: 

Thomson/Delmar Learning. 

Punch, K. F. (1999). Introduction to social research: Quantitative and qualitative 

approaches London, England: Sage Publications. 

Rawolle, S., & Lingard, B. (2013). Bourdieu and educational research: Thinking tools, 

relational thinking, beyond epistemological innocence. In M. Murphy (Ed.), Social 

theory and education research: Understanding Foucault, Habermas, Bourdieu and 

Derrida (pp. 117-137). New York, NY: Routledge. 

Razak, L. A., Yoong, S. L., Wiggers, J., Morgan, P. J., Jones, J., Finch, M., . . . Wolfenden, 

L. (2018). Impact of scheduling multiple outdoor free-play periods in childcare on 

child moderate-to-vigorous physical activity: a cluster randomised trial. International 

Journal of Behavioral Nutrition and Physical Activity, 15(1), 1-12.  

Reay, D. (1998). Class work: Mothers' involvement in children's schooling. London, 

England: University College Press. 

Reed, E. S. (1993). The intention to use a specific affordance: A conceptual framework for 

psychology. In R. H. Wozniak & K. W. Fischer (Eds.), Development in context: 

Acting and thinking in specific environments (pp. 45-76). Hillsdale, NJ: Lawrence 

Erlbaum Associates. 

https://www.walk.com.au/WSTSD/


Page | 349  

 

Reillo, M., Vlahov, E., Bohren, J., Leppo, M., & Davis, D. (2010). Preschool children’s level 

of proficiency in motor skills and the level of their physical fitness as adolescents. The 

Sport Journal, 13(3), 1-1.  

Reilly, J. J. (2010). Low levels of objectively measured physical activity in preschoolers in 

child care. Medicine and Science in Sports and Exercise, 42(3), 502-507.  

Richards, L. (2009). Handling qualitative data. A practical guide (2nd ed.). Thousand Oaks, 

CA: Sage Publications. 

Riethmuller, A., McKeen, K., Okely, A. D., Bell, C., & de Silva Sanigorski, A. (2009). 

Developing an active play resource for a range of Australian early childhood settings: 

Formative findings and recommendations. Australasian Journal of Early Childhood, 

34(1), 43-52.  

Roach, L., & Keats, M. (2018). Skill-based and planned active play versus free-play effects 

on fundamental movement skills in preschoolers. Perceptual and Motor Skills, 

125(4), 651-668.  

Robinson, L. E., Wadsworth, D. D., & Peoples, C. M. (2012). Correlates of school-day 

physical activity in preschool students. Research Quarterly for Exercise and Sport, 

83(1), 20-26.  

Robinson, L. E., Webster, E. K., Logan, S. W., Lucas, W. A., & Barber, L. T. (2012). 

Teaching practices that promote motor skills in early childhood settings. Early 

Childhood Education Journal, 40(2), 79-86.  

Roscoe, C. M. P., James, R. S., & Duncan, M. J. (2019a). Accelerometer-based physical 

activity levels differ between week and weekend days in British preschool children. 

Journal of Functional Morphology and Kinesiology, 4(3), 65-77.  

Roscoe, C. M. P., James, R. S., & Duncan, M. J. (2019b). Accelerometer-based physical 

activity levels, fundamental movement skills and weight status in British preschool 

children from a deprived area. European Journal of Pediatrics, 178(7), 1043-1052.  

Rothman, K. J. (2008). BMI-related errors in the measurement of obesity. International 

Journal of Obesity, 32(S3), 56-59.  

Rouse, E. (2015). Mixed-age grouping in early childhood – creating the outdoor learning 

environment. Early Child Development and Care, 185(5), 742-751.  

Sadler, E., & Given, L. M. (2007). Affordance theory: A framework for graduate students' 

information behaviour. Journal of Documentation, 63(1), 115-141.  

Sahoo, K., Sahoo, B., Choudhury, A. K., Sofi, N. Y., Kumar, R., & Bhadoria, A. S. (2015). 

Childhood obesity: causes and consequences. Journal of Family Medicine and 

Primary Care, 4(2), 187-192.  



Page | 350  

 

Sandberg, A., & Pramling-Samuelsson, I. (2005). An interview study of gender differences in 

preschool teachers’ attitudes toward children’s play. Early Childhood Education 

Journal, 32(5), 297-305.  

Sanders, L., & Sims, M. (2003). Beyond the obstacle course: Developing movement skills in 

young children. Journal of Australian Research in Early Childhood Education, 10(2), 

109-120.  

Sando, O. J. (2019). The outdoor environment and children's health: A multilevel approach. 

International Journal of Play: Outdoor Play and Learning, 8(1), 39-52.  

Sandseter, E. B. H. (2009). Affordances for risky play in preschool: The importance of 

features in the play environment. Early Childhood Education Journal, 36, 439-446.  

Saunders, R. P., Dowda, M., Pfeiffer, K. A., Brown, W. H., & Pate, R. R. (2019). Childcare 

center characteristics moderate the effects of a physical activity intervention. 

International Journal of Environmental Research and Public Health, 17(1), 101-113.  

Saunders, R. P., Schenkelberg, M. A., Moyer, C., Howie, E. K., Brown, W. H., & Pate, R. R. 

(2019). The translation of an evidence-based preschool physical activity intervention 

from in-person to online delivery of professional development to preschool teachers. 

Translational Behavioral Medicine, 9(6), 1186-1196.  

Schatzki, T. R. (1996). Social practices: A Wittgensteinian approach to human activity and 

the social. Cambridge, England: Cambridge University Press. 

Schatzki, T. R. (2001). Practice mind-ed orders. In T. R. Schatzki, K. Knorr Cetina, & E. Von 

Savigney (Eds.), The practice turn in contemporary theory (pp. 50-63). London, 

England: Routledge. 

Schiller, W., & Broadhurst, D. (2002). Active for life. Early childhood survey on physical 

activity. Adelaide, Australia: Department of Education and Children's Services. 

Schneider, H., & Lounsbery, M. (2008). Setting the stage for lifetime physical activity in 

early childhood. Journal of Physical Education, Recreation and Dance, 79(6), 19-23.  

Schram, T. H. (2006). Conceptualizing and proposing qualitative research (2nd ed.). Upper 

Saddle River, NJ: Prentice Hall. 

Sellers, K., Russo, T. J., Baker, I., & Dennison, B. A. (2005). The role of childcare providers 

in the prevention of childhood overweight. Journal of Early Childhood Research, 

3(3), 227-242.  

Sevimli-Celik, S., Kirazci, S., & Ince, M. L. (2011). Preschool movement education in 

Turkey: Perceptions of preschool administrators and parents. Early Childhood 

Education Journal, 39, 323-333.  



Page | 351  

 

Siisiäinen, M. (2000). Two concepts of social capital: Bourdieu vs. Putnam. Paper presented 

at the ISTR Fourth International Conference "The Third Sector: For What and for 

Whom?", Dublin, Ireland.  

Siraj-Blatchford, I. (2004). Quality teaching in the early years. In A. Anning, J. Cullen, & M. 

Fleer (Eds.), Early childhood education: Society and culture (pp. 137-148). London, 

England: Sage Publications. 

Skouteris, H., Do, M., Rutherford, L., Cutter-Mackenzie, A., & Edwards, S. (2010). Call for 

research: The consuming child-in-context in unhealthy and unsustainable times. 

Australian Journal of Environmental Education, 26, 33-45.  

Smith, P. K., & Pellegrini, A. (2013). Learning through play. In P. K. Smith (Ed.), 

Encyclopedia on Early Childhood Development [online]. Retrieved from 

http://www.child-encyclopedia.com/play/according-experts/learning-through-play.  

Social Research Centre. (2017). 2016 Early childhood education and care national workforce 

census. Melbourne, Australia: Department of Education and Training. 

Soini, A., Villberg, J., Sääkslahti, A., Gubbels, J., Mehtälä, A., Kettunen, T., & Poskiparta, 

M. (2014). Directly observed physical activity among 3-year-olds in Finnish 

childcare. International Journal of Early Childhood, 46, 253-269.  

Stake, R. E. (1995). The art of case study research. Thousand Oaks, CA: Sage Publications. 

Stake, R. E. (2000). Case studies. In N. K. Denzin & Y. S. Lincoln (Eds.), Handbook of 

qualitative research (2nd ed., pp. 435-454). Thousand Oaks, CA: Sage Publications. 

Stephen, C. (2010). Pedagogy: The silent partner in early years learning. Early Years: An 

International Journal of Research and Development, 30(1), 15-28.  

Stodden, D. F., Goodway, J. D., Langendorfer, S. J., Roberton, M. A., Rudisill, M. E., Garcia, 

C., & Garcia, L. E. (2008). A developmental perspective on the role of motor skill 

competence in physical activity: An emergent relationship. Quest, 60(2), 290-306.  

Stork, S., & Sanders, S. W. (2008). Physical education in early childhood. The Elementary 

School Journal, 108(3), 197-206.  

Storli, R., & Hagen, T. L. (2010). Affordances in outdoor environments and children's 

physically active play in pre‐school. European Early Childhood Education Research 

Journal, 18(4), 445-456.  

Sumsion, J., & Cheeseman, S. (2009). Belonging, being and becoming. Rattler(91), 16-18.  

Taggart, A., & Keegan, L. (1997). Developing fundamental movement skills in outdoor 

settings: Three case studies of children playing. The ACHPER Healthy Lifestyles 

Journal, 44(4), 11-17.  

http://www.child-encyclopedia.com/play/according-experts/learning-through-play


Page | 352  

 

Tandon, P., Downing, K. L., Saelens, B. E., & Christakis, D. A. (2019). Two approaches to 

increase physical activity for preschool children in child care centres: A matched-pair 

cluster-randomized trial. International Journal of Environmental Research and Public 

Health, 16, 4020-4031.  

Tandon, P., Saelens, B., Zhou, C., & Christakis, D. (2018). A comparison of preschoolers’ 

physical activity indoors versus outdoors at child care. International Journal of 

Environmental Research and Public Health, 15(11), 2463-2470.  

Temple, V. A., & O'Connor, J. P. (2003). Fostering physical activity for children in child 

care. Paper presented at the Australian Association for Research in Education. 

www.aare.edu.au/03pap/tem03237.pdf  

Thiese, M. S. (2014). Observational and interventional study design types; an overview. 

Biochemia Medica, 24(2), 199-210.  

Thigpen, B. (2007). Outdoor play: Combating sedentary lifestyles. Zero to Three, September, 

19-23.  

Timmons, B., Naylor, P., & Pfeiffer, K. (2007). Physical activity for preschool children: How 

much and how? Canadian Journal of Public Health, 98, S122-S134.  

Timmons, V., & Cairns, E. (2010). Case study research in education. In A. J. Mills, G. 

Durepos, & E. Wiebe (Eds.), Encyclopedia of case study research. Volume 1 (pp. 99-

102). Thousand Oaks, CA: Sage Publications. 

Tracy, S. J. (2010). Qualitative quality: Eight "big-tent" criteria for excellent qualitative 

research. Qualitative Inquiry, 16(10), 837-851.  

Tremblay, L., Boudreau-Larivière, C., & Cimon-Lambert, K. (2012). Promoting physical 

activity in preschoolers: a review of the guidelines, barriers, and facilitators for 

implementation of policies and practices. Canadian Psychology, 53(4), 280-290.  

Trost, S. (2005). Discussion paper for the development of recommendations for children's 

and youths' participation in health promoting physical activity.  Retrieved from 

http://www.health.gov.au/internet/main/publishing.nsf/content/E6DB023029F7D7D6

CA25705100815E68/$File/physical_discussion.pdf. 

Trost, S., Fees, B., & Dzewaltowski, D. (2008). Feasibility and efficacy of a "move and 

learn" physical activity curriculum in preschool children. Journal of Physical Activity 

and Health, 5(1), 88-103.  

Tucker, P. (2008). The physical activity levels of preschool-aged children: A systematic 

review. Early Childhood Research Quarterly, 23(4), 547-558.  

Tucker, P., van Zandvoort, M. M., Burke, S. M., & Irwin, J. D. (2011). Physical activity at 

daycare: Childcare providers’ perspectives for improvements. Journal of Early 

Childhood Research, 9(3), 207-219.  

www.aare.edu.au/03pap/tem03237.pdf
http://www.health.gov.au/internet/main/publishing.nsf/content/E6DB023029F7D7D6CA25705100815E68/$File/physical_discussion.pdf
http://www.health.gov.au/internet/main/publishing.nsf/content/E6DB023029F7D7D6CA25705100815E68/$File/physical_discussion.pdf


Page | 353  

 

Turvey, M. T. (1992). Affordances and prospective control: An outline of the ontology. 

Ecological Psychology, 4(3), 173-187.  

UNESCO. (2019). Early childhood care and education. Retrieved from 

https://en.unesco.org/themes/early-childhood-care-and-education 

Vameghi, R., Shams, A., & Dehkordi, P. (2013). The effect of age, sex and obesity on 

fundamental motor skills among 4 to 6 years-old children. Pakistan Journal of 

Medical Sciences Quarterly, 29(2), 586-589.  

van Beurden, E., Zask, A., Barnett, L. M., & Dietrich, U. C. (2002). Fundamental movement 

skills-How do primary school children perform? The ‘Move It Groove It’program in 

rural Australia. Journal of Science and Medicine in Sport, 5(3), 244-252.  

Van Cauwenberghe, E., De Bourdeaudhuij, I., Maes, L., & Cardon, G. (2012). Efficacy and 

feasibility of lowering playground density to promote physical activity and to 

discourage sedentary time during recess at preschool: A pilot study. Preventive 

Medicine, 55(4), 319-321.  

Van Cauwenberghe, E., Labarque, V., Gubbels, J., De Bourdeaudhuij, I., & Cardon, G. 

(2012). Preschooler's physical activity levels and associations with lesson context, 

teacher's behavior, and environment during preschool physical education. Early 

Childhood Research Quarterly, 27(2), 221-230.  

Van de Kolk, I., Goossens, A., Kremers, S., Manders, R., & Gubbels, J. (2018). Healthy 

nutrition and physical activity in childcare: Views from childcare managers, childcare 

workers and parents on influential factors. International Journal of Environmental 

Research and Public Health, 15(12), 2909-2926.  

Van Wyk, N. (2011). Effects of an instructional resource on preschool children's physical 

activity levels. (Master of Education), University of Lethbridge, Alberta, Canada.  

van Zandvoort, M., Tucker, P., Irwin, J. D., & Burke, S. M. (2010). Physical activity at 

daycare: Issues, challenges and perspectives. Early Years, 30(2), 175-188.  

Vanderloo, L. M., Tucker, P., Johnson, A. M., Burke, S. M., & Irwin, J. D. (2015). 

Environmental influences on preschoolers' physical activity levels in various early-

learning facilities. Research Quarterly for Exercise and Sport, 86(4), 360-370.  

Vryonides, M. (2009). Applying Bourdieu's concepts of social and cultural capital in 

educational research in Greece and Cyprus. In K. Robson & C. Sanders (Eds.), 

Quantifying theory: Pierre Bourdieu (pp. 129-140). Dordrecht, The Netherlands: 

Springer. 

Wacquant, L. (1998). Pierre Bourdieu. In R. Stones (Ed.), Key sociological thinkers (pp. 215-

229). London, England: Macmillan Press. 

https://en.unesco.org/themes/early-childhood-care-and-education


Page | 354  

 

Waller, T., Sandseter, E. B. H., Wyver, S., Ärlemalm‐Hagsér, E., & Maynard, T. (2010). The 

dynamics of early childhood spaces: Opportunities for outdoor play? European Early 

Childhood Education Research Journal, 18(4), 437-443.  

Walther, M. (2014). Repatriation to France and Germany: A comparative study based on 

Bourdieu's theory of practice. Wiesbaden, Germany: Springer. 

Ward, D. S. (2010). Physical activity in young children: The role of child care. Medicine and 

Science in Sports and Exercise, 42(3), 499-501.  

Ward, D. S., Hales, D., Haverly, K., Marks, J., Benjamin, S., Ball, S., & Trost, S. (2008). An 

instrument to assess the obesogenic environment of child care centers. American 

Journal of Health Behavior, 32, 380-386.  

Ward, D. S., Vaughn, A., McWilliams, C., & Hales, D. (2010). Interventions for increasing 

physical activity at child care. Medicine and Science in Sports and Exercise, 42(3), 

526-534.  

Waters, J., & Rekers, A. (2019). Young children's outdoor play-based learning. Encyclopedia 

on early childhood development. Retrieved from http://www.child-

encyclopedia.com/sites/default/files/dossiers-complets/en/outdoor-play.pdf 

Webb, J., Schirato, T., & Danaher, G. (2002). Understanding Bourdieu. Sydney, Australia: 

Allen & Unwin. 

Weinberger, N., Butler, A. G., & Schumacher, P. (2014). Looking inside and out: Perceptions 

of physical activity in childcare spaces. Early Child Development and Care, 84(2), 

194-210.  

White, J. (2008). Playing and learning outdoors: Making provision for high quality 

experiences in the outdoor environment. New York, NY: Routledge. 

Wiart, L., & Darrah, J. (2001). Review of four tests of gross motor development. 

Developmental Medicine and Child Neurology, 43(4), 279-285.  

Wick, K., Leeger-Aschmann, C., Monn, N., Radtke, T., Ott, L., Rebholz, C., . . . Kriemler, S. 

(2017). Interventions to promote fundamental movement skills in childcare and 

kindergarten: A systematic review and meta-analysis. Sports Medicine, 47(10), 2045-

2068.  

Williams, H., Pfeiffer, K., O'Neill, J., Dowda, M., McIver, K., Brown, W., & Pate, R. (2008). 

Motor skill performance and physical activity in preschool children. Obesity, 16(6), 

1421-1426.  

Willoughby, M. T., Wylie, A. C., & Catellier, D. J. (2018). Testing the association between 

physical activity and executive function skills. Early Childhood Research Quarterly, 

44, 82-89.  

http://www.child-encyclopedia.com/sites/default/files/dossiers-complets/en/outdoor-play.pdf
http://www.child-encyclopedia.com/sites/default/files/dossiers-complets/en/outdoor-play.pdf


Page | 355  

 

Wishart, L., Cabezas-Benalcázar, C., Morrissey, A.-M., & Versace, V. L. (2019). Traditional 

vs naturalised design: a comparison of affordances and physical activity in two 

preschool playscapes. Landscape Research, 44(8), 1031-1049.  

Wolcott, H. F. (2005). The art of fieldwork (2 ed.). Walnut Creek, CA: Altamira Press. 

Wolfenden, L., Neve, M., Farrell, L., Lecathelinais, C., Bell, C., Milat, A., . . . Sutherland, R. 

(2011). Physical activity policies and practices of childcare centres in Australia. 

Journal of Paediatrics and Child Health, 47(3), 73-76.  

Wood, B. E. (2014a). Participatory capital: Bourdieu and citizenship education in diverse 

school communities. British Journal of Sociology of Education, 35(4), 578-597.  

Wood, E. (2009). Conceptualising a pedagogy of play: International perspectives from 

theory, policy and practice. In D. Kuschner (Ed.), From children to red hatters: 

Diverse images and issues of play (pp. 166-190). Lanham, MD: University Press of 

America. 

Wood, E. A. (2014b). Free choice and free play in early childhood education: Troubling the 

discourse. International Journal of Early Years Education, 22(1), 4-18. 

doi:10.1080/09669760.2013.830562 

World Health Organization. (2010). Controlling the global obesity epidemic. Retrieved from 

http://www.who.int/nutrition/topics/obesity/en/index.html 

World Health Organization. (2017). Report of the Commission on Ending Childhood Obesity: 

implementation plan - executive summary. Retrieved from 

https://apps.who.int/iris/handle/10665/259349 

World Health Organization. (2020a). Global Strategy on Diet, Physical Activity and Health. 

Retrieved from https://www.who.int/dietphysicalactivity/childhood_why/en/ 

World Health Organization. (2020b). Obesity and overweight. Retrieved from 

https://www.who.int/news-room/fact-sheets/detail/obesity-and-overweight 

Wyver, S., & Little, H. (2018). Early childhood education environments: Affordances for 

risk-taking and physical activity in play. In H. Brewer & M. Renck Jalongo (Eds.), 

Physical Activity and Health Promotion in the Early Years Effective Strategies for 

Early Childhood Educators (pp. 41-55). Cham, Switzerland: Springer International 

Publishing. 

Yin, R. K. (2011). Qualitative research from start to finish. New York, NY: The Guilford 

Press. 

Yin, R. K. (2014). Case study research: Design and methods (5th ed.). Thousand Oaks, CA: 

Sage Publications. 

http://www.who.int/nutrition/topics/obesity/en/index.html
https://apps.who.int/iris/handle/10665/259349
https://www.who.int/dietphysicalactivity/childhood_why/en/
https://www.who.int/news-room/fact-sheets/detail/obesity-and-overweight


Page | 356  

 

Zhang, J., & Patel, V. L. (2006). Distributed cognition, representation, and affordance. 

Pragmatics and Cognition, 14(2), 333-341.  

Zubrick, S. R., Wood, L., Villanueva, K., Wood, G., Giles-Corti, B., & Christian, H. (2010). 

Nothing but fear itself. Parental fear as a deteminant impacting on child physical 

activity and independent mobility. Melbourne, Australia: Victorian Health Promotion 

Foundation. 

  



Page | 357  

 

APPENDICES 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Page | 358  

 

APPENDIX 1: Ethics Approval 

 

 

 



Page | 359  

 

APPENDIX 2: Educator Information Sheet 

 



Page | 360  

 

 

 

 

 

 

 

 

 

 

 

 

 



Page | 361  

 

APPENDIX 3: Educator Consent Form 
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APPENDIX 4: Parent Information and Consent Form 
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APPENDIX 5: Guided Interview Questions for Educators and Directors 

1. Context of educator 

a. Professional background 

Can you please tell me about your background working with young children eg how many years 
working in children’s services?  
How long have you been working at this particular service? 
What are the main responsibilities of your role here?   
 
b. Personal background of participation in PA 

Were you involved in physical activity when you were growing up? 
What influenced your decision to participate (or not) when you were growing up? 
Are you currently involved in any physical activity? 
Why do you include (not include) physical activity in your life now? 
What benefits do you think you personally gain from your participation in physical activity? 
 
c. Professional development related to planning and implementing movement experiences 

Have you attended any professional development related to planning and implementing movement 
experiences or physically active experiences? 
How have you used the knowledge gained from the professional development in planning and 
implementing movement curriculum/physical activity in your service? 
What types of professional development do you think you still need or are interested in related to 
movement curriculum/physical activity?  
 
2. Planning and enactment of movement curriculum 

a. Current practice 

Please discuss the current practice regarding the provision of movement experiences/physical activity 
at this service (amount and type, programming for).  
Do you include both teacher-directed structured experiences as well as free play opportunities? Please 
describe a typical example of each of these experiences. 
Why do you provide these types of experiences? 
What opportunities do you provide for developing fundamental movement skills in preschool aged 
children? How do plan and implement these?  
  
b. Guiding influences on approach to early childhood movement curriculum 

What currently guides your approach to movement curriculum for preschool aged children? 
Are you familiar with the current government guidance relating to the provision of physical activity in 
early childhood services? 
 
c. Educator role in providing and participating in movement experiences  
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What do you consider your role, as an educator, to be in providing physically active experiences for 
preschool aged children? Why? 
What do you consider your role to be during physically active/movement experiences? 
 
 
3. Perceived benefits of movement experiences for preschool children 

a. Outcomes/educational benefits of providing movement experiences 

What do you consider physical activity/movement experiences can offer children? 
What developmental outcomes/educational benefits do you think can be gained from movement 
experiences? 
   
b. Specific planning for achieving outcomes/educational benefits through movement 
experiences 

What do you specifically plan to achieve through the movement experiences/physical activity 
opportunities you provide to preschool aged children? 
 

Additional Director Questions 

4. Policy and Resources for movement experiences 

a. Service policy for movement experiences/physical activity 

Do you have any policies that incorporate the provision of physical activity or movement experiences 
or would impact on your planning and provision of these experiences? 
 
b. Resources available and allocation of funds for equipment for movement experiences 

What resources do you have available to support the provision of movement curriculum in your 
service? 
Do you consider your resources to be adequate? If not, what else would you like to purchase? 
What influences the allocation of funds to purchase specific types of equipment? 
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APPENDIX 6: Piloting Observation Procedures 

Ob No. Observation Procedure Identified Issues 

1 All outdoor play spaces were visually 

scanned and children’s activity documented 

with hand-written descriptive notes. 

Difficult to recall and record all children’s activity 

and children moved between play spaces during 

the recording period so activity could have been 

duplicated.  

Time demanding so minimal observation cycles 

would be possible during the outdoor play period 

2 All outdoor play spaces were photographed 

and used as a basis for documenting 

children’s activity for speed of capturing all 

activity in a moment. 

Photographs allowed for a “snapshot” of children’s 

activity and therefore avoided duplication of 

recording when children moved between play 

spaces. 

Recording children’s activity in all outdoor play 

spaces was time consuming and data on inactive 

children was irrelevant to the study   

3 Targeted observations - only physically 

active children were photographed, with the 

photos used as a basis for documenting 

children’s activity. 

Focussing on documenting physically active 

children was more aligned with study aims and less 

time consuming to document.  

Educator information was not recorded. 

4 Numbers of children and educators at each 

location were recorded on the environmental 

map. 

Indicated number of children at each play space 

area and where educators located themselves. 

While this gave an indication of children’s 

preferences for passive or active play areas, no 

qualitative data on what children and educators 

were actually doing in these areas was recorded.  

5 Numbers of children and educator locations 

were recorded on the environmental map.  

Physically active children and what 

educators were doing was documented. 

Children in passive play areas was extraneous 

information and reduced efficiency in documenting 

active areas.  

Only documenting physically active children did 

not give a full picture of how children use the 

active experiences and resources made available to 

them. 

6 Educators’ locations and participation codes 

recorded on environmental map. 

Active play areas scanned and 

photographed.  

Children’s activity documented with 

descriptive notes using photographs as 

visual stimulus for what was observed.  

Educator activity documented with 

descriptive notes only if located in an active 

play area.  

Effective procedure for documenting children’s 

play and educator participation.  

A 10-minute cycle of observation provided enough 

time to document all required details for one 

“snapshot” of time.  
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APPENDIX 7: Summary Analysis of Outdoor Play Observations- 

Waratah Pre-Preparatory School 
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Summary Analysis of Outdoor Play Observations - Waratah Pre-Prep

Key for Daily Observational Data:  # Ob Cycs (Number of observational cycles); CP (Number of children present); CA (Number of children active); EP (Number of educator's present); ER (Educator role)

Key for Resources:    L (Locomotor); M (Manipulative); S (Stability);  GM (General Gross Motor Activity)

              Chn Attending = 26                                   

Resources

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

#CA per 

Ob Cyc

Portable Climbing 

(Trestles/Balance 

Boards)                 

(L/S/GM)

7 2 2 / / 6 6 4 / / 5 2 2 / / 7 10 10 / / 6 2 2 / / 8 7 1 3
BM 

IWx2
8 7 6 / / 9 7 4 1 SP 7 3 2 1 SV 7 1 1 / / 70 47 34 5

SV        

BM    

IWx2    

SP
0.5

Fixed Climbing 

Structure                

(GM)

7 13 8 / / 6 5 5 / / 5 7 7 1 SV 7 10 10 / / 6 1 1 / / 8 3 3 / / 8 2 2 / / 9 7 3 / / 7 17 8 2 BMx2 7 4 2 / / 70 69 49 3
SV    

BMx2
0.7

Tricycles & Scooters                

(GM)
7 13 10 / / 5 10 9 1 SV 7 33 22 / / 8 27 24 / / 8 37 33 / / 7 29 18 1 SV 7 23 18 5

SVx4 

IW
49 172 134 7

SVx6    

IW
2.7

Obstacle Course    

(L/S)
7 4 4 1 SV 7 1 1 1 SP 8 13 13 / / 8 12 12 3

EM 

SPx2
9 10 9 1 SP 7 10 10 3

EM 

PWx2
7 14 14 3 SVx3 53 64 63 12

SVx4 

EMx2 

SPx4 

PWx2 1.2

Variety of Balls         

(M)
7 6 6 3

SP 

PWx2
7 3 3 / / 6 / / / / 8 2 1 1 EM 9 4 4 2 PWx2 37 15 14 6

EM        

SP    

PWx4 0.4

Bucket Stilts/Pedal 

Walkers                       

(S)

7 / / / / 5 2 2 / / 8 7 6 / / 20 9 8 / /

0.4

Cricket Set                

(M)
7 / / / / 7 / / / /

0.0

Hopscotch                   

(L)
7 / / / / 7 6 6 / / 14 6 6 / /

0.4

Hoppers                  

(GM)
2 3 3 / / 6 1 1 / / 8 2 / / / 16 6 4 / /

0.3

Push Toys     

wheelbarrows/truck

s     (GM)

7 3 3 / / 6 7 7 / / 8 2 1 / / 21 12 11 / /

0.5

Hobby Horses            

(L)
6 3 3 / / 8 2 2 / / 14 5 5 / /

0.4

Soccer Balls & Goal 

(M)
8 / / / / 8 / / / /

0.0

Kites                              

(L)
4 4 4 1 BM 4 4 4 1 BM

1.0

Scooter Boards     

(GM)
6 24 12 1 PW 7 2 2 1 EM 8 27 13 2

SV 

BM
9 11 10 / / 7 6 6 / / 37 70 43 4

SV        

EM       

BM       

PW  1.2

Basketball              

Hoop & Balls                            

(M)

6 9 9 4
EMx3 

PW
5 2 2 1 SP 7 2 2 / / 18 13 13 5

EMx3    

SP        

PW 0.7

Hula Hoops                      

(GM)
6 6 3 / / 6 6 3 / /

0.5

Soccer Ball & Post   

(M)
5 4 2 2

BM 

PW
5 4 2 2

BM      

PW
0.4

Jumping Sacks           

(L)
5 1 1 / / 7 4 4 / / 12 5 1 / /

0.1

3-legged ties        

(GM)
3 3 3 1 PW 3 3 3 1 PW

1.0

Frisbees                 

(GM)
5 / / / / 8 / / / / 7 2 2 2

SP 

PW
20 2 2 2

SP        

PW 0.1

T-Ball                          

(M)
7 2 2 1 SP 7 3 2 1 SP 14 5 4 2 SPx2

0.3

Boxing Stands      

(GM)
7 3 3 1 SP 7 3 3 1 SP

0.4

Quoits                     

(GM)
7 / / / / 7 / / / /

0.0

Football and      

Kicking Tees                        

(M)

6 / / / / 6 / / / /

0.0

Parachute              

(GM)
6 37 34 2 PWx2 6 37 34 2 PWx2

5.7

Mini-Tramp                

(L)
6 6 6 / / 6 6 6 / /

1.0

Tunnel Bowls           

(M)
8 / / / / 9 3 3 1 SP 17 3 3 1 SP

0.2

Rockers & See-Saws 

(GM)
9 26 18 1 IW 9 26 18 1 IW

2.0

Horse Costumes       

(L)
9 3 1 2 EMx2 7 5 3 1 EM 16 8 4 3 EMx3

0.3

Bean Bags                 

with Target                                    

(M)

7 2 2 2 SPx2 7 2 2 2 SPx2

0.3

Balls & Rebound Net 

(M) 
7 7 7 1 SP 7 7 7 1 SP

1.0

Music & Scarves  

(GM)
7 14 14 / / 7 14 14 / /

2.0

Skipping Ropes         

(L)
7 5 5 1 SP 7 5 5 1 SP

0.7

Outdoor 

Features/Space
7 / / / / 6 19 19 2

IW 

PW
5 22 21 3 IWx3 7 / / / / 6 10 10 1 PW 8 / / / / 8 / / / / 9 1 1 / / 7 / / / / 7 2 2 / / 70 54 53 6

IWx4 

PWx2 0.8

Total 43 53 49 59 60 51 66 53 52 70

Chn Attending = 23                                          Chn Attending = 26                                         Chn Attending = 23                                       

Day 6

Total Ob Cycles = 8

Day 7    

 Total Ob Cycles = 8

Day 8      

Total Ob Cycles = 9

Day 9

 Total Ob Cycles =7

Day 10   

 Total Ob Cycles = 7

Day 4

Total Ob Cycles =  7 Total Ob Cycles = 6 

Day 5  

Chn Attending = 25

10 Day Data Collection Totals          

  Total Ob Cycles = 70             

DAILY OBSERVATIONAL DATA

Key for Educator Role:  SV (Supervising); EM (Managing the environment); BM (Managing children's behavior); IW (Interacting with children in a general manner); SP (Supporting skill development); PW (Playing with children in active play)

Total Chn Attending =   249                                                                                                     

Day 1

Total Ob Cycles = 7

Day 2 

Total Ob Cycles = 6

Chn Attending = 22                                                   Chn Attending = 22 Chn Attending = 28                                          Chn Attending = 28                                               Chn Attending = 26

Day 3 

Total Ob Cycles = 5
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APPENDIX 8: Summary Analysis of Outdoor Play Observations- 

Apple Tree Children’s Centre 
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Summary Analysis of Outdoor Play Observations - Apple Tree Children's Centre

Key for Daily Observational Data:  # Ob Cycs (Number of observational cycles); CP (Number of children present); CA (Number of children active); EP (Number of educator's present); ER (Educator role)

Key for Educator Role : SV (Supervising); EM (Managing the environment); BM (Managing children's behavior); IW (Interacting with children in a general manner); SP (Supporting skill development); PW (Playing with children in active play)

Key for Resources:    L (Locomotor); M (Manipulative); S (Stability);  GM (General Gross Motor Activity)

Resources

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

#CA per 

Ob Cyc

Portable Climbing 

(Trestles & Balance 

Boards/Foam 

Shapes and Crash 

Mat)                            

(L/S/GM)

10 24 17 9

SVx5 

EM 

IWx3

10 13 13 14

SVx10 

EM 

BM 

SPx2

11 31 27 12

SVx6 

BMx3 

IWx3

10 31 28 10

SVx4 

BMx2 

IWx2 

SPx2

11 19 19 10
SVx7 

BMx3 
4 10 8 4

SVx3 

BM
10 47 28 11

SVx7 

BMx3 

IW

10 35 34 13

SVx8 

BMx2 

IWx3

6 10 6 6

SVx4 

EM 

IW

7 23 21 7

SVx2 

EM 

BMx4

89 243 201 96

SVx56 

EMx4 

BMx19 

IW13 

SPx4

2.3

Spider Web 

Climbing Structure 

(GM)

9 22 11 8
SVx3 

IWx5
9 9 8 4

SVx2 

BM 

IW

6 19 13 5

SVx2 

BM   

IW    

SP

9 19 19 9
SVx8 

IW
6 17 12 5 SVx5 5 6 4 3 IWx3 10 17 10 6

SV 

IWx5
3 3 2 1 BM 2 7 1 1 IW 3 17 16 3

IWx2 

PW
62 136 96 45

SVx21 

BMx3 

IWx19 

SPx1 

PWx1

1.5

Tricycles, Scooters 

& Balance Bikes     

(GM)

9 12 11 3
SV       

EMx2
9 12 11 3

SV   

EM   

IW

6 7 6 1 EM 9 13 13 2 PWx2 6 22 17 6

SVx4 

EM 

BM

6 15 15 3
SVx2 

EM 
10 43 36 5

SV 

BMx3 

IW

3 14 14 5
SVx2 

BMx3
2 11 7 1 BM 60 149 130 29

SVx11 

EMx6 

BMx8 

IWx2 

PWx2

2.2

Bark Pit                  

(planks & tyres) 

(push toys)          

(GM)

12 4 4 1 SV 12 47 32 4
SVx3 

BM 
11 50 34 11

SV 

IWx10
11 33 12 5

SVx2 

EM 

IWx2

12 43 26 10

SVx2 

BMx3 

IWx5

7 6 / 1 IW 11 7 6 / / 12 17 8 / / 12 35 12 5
SVx2 

IWx3
11 27 15 2

SV 

EM
111 269 149 39

SVx12 

EMx2 

BMx4 

IWx21

1.3

Cricket Set                         

(M)
9 5 2 1 PW 9 5 2 1 PWx1 0.2

Bucket Stilts             

(S)
12 1 1 / / 12 1 1 / / 0.1

Skittles                    

(M)
12 20 7 6

SV 

EMx2 

BMx2 

IW

12 5 4 1 EM 11 13 10 7

SV 

EMx2 

BMx2 

IW    

SP

11 1 1 / / 12 6 2 2
EM 

BM
58 45 24 16

SVx2 

EMx6 

BMx5 

IWx2    

SPx1

0.4

Skipping Ropes      

(L)
9 2 / 1 IW 6 2 2 / / 15 4 2 1 IWx1 0.1

Large Wooden 

Blocks                   

(GM)

11 5 5 3
SVx2 

IW
7 7 4 1 IW 11 5 3 / / 12 19 15 3

EM 

IWx2
12 35 25 5

SVx2 

IWx3
11 16 4 2 IWx2 64 87 56 14

SVx4   

EMx1   

IWx9 

0.9

Swing Seat         

(GM)
11 17 4 / / 11 26 5 4

EM 

BMx2 

IW

12 10 / 2
SV   

EM
12 17 9 4

SVx2 

BMx2
46 70 18 10

SVx3 

EMx2 

BMx4 

IWx1 

0.4

Variety of Balls      

(M)
11 7 6 1 PW 11 7 6 1  PWx1 0.5

Soccer Ball & Goal 

(M)
6 10 10 4

SV 

PWx3
6 10 10 4

SVx1 

PWx3
1.7

Frisbees                

(GM)
5 1 1 / / 5 1 1 / / 0.2

Ski Walkers          

(GM)
7 5 4 1 IW 11 1 1 / / 18 6 5 1 IWx1 0.3

Table Tennis         

(M)
11 7 6 2

SV   

IW 
11 7 6 2

SVx1          

IWx1
0.5

 Ball &            

Rebound Net                            

(M)

12 16 10 5

SV   

EM 

IWx2 

SP

12 16 10 5

SVx1         

EMx1    

IWx2    

SPx1

0.8

Rope Walk               

(S)
7 1 / / / 11 5 5 / / 12 1 1 / / 12 1 / / / 11 / / / / 53 8 6 / / 0.1

Outdoor 

Features/Space
12 13 13 2

SV    

SP
12 4 4 1 SV 11 3 3 / / 11 14 14 2 BMx2 12 7 1 2 IWx2 7 / / / / 11 4 1 / / 12 6 6 / / 12 4 4 / / 11 11 11 / / 111 66 57 7

SVx2  

BMx2 

IWx2    

SPx1

0.5

Total 66 72 102 92 89 36 96 90 64 73

 Chn Attending = 33                                            Chn Attending = 48                                         Chn Attending = 47                                         Chn Attending = 40                                        Total Chn Attending = 431                                                                             Chn Attending =  42                                        Chn Attending = 41                                      Chn Attending = 48                            Chn Attending = 47                                                   Chn Attending = 43                                             Chn Attending = 42                                   

DAILY OBSERVATIONAL DATA

Day 1

Total Ob Cycles = 12 

Day 2              

 Total Ob Cycles = 12

Day 3 

Total Ob Cycles = 11 

Day 4   

Total Ob Cycles = 11 

Day 5        

 Total Ob Cycles = 12

Day 6     

 Total Ob Cycles = 7 

Day 7   

Total Ob Cycles = 11

10 Day Data Collection Totals

Total Ob Cycles = 111

Day 8       

Total Ob Cycles = 12 

Day 9  

Total Ob Cycles =12 

Day 10   

Total Ob Cycles = 11
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APPENDIX 9: Summary Analysis of Outdoor Play Observations- 

Corella Preschool 
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Summary Analysis of Outdoor Play Observations - Corella Preschool

Key for Daily Observational Data:  # Ob Cycs (Number of observational cycles); CP (Number of children present); CA (Number of children active); EP (Number of educator's present); ER (Educator role)

Key for Educator Role:  SV (Supervising); EM (Managing the environment); BM (Managing children's behavior); IW (Interacting with children in a general manner); SP (Supporting skill development); PW (Playing with children in active play)

Key for Resources:   L (Locomotor); M (Manipulative); S (Stability);  GM (General Gross Motor Activity)

Resources

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

# Ob 

Cycs CP CA EP ER

#CA per 

Ob Cyc

Fixed Climbing 

Structure               

(Balance Buckets 

added Day 1 & 4) 

(S/GM)

15 38 24 4

BM 

IW 

SPx2 

7 8 7 / / 9 9 9 / / 7 16 16 2
 IW 

PW
11 8 8 / / 14 22 15 4

SVx3 

IW 
12 29 16 2 BMx2 13 8 8 / / 10 23 18 1 IW 13 20 19 / / 111 181 140 13

SVx3 

BMx3 

IWx4  

SPx2 

PWx1 

1.3

Hoops                   

(GM)
15 28 26 9

SV   

IW 

SPx2   

PWx5

7 24 24 5

SV    

IW    

SP 

PWx2

5 2 2 1 PW 7 11 11 2 PWx2 9 24 23 2 PWx2 14 7 7 / / 5 9 9 1 PW 13 16 16 2 IWx2 2 9 9 2 IWx2 8 3 3 / / 85 133 130 24

SVx2 

IWx6 

SPx3 

PWx13

1.5

Hoppers              

(GM)
13 6 5 1 SV  4 4 4 / / 9 28 27 4

SV    

IW    

SP   

PW

7 6 6 / / 33 44 42 5

SVx2    

IWx1         

SPx1     

PWx1

1.3

Quoits                   

(GM)
9 5 1 1 SP 7 / / / / 16 5 1 1 SPx1 0.1

Push/Pull Toys 

(GM)
6 9 7 / / 3 2 2 / / 9 4 4 / / 5 / / / / 23 15 13 / / 0.6

Stick Horses                                

(L)
6 8 8 2 PWx2 2 4 4 1 PW 7 10 10 1 PW 12 5 5 / / 27 27 27 4 PWx4 1

Bucket Stilts            

(S) 
6 2 2 / / 8 2 2 1 SP 7 2 2 / / 9 1 1 / / 30 7 7 1 SPx1 0.2

Hopscotch                

(L)
7 1 1 / / 7 1 1 / / 0.1

T-Ball                        

(M)
5 31 4 4 SPx4 5 31 4 4 SPx4 0.8

Skittles                    

(M)
10 33 7 4

BMx2 

IW    

SP

10 33 7 4

BMx2   

IWx1         

SPx1

0.7

Skipping Ropes      

(L)
10 19 16 5

IWx2 

SP 

PWx2

7 2 2 / / 17 21 18 5

IWx2    

SPx1   

PWx2

1.1

Beanbag with 

Target                      

(M)

12 12 12 2
SP  

PW
5 7 7 1 SP 8 12 12 4

SV  

IWx3
25 31 31 7

SVx1    

IWx3    

SPx1        

PWx1

1.2

Natural Loose Parts 

(S) 
9 20 19 3

EM  

IWx2
9 20 19 3

EMx1    

IWx2
2.1

Kites                           

(L)
4 30 3 4

BM 

IWx3
4 30 3 4

BMx1  

IWx3
0.8

Outdoor features 15 2 2 / / 7 3 2 / / 9 23 23 3
BM  

PWx2
7 2 2 / / 11 20 19 2 PWx2 14 14 14 / / 12 15 15 / / 13 33 28 1 IW 10 28 18 4 PWx4 13 13 12 / / 111 153 135 10

BMx1        

IWx1   

PWx8

1.2

Total 75 41 63 42 69 57 59 71 52 49

10 Day Data Collection Totals

Total Ob Cycles = 111Total Ob Cycles = 14 Total Ob Cycles = 12 Total Ob Cycles = 13 Total Ob Cycles = 10 Total Ob Cycles = 13Total Ob Cycles = 15 Total Ob Cycles = 7 Total Ob Cycles = 9 Total Ob Cycles = 7 Total Ob Cycles = 11

DAILY OBSERVATIONAL DATA

Day 1 Day 2    Day 3  Day 4   Day 5   Day 6  Day 7  Day 8     Day 9 Day 10      

Chn Attending = 15                                                 Chn Attending = 17                               Chn Attending = 18                                             Chn Attending = 20                                     Chn Attending = 19                                              Chn Attending = 17                                       Chn Attending = 16                                           Chn Attending = 19                                               Chn Attending = 19                                Chn Attending = 20                                 Total Chn Attending = 180                                                                               

 


