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1 / Preface

This book is an outcome of the International Network C.A.L.M.A.Z, and exam-
ines the opportunities and reality of integration of Physical Education (PE) and
Geography subject matter at the basic elementary school level. The authors are
active members of the network and representatives of universities in the Czech
Republic, Denmark and the Republic of Slovenia.

Interdisciplinary integration is an important didactic approach, which provides
students with deeper and more lasting knowledge. This publication describes how
the participating countries approach the issue of PE and Geography integration
and its implementation.

After comparing contextual factors, namely the specifics of the school systems
in the Czech Republic, Denmark and the Republic of Slovenia, curricular doc-
uments were analysed and compared in detail. A questionnaire survey of PE
and Geography experts from each nation was carried out as well as a content
analysis of selected parts of the curricula. A second questionnaire surveyed
teachers in lower and higher primary classes, university experts, or other spe-
cialists regarding the reality of PE and geography integration.

The results showed that while interdisciplinary integration was often mentioned
in the curricula and encouraged and most teachers believe that the integration of
PE and Geography is important, the subjects have not been integrated sufficiently.
The main reasons are the organisational demands of this type of teaching and
alack of knowledge on the part of the teachers. The research also showed that,
from the teachers’ point of view, outdoor learning is the focal point of interdis-
ciplinary integration between geographic subject matter and PE and sport. For
these reasons, the authors believe that further research and teacher training in
the implementation of interdisciplinary integration is critical. Such research is one
of the partial aims of the project 16-00695S “Fieldwork as a powerful learning
strategy” supported by the Czech Science Foundation. That is why the results
gained from the activity of the C.A.L.M.A.Z. network are used as a pilot study
of the mentioned project. The results are a very good base for deeper analysis of
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integration of geography and movement/PE and also the opportunity to con-
tribute to the debate on strengthening interdisciplinary cooperation (not only
of geography and PE) in schools.

In the final part of the book various examples of PE and Geography integration are
presented. The examples show that, with considered planning and implementa-
tion, a range of interdisciplinary connections is possible which can lighten the
teaching load, whilst interdisciplinary integration in the form of activity days
and excursions can enhance the experiential aspect.
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2 / Introduction-

state of the art analysis

In the pedagogical and didactic fields, interdisciplinary cooperation is one of the
main topics that both professionals and teacher-practitioners discuss and write
about. This means that interdisciplinary cooperation is increasingly making its
way into schools. Hayes Jacobs (1989) describes it as “...a knowledge view and
curriculum approach that consciously applies methodology and language from
more than one discipline to combine a central theme, topic, issue, problem, or
work”. As the debates about interdisciplinary cooperation can differ in different
countries according to actual settings of school curricula, the following text pre-
sents views and ideas of C.A.L.M.A.Z. members’ states—Czech, Danish and
Slovene authors contributing to the discussion.

This topic is certainly not new; interdisciplinary integration has been around
for a long time though it has been described using other terms and concep-
tual approaches. The idea of interdisciplinary integration is actually as old as
teaching itself.

Interdisciplinary cooperation initiatives are aimed at transforming it from a
sporadic (occasional) or random approach to a systematic or planned one,
and above all, towards connecting subjects. The main purpose of the interdis-
ciplinary approach is to overcome the fragmentation of knowledge and pro-
vide students with lasting and useful knowledge and skills. According to Cone,
Werner and Cone (2009, p. 2) “education can be seen as a process of change that
continues throughout a lifetime”. The type of learning experience we have while
in school underpins how we integrate everything we learn, as well as how we
transfer knowledge and skills from one experience to another. These authors
also claim that the foundation of interdisciplinary education is our innate need
to make meaning from discrete pieces of understanding. In 1989 Hayes Jacobs
said that “there is no longer as much discussion among educators about whether to
blend the subject areas, as about when, to what degree, and how best to do it” (Drake
& Burns, 2004, p. 1-2).
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Due to its many different forms, interdisciplinary integration is one of the con-
cepts in the didactic field that has gained many conceptual labels. The scientific
literature contains a number of professional terms that, on the one hand, demon-
strate the diversity of the concept, while on the other hand, create a conceptual
mess (Peterfen, 2000). Noteworthy terms include: learning correlation, cor-
relation in teaching, cross-curricular correlation or correlation between school
subjects, correlation or integration of learning content, cross-curricular links or
integration, and interdisciplinarity. The following terms are also found: com-
plex teaching, integrated instruction, cross-subject teaching, cross-curricular
themes or links, cross-disciplinarity, transdisciplinarity, and, of course, integra-
tive or integrated curriculum.

Recent brain studies (Miheli¢, 2011) confirm what many teachers know from
their own experience—students learn through integration. The more links
that are created in the brain the more successful they are at learning. The brain
has no separate areas for individual subjects. In fact, it is more similar to a road
traffic map on which all routes are interconnected. We experience reality as a
whole, not structured according to the criteria of individual disciplines. The
human brain processes perceptions in parallel, rather than in sequential ways,
and regulates information in a complex network with a clear hierarchy of
relations. Therefore, a more authentic learning process demands more inten-
sive and deeper links between disciplines or school subjects (Pavli¢ Skerjanc,
2010, p. 19).

Cromwell (1989, in Lake, 2002 ) examined how the brain processes and organ-
ises information. The brain organises new knowledge based on previous experi-
ence, and the means associated with that experience. It processes many inputs
simultaneously, producing an integrated (holistic) experience, quickly and
easily. Caine and Caine (1991, in Lake, 2002) note that the basic processes
in the human brain encompass the search for meaning and pattern. The brain
can even “defend” against learning fragmented data presented in an isolated
manner. Learning is noticeably faster and more thorough when content is pre-
sented in a relevant context and thus has an experience component. Learning
theoreticians who advocate a constructivist theory of knowledge spread and
promote modern trends in integrated curricula. Several studies of the brain
support the idea that knowledge is best gained when information is presented
as models and patterns that are understandable and intertwined. This certainly
applies to cross-curricular learning (Lake, 2002 ), which can help teachers create
brain-compatible, learner-centred classrooms and better prepare students for
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lifelong learning (Fogarty & Pete, 2009). Fogarty & Pete, (2009), for example,
propose a four-pronged rationale for using an integrated curriculum, which
incorporates findings from brain-based research, parental concerns, practitioner
challenges, and student perspectives.

Cone, Werner and Cone (2009, p. 5) list the benefits of interdisciplinary edu-
cation, arguing that: (1)it provides new ways to present and use concepts and
skills; (2) it encourages critical thinking skills such as analysis, synthesis and
evaluation; (3) it builds a collaborative approach to learning amongst students;
(4) it motivates students, since learning is fun and meaningful; (S) it encour-
ages teachers to collaborate, gain an understanding of other content areas, and
develop collegial relationships; (6) it increases the ability to recognise and
accept multiple perspectives; (7) it nurtures diverse and creative thinking;
(8) it teaches students to use multiple sources to approach an issue; and (9) it
demonstrates the transfer of knowledge from one learning context to another.

On the other hand, concerns about interdisciplinary approaches have been
raised among some educators and parents who maintain that: (1) it might
cause important content to fall by the wayside; (2) the purity of individual
subject areas and their logical scope and sequence will be lost in integrated
units; (3) one subject area could potentially greatly overshadow another;
(4) teachers may be concerned that they do not possess adequate knowledge
in another subject area; and, (S) school authorities may not offer opportu-
nities for professional development in interdisciplinary education (Cone,
Werner & Cone, 2009, p. 6-7). According to Drake (2007), many of the “gurus”
of the late 1980s and early 1990s declared that integrated curriculum was dead
and they shifted to areas deemed more appropriate to accountability efforts.
Fortunately, the situation has since changed. When educators consider their
curricular objectives and students’ needs, they may choose interdisciplinary
learning to deliver part or all of the content they present.

There are many ways in which to integrate different subjects or content into a
constructive holistic unit (Bunting, 2006; Korvas, 2005). Although some of
the integrations might seem a bit awkward at first, the studies referred to pre-
viously show that initial misgivings should be re-examined. PE, in particular
offers considerable scope for the exercise of cross-cultural and cross-sectoral
links, whilst also providing higher level knowledge (i.e. understanding, inde-
pendent analysis and creative knowledge) (Kovag, Starc & Jurak, 2003; Gilbert,
1992; Connor-Kurtz & Drummer, 1996; Gallahue & Donnelly, 2003; Overby,
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Post & Newman, 2005; Cone, Werner & Cone, 2009). Especially during the
first years of schooling, a child is at the stage of concrete logical operations and
can often be helped to understand the content of other subjects by integrating
it with PE (Stemberger, 2008).

Authors often analyse curricula of different subjects in terms of attainment of
learning objectives (Umek, 2006; Dogla, 2004), whereas others provide a con-
ceptual framework for geographic studies of PE and sport as well as examples
of PE and sports-geographic approaches. This suggests that the geography of
physical activities ought to be given greater prominence in both geography and
PE and sports studies (Rind & Jones, 2011; Posejpal, 2012).

Certain authors show how physical activities can be used to teach geographic
concepts (Rovegno & Gregg, 2007; Pahor Bizjak, 2008), claiming that grow-
ing student interest in PE and sports provides geography teachers with a
prime opportunity to make connections between physical activities and fun-
damental concepts in their discipline (Edgington & Hyman, 2005). However,
others are convinced that despite the popularity of PE and sports, relatively
few instructors use physical activity examples in their classes to get students
interested in human geography topics (for example, migration, diversity)
(Alberts, 2015) or, alternatively, use PE and sport as a pedagogical tool to create
global-mindedness among students (Busey & Waring, 2012).

Some authors (Stemberger, 2008) stress that neither the use of movement in
the classroom nor the delivery of content from other subjects during PE by
itself equates to an interdisciplinary approach if teachers do not realise the
learning objectives of the subjects that they are trying to link. Cross-curricular
teaching is an approach where the teacher attempts to present specific content
or an issue in a comprehensive way by illustrating it from different perspec-
tives. Therefore, such work requires teachers to set well-defined goals, engage
in careful planning and organisation as well as execute organisationally more
demanding teaching processes (Kova, Starc & Jurak, 2003). Teachers should
integrate disciplines only when doing so allows them to teach important con-
tent more effectively (Hayes Jacobs, 1989).

There are authors who also discuss the importance of interdisciplinary
approaches at the tertiary level (Samfira, Merghes & Arslan, 2015) using the
close connections between PE and sports, environmental studies and geogra-
phy as an example. They claim that physical activity and the environment influ-
ence each other. While engaging in outdoor physical activities has a positive
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influence on health, the environment if polluted can cause respiratory illnesses
and difficulty in breathing, induce stress and trigger psychological reactions to
toxic chemicals. Furthermore, certain physical activities are known to directly
influence the natural environment, causing air pollution, ozone layer depletion,
habitat and biodiversity loss, soil erosion or waste generation from spectators
or construction of facilities (Manual on Sports and the Environment, 2005).
This is just one example of how the interdisciplinary approach can help foster
in students a new awareness of the meaningful connections that exist between
different disciplines. Moreover, since discipline-based learning is the standard
teaching structure, tertiary educators have to demonstrate how to approach
issues in an interdisciplinary fashion to their students, otherwise they will be
unfamiliar with how to synthesise or integrate insights from a range of disci-
plines into a comprehensive framework of analysis (SERC Pedagogic Service
Project, 2012).

To conclude, the decision to implement an interdisciplinary approach into
the entire educational vertical should be based upon its fundamental aim of
integrating the concepts and guiding principles from multiple disciplines, to
systematically form a more complete and, hopefully, coherent framework of
analysis that offers a richer understanding of the issue under examination, as
described in the SERC Pedagogic Service Project (2012).
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3/ Basic terminology

The term physical movement of a human being usually refers to the ability of peo-
ple to move in space and time using muscular activity. Conscious relocation
of a person in the given space and time is usually labelled by the term physical
activity, but its definition is not consistent (see Muzik, Vl¢ek et al., 2010). For
instance, Carpensen, Powell and Christenson (1985, p. 126) regarded physical
activity as “any physical movement ensured by skeletal muscles, leading to an incre-
ase in one’s energy expenditure”. Fromel, Novosad, & Svozil (1999, p. 131-132)
define physical activity as a “complex of human behaviour that comprises all one’s
kinetic activities. It is executed by involving skeletal muscles while consuming energy”.

These authors further divide physical activity into non-organized (spontane-
ous) physical activity and organized physical activity. Non-organized physical
activity is described as “free, (usually emotionally conditioned) physical activity
without any supervision”. Organized physical activity is described as inten-
tional physical activity performed under the supervision of a teacher, trainer
or an instructor. The above mentioned authors also distinguish the size of
physical activity as a degree of volume and intensity of physical activities, and
the level of physical activity as the degree to which individual components are
represented, in short FITT (frequency, intensity, time, and type of physical
activity). They also understand the term physical inactivity as absence of regular
physical activity except common everyday activities.

The term physical activities (i.e. plural) is understood by other authors (e.g.
Dobry, Cechovskd, Kra¢mar, Psotta & Siiss, 2009) as a label for various types
of a person’s physical activity. These types are characterised typically by both
internal determinants (for example, physiological, psychical, neuromuscular
coordination, requirements related to muscular fitness, intensity, etc.) and by
outward form and features as performed by the locomotor system at a higher
caloric consumption, i.e. with a higher energy expenditure than that of a person
with resting metabolism. Physical activities are for instance walking, swimming,
running, jumping, throwing, football, etc.
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From the point of view of health, physical activity is an indispensable human
requirement. One of basic prerequisites for maintaining one’s health is con-
sciously performed physical activity included in the locomotive regime (i.e. a
set of regular physical activities) which is part of the life cycle (Teply, 1995) or
one’s daily regime. As many authors point out, it is vitally important to impress
on children the importance of physical activity in people’s lives (see Bunc,
2008; Sekot, 2009, etc.) and its indispensability for enhancing one’s health
(Blahutkova, Rehulka & Dvotékova, 2005 ). Regular physical activity prevents
a range of diseases and obesity, and is a natural tool for reducing obesity (e.g.
Anderson & Butcher, 2006; Miles, 2007).

Decreasing levels of physical activity and deteriorating health and fitness in
children (Vrbas, 2010; Bunc, 2008) encourage the search for new ways of
addressing this situation. Like some of the authors mentioned in the previous
chapter, Korvas and Cacek (2009) claim that using different physical activities
during lessons fosters active participation in the learning process. This in turn
leads to better understanding of the curriculum, in particular by gaining experi-
ence in the practical application of knowledge and skills. Physical activity stim-
ulates the development of motoric neural systems and can be used as a means
of expression or communication. Physical activities motivate children and
encourages their interest in the environment. Therefore, it is advisable to offer
anew teaching approach, such as integrated fieldwork whereby physical activity
can be implemented in various subject lessons in a natural way. Connection
of physical activities with the educational content of different subjects should
have a positive impact on the locomotive regime of primary schools pupils
(Travnicek, 2010).

Pracha (2001) characterizes integrated teaching as cross-curricular teaching
uniting theoretical and practical activities. Such teaching, the author says, is
implemented mainly in the form of integrated subjects, modules or topics that
together can form another subject, or project, that unites information with
practical experience and productive activities. An example is an integration day
when the whole school deals with a common theme. Podrouzek sees integrated
teaching as a “synthesis of individual subjects’ curricula or uniting of cognitively close
educational fields with the emphasis on the complex and global nature of learning,
with a range of cross-curricular relations playing their role. Thus, integrated teaching is
not based on selected areas of education or subjects (i.e. on a subject’s curriculum), but
it arises from so-called integrated curriculum” (Podrouzek, 2002, p. 11).
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Looking for ways to motivate pupils is a never-ending process, which has its
peculiarities in a student’s relation to certain activities. As clearly follows from
other chapters of this publication, schools only have about 800 lessons of phys-
ical education (i.e. less than 100 lessons per school year) to arouse children’s
interest in physical activities and a regular motoric regime. For this reason, tra-
ditional schools fail to teach children healthy lifestyles with a sufficient amount
of physical activities. This may lead to disharmony in their further develop-
ment as well as to premature development of lifestyle diseases. Therefore, it is
advisable to join students’ physical activity with other educational activities at
school and in other subjects.

The best option is to use the natural environment to integrate teaching. While
being aware of all the pros and cons, the authors believe that teaching away from
the classroom not only enables integration of physical activity into lessons, but
also enables environmental topics to be integrated with other subjects. This
way, pupils will gain a clearer idea of the overall subject matter and will better
understand the relations between individual subject fields. This can be called
integrated fieldwork education.

According to Hofmann (2003, p. 7), “(integrated) fieldwork is a complex teach-
ing strategy comprising various teaching methods (experiment, laboratory activities,
observation, project method, cooperation methods, methods of pedagogy of experience,
etc.) and various organisational forms of teaching (walk, field exercise, excursion,
thematic school trips, expeditions). Integrated fieldwork therefore appears to be a
practical way of teaching in which the curricula of different subjects are connected to
field physical activity (i.e. primarily outside the school building). It is the possibility
of integrating curricula, especially the curricula of physical education and geography,
which is the focus of our international research.”
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4 / Aim of the study

Even though many teachers, teacher educators, curriculum developers, and
some politicians see interdisciplinarity as an important issue, there is a lack of
knowledge and research concerning the international comparison of curricu-
lar documents and outcomes, especially when it comes to the subjects of PE
and Geography.

The aim of this international study, between universities from the Czech
Republic, Denmark, and the Republic of Slovenia, focuses on an analysis of
the elementary school curricular documents for PE and Geography and a compar-
ison of the outcomes of a questionnaire survey among teachers in these subjects.

A second aim of this study is to show how such interdisciplinary cooperation
between the two subjects can be carried out, using examples from the three
countries involved.
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5/ Research methodology

Our lives are full of comparisons. Children want to compare their results at
school; they like to show themselves to be, and to be seen as, stronger, faster
or more skilful than others in the playground, or in any other places they play.
Also, all of us as adults compare. We compare our career, financial well-being,
health (our muscles at first, our middle age spread later). As Brandel-Bredenbeck
(2005) states, comparing oneself with others is a core element of identity
development. We compare more or less deliberately, as comparing is a general
cognitive medium of our knowledge.

Comparison is used as a legitimate scientific method and there are various dis-
ciplines, sub-disciplines and special fields of research, for example, in politics,
law, literature, education etc. (Vleek, 2009, 2015). In this monograph the authors
report on theoretical and methodological knowledge derived from a study of
comparative education.

Comparative education is a relatively young area of study in a formal sense
(compared, for example, to comparative law) although the quest for knowl-
edge about practices and systems in education has been in evidence since the
Prussian Count Leopold Berchtold included physical education and sport in
a 400 page questionnaire for travellers in 1789 (Noah & Eckstein, 1969). The
pioneering work of Berchtold was developed by another Frenchman, Marc
Antoine Jullien, who in 1817 published a series of questions on issues in public
education in European countries, including Geography and Physical Education.

According to Noah and Eckstein (1969, see also Halls, 1990) the development
of comparative education has been marked by five identifiable stages, each
characterized by a different motive for comparative study and each produc-
ing a different genre of work. The earliest stage, the period of travellers’ tales,
was promoted by simple curiosity. Second came a period of educational bor-
rowing, when the desire to learn useful lessons from foreign practices was the
major motivation. In the third stage, international education cooperation was
stressed in the interests of world harmony and mutual improvement among
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nations. Since the beginning of the twentieth century, two more stages have
appeared, both concerned with seeking explanations for the wide variety of
educational and social phenomena observed around the globe. The first of
these attempted to identify the forces and factors shaping national educational
systems. The second, and the latest, may be termed the stage of social science
explanation, which uses the empirical methods of various social sciences, for
example, economics, political science, and sociology, to clarify relationships
between education and society.

Manzon (2011, p. 215) defines current comparative education as “an interdis-
ciplinary subfield of education studies that systematically examines the similarities
and differences between educational systems in two or more national or cultural
context, and their interactions with intra- and extra-educational environments. Its spe-
cific object is educational systems examined from a cross-cultural (or cross-national,
cross-regional) perspective through the systematic use of the comparative method,
for the advancement of theoretical understanding and theory building”.

Using this definition, four fundamental principles of comparative research can
be identified; there has to be more than one studied object, they have to be
comparable, and they have to be systematically and scientifically explained in
the global context. Hence, the fundamental principles of comparative research
are (Vl¢ek, 2015):

*  plurality,

* comparability,

* contextuality,

* scientific approach.

These principles mean that a prerequisite for any comparative study, including
the one presented here, is to establish the parameters of the units chosen for
study. In general, comparative analysis can only be carried out when the units
for comparison have some parameters in common, which makes analysis of their
differences meaningful (Holmes, 1984). Rather than mechanical identification
of similarities and differences between two or more places, attention should
be paid (1) to the underlying context of these commonalities and differences
(Noah & Eckstein, 1969, p. 97; Liu, 2008), and (2) to their causal relevance to
the phenomenon being examined (Noah & Eckstein, 1969).
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Comparative research in the social sciences is inseparable from a research
strategy that is “systematic, controlled, empirical and critical” (Almond & Verba,
1963). Here two approaches have been distinguished. The first, the problem
approach, as Bereday (1964) states, enables the researcher to survey compar-
ative evidence in small segments. The second, the total approach, exposes the
whole phenomenon to study.

The problem approach fundamentally involves the selection of one theme or
topic. As Noah and Eckstein (1969, see also Holmes, 1981; Manzon, 2007)
stress, without a specific topic there is no way to decide what data are relevant
in the early stages of the investigation, when data gathering should cease, and
what countries ought to be included in the sample. This approach has been
followed in this study.

In Bereday’s (1964) classic book Comparative Method in Education, the author
introduces his four-step method of comparative analysis, consisting of descrip-
tion, interpretation, juxtaposition, and simultaneous comparison.

It is important to stress once again that the fundamental aspect of problem ori-
ented comparative research is the definition of one theme or topic and one or
more precisely described problems. Most important, perhaps, are the criteria by
which one accepts or rejects statements about social life. The ultimate criterion
is the method by which they are gathered; that it should be relatively system-
atic and reliable and it ought to be amenable to replication, so that some other
researcher looking at the same body of material would come up with roughly
the same results (Almond & Verba, 1963). All this implies that the method
should be public and explicit.

This study is based on methodology that builds on comparative research in
educational sciences (Noah & Eckstein, 1969; Bray & Thomas, 1995; Manzon,
2011) and in physical education and sport (Brandl-Bredenbeck, 2005; Howell,
Howell, Toohey & Toohey, 1979). As regards the selection of research meth-
ods, the structure of the curriculum as described by Keeves & Adams, (1997)
was taken into consideration. The main problem focused on is how PE and
Geography curricula are combined in the documents of the researched countries.

The selection of the countries was, of course, motivated by their membership in
the C.A.L.M.A.Z network, but also by differences between the countries (dif-
ferent historical and cultural traditions, state systems, economic development,
language, geographical indications, etc.) and similarities—all three countries
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have recently introduced changes in schooling involving a modernization of
the curriculum, including PE and Geography.

The core of the study is an analysis of the curricular documents for PE and
Geography and a comparison of the outcomes. The research methodology
builds on the classic comparative research methodology proposed by Bereday
(1964), which, as previously mentioned, comprises the following steps—
understanding, juxtaposition and comparison. The data analysis in this study
therefore consisted of the phases described below.

1/  Description-data collection

The research concentrated on elementary education as PE and Geography
constitutes a compulsory part of the curriculum in all three countries. Since
the curriculum documents differed in number and length, those sections in the
documents that related directly to PE and Geography were identified.

The following documents which constituted the set of primary sources were
compared:

The Czech Republic:

* Framework Educational Programme for Elementary Education (FEP EE,
2016). Retrieved from http://www.nuv.cz/uploads/RVP_ZV_2016.pdf

* Educational Standards for Elementary Education—Physical Education
(Standardy pro zakladni vzdélavani, Télesna vychova). Retrieved from
http://clanky.rvp.cz/wp-content/upload/prilohy/17383 /telesna
vychova_zdravotni telesna_vychova.pdf

* Educational Standards for Elementary Education—Geography
(Standardy pro zékladni vzdélévani, Zemépis /Geografie/). Retrieved
from http://clanky.rvp.cz/wp-content/upload/prilohy/17383 /zemepis_
geografie.pdf

Denmark:

* Danish Ministry of Education—Overarching goals and purposes of the
primary and lower secondary school in Denmark (2006). Retrieved from
https://www.uvm.dk/Uddannelser/Folkeskolen/Folkeskolens-maal-
love-og-regler/ Om-folkeskolen-og-folkeskolen-formaal/Folkeskolens-
formaal
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Danish Ministry of Education—PE Curriculum (2014). Retrieved
from http://www.emu.dk/modul/idr%C3%A6t-f%C3%A6
lles-m%C3%ASI-1%C3%A6seplan-og-vejledning

Danish Ministry of Education—Educational Act, §15 concerning phys-
ical activity in primary and lower secondary school (2014). Retrieved
from http://www.emu.dk/modul/lovgivning-og-rammer-4

Danish Ministry of Education—Geography Curriculum (2014).
Retrieved from http://www.emu.dk/modul/geografi-f%C3%A6
lles-m%C3%ASI-1%C3%A6seplan-og-vejledning

Danish Ministry of Education— Statistics on pupils in primary schools
and private schools (2015). Retrieved from http://www.uvm.dk/
Service/Statistik/Statistik-om-folkeskolen-og-frie-skoler/Statistik-
om-elever-i-folkeskolen-og-frie-skoler

The Republic of Slovenia:

Kurikulum za vrtce, 1999. Strokovni svet RS za splosno izobrazevanje,
Ljubljana, 54 p. (Kindergarten curr.)

Uc¢ni nacrt Druzba, 2011. Republika Slovenija, Ministrstvo za $olstvo
in $port, Zavod RS za Solstvo, Ljubljana (Social Studies Curriculum/
Primary School)

Ucni nacrt Geografija, 2011. Republika Slovenija, Ministrstvo za $ol-
stvo in $§port, Zavod RS za Solstvo, Ljubljana (Geography Curriculum/
Primary School)

Ucni naért Spoznavanje okolja, 2011. Republika Slovenija, Ministrstvo
za $olstvo in $port, Zavod RS za Solstvo, Ljubljana (Learning about the
Environment Curriculum/Primary School)

Ucni naért Sportna vzgoja, 2011. Republika Slovenija, Ministrstvo za
$olstvo in $port, Zavod RS za $olstvo, Ljubljana. Retrieved from http://
www.mizs.gov.si/fileadmin/mizs.gov.si/ pageuploads/podrocje/os/
prenovljeni UN/UN_sportna_vzgoja.pdf

In addition, the following documents were included as secondary sources:

International Comparison of Physical Education (Piihse & Gerber,
2005) and
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* The structure of the European educational systems 2014/2015 (Euridice,
2014).

Questionnaire surveys

The results of the analysis of curriculum documents were complemented
with questionnaire surveys (1) of experts in PE and Geography and who are
C.A.L.M.A.Z. members and (2) among teachers focused on the implementa-
tion of the curriculum. The detailed methodologies are described in Chapter 10,
which deals with results. The questionnaires are also included in this chapter.

2/ Understanding (interpretation)

The goal of this phase of comparative research is to thoroughly describe the
material and understand the connections to the research problem; for example,
Holmes (1981, p. 61; see also Noah & Eckstein, 1969) asserts that a valuable
descriptive study is prepared with a clear problem in mind, which allows for
the collection of relevant data and subsequently for comparison.

As Hendl (2008, p. 223) observes, ‘a qualitative analysis aims at a systematic,
non-numerical data organization whose goal is to reveal topics, patterns, charac-
teristics and relations”. The purpose of a qualitative analysis is not to identify
the distribution of a phenomenon, but to adduce convincing evidence for its
existence and its particular structuring.

Hence, the analytical tools used in this research did not rely on quantification,
but on creating semantic categories and their description, employing primary
and secondary content analysis.

3/ Juxtaposition-coding and categories

The authors conducted an in-depth descriptive analysis of the educational sys-
tems in the three countries and of their Geography and PE curricula using codes
taken from existing research (deductive coding: Richterov4, 2006, Vl¢ek &
Janik, 2010) as well as new codes (inductive coding: see Svati¢ek & Sedovd,
2007). The juxtaposition is shown in chapter 10.2.2.

The curricula were scrutinized from two points of view, namely, the formal
aspects of the documents as well as their content. The texts were divided into
units, which were subsequently coded.
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4/ Comparison-looking for causalities

On the basis of the code categories (Svati¢ek & Sedové, 2007) in which the
data and categories are aggregated and synthesized, key statements were formu-
lated. This last step involves data interpretation, comparison and suggestions
for the solution of the problem. These will be presented in the closing chapters.
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6/ Findings and results

In Chapters 7, 8 and 9 we present a descriptive analysis of the individual count-
ry’s educational system and their PE and Geography curricula. Possible ways of
combining the PE and Geography curricula in each country are also presented.

These descriptive chapters are followed by the results of the comparative
analysis of the school systems, the PE and Geography curricula and PE and
Geography integration.
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7/ The Czech Republic

7/1 Introduction

The Czech Republic has been an independent European country since 1 January
1993.Itis alandlocked country in Central Europe bordered by Germany to the
west, Austria to the south, Slovakia to the southeast and Poland to the northeast.
Prague, the capital and largest city, has over 1.2 million residents. The Czech
Republic includes the historical territories of Bohemia, Moravia, and Silesia,
and with a total area of 78 889 km” is a middle-sized European country. The
Czech Republic has 10.5 million inhabitants (June 2016), which puts it in the
13" place in Europe (out of 43 countries). Density of population is 134 inha-
bitants per sq. kilometre.

The Czech landscape is exceedingly varied. Bohemia, to the west, consists of
a basin drained by the Elbe and the Vltava rivers, surrounded by mostly low
mountains, such as the Krkonose range with the highest point in the country,
Snézka (1603 m). Moravia, the eastern part of the country, is also quite hilly.
It is drained mainly by the Morava River, but it also contains the source of the
Oder River.

The Czech Republic has a temperate continental climate, with warm summers
and cold, cloudy and snowy winters. The temperature difference between sum-
mer and winter is relatively high, due to the landlocked geographical position.

The president is the formal head of state, and a bicameral Parliament is the
supreme legislative body of the Czech Republic. The Czech Republicis a mem-
ber of NATO and the European Union. It is also part of the Visegrad Group.
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7/2 The educational system of the Czech Republic

As many sources state, the history of Czech education begins in 863 with the
invitation by Rastislav of Moravia to Cyril and Methodius to come to Great
Moravia and serve liturgy in the Slavic language. A big step forward occurred
on 7 April 1348 when Charles IV founded the first university in Central Europe.
Compulsory school attendance for every child between ages 6 to 12 was intro-
duced in 1774 by the Habsburg emperor Maria Theresa of Austria (1740-1788).

Nowadays, all types of education are found in the Czech Republic, ranging
from the pre-school, primary, secondary, tertiary, postgraduate to lifelong edu-
cation. Compulsory school attendance is nine years, from 6 to 15 years old, but
schooling continues for many students until they turn 17. As shown in Figure 1,
compulsory education takes place either in continuing (single structure) pri-
mary (elementary) schools, or in primary schools and the lower classes of sec-
ondary schools, since students can enrol in 8- or 6-year Gymnasia after either
Grades S or 7 respectively.
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Education in the Czech Republic is free, but there are some exceptions like
preschools, where only the pre-elementary school year is free and parents pay
for any additional years. There is also a long-standing policy discussion about
paying university tuition fees. However, currently parents only pay for textbooks,
basic equipment and food if their child eats in a school cafeteria. The state also
pays health insurance for students up to 26 years of age (up to 28 years in case
of PhD study).

The education system of the Czech Republic is divided into relatively inde-
pendent educational levels corresponding to school type:

* preschools—from 2 to S years of age (last year mandatory),
* primary (elementary) education—from 6 to 15 years of age, mandatory,

* secondary education in professional secondary (high) schools, grammar
schools, vocational schools and courses,

* tertiary education at universities.

Nursery schools (preschool) provide institutional preschool education of
children aged from three until they start attending primary school, typically
at the age of six. In cooperation with families, preschool education ensures
all-round child-care, supplementing family upbringing as well meeting social-
ization needs. Attendance in a nursery school is not compulsory and does not
provide any level of formal education; as stipulated by the law; it is a preschool
institution, not a school.

Primary (elementary) education lasts nine years and is compulsory for all eli-
gible children. It provides pupils with basic education and intellectual, ethical,
work-related, aesthetic, and physical education, and prepares them for further
studies and practice. It is divided into a two levels. Level 1, elementary school
(ISCED 1), lasts five years, from Grades 1 to S. The classes are usually lead by
one teacher for all subjects (sometimes there is a second teacher for foreign lan-
guage or physical education classes, etc.). Level 2, the lower secondary school
(ISCED 2) lasts four years from Grades 6 to 9. A student completes this level
either in a continuing (single structure) primary school or at the lower second-
ary level of a 6- or 8-year Gymnasium. Every subject is taught by a specialised
teacher (most teachers have two specialisations).

After obligatory primary education, at the age of 15, pupils can continue in
higher types of schools that vary in the number of years, type of qualification
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and possibility of university studies. The upper secondary school (ISCED
3) builds on the curriculum acquired during primary education. It provides
students with a wider context of general education, or vocational education
combined with general education, and hence with the knowledge and skills
required for a job or further studies.

Secondary schools can be divided into three basic types: gymnasium (grammar
schools), secondary professional schools, and secondary vocational schools.

* Gymnasia (grammar schools) provide a comprehensive secondary
education finished by a school-leaving (maturita) exam and primarily
prepare their students to study at a university. The study program is four,
six, or eight years long with some students completing their compulsory
school years at the longer 6- and 8-year schools. These grammar schools
are mostly for talented children and entrance exams are required.

* Secondary professional schools provide students with a comprehensive
secondary, professional education finished with a school-leaving (matu-
rita) exam and prepare their students for specialist and/or professional
jobs or for university studies. The study program usually lasts four years.
Secondary professional schools may also offer short-term programs;
however, these do not have a school-leaving exam and do not allow stu-
dents to study at a university.

* Secondary vocational schools prepare students for skilled and semi-
-skilled occupations and are designed for students who did not finish
all nine years of their primary education or because they failed Grade 9.
The study program typically lasts three years and is finished with a final
school exam. Some students will attend the schools on a part time basis
and also attend training centres to acquire the skills required by specific
jobs. Secondary vocational schools may also offer 4-year study programs
providing a complete professional education finished with a state orga-
nised school-leaving (maturita) exam.

Higher education (ISCED §) in the Czech Republic consists of public, state
(police and military) and private universities. Studies at public universities are
unlimited and free, but students older than 26 are not entitled to the student sta-
tus from social services and the state will not pay their health insurance should
they continue to study. At private universities tuition fees vary between €2 000
and €3 000. For BSBA and MBA (not accredited by the Ministry of Education)
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study programs tuition fees vary between €3 000 and €10 000. The prestige
and quality of education and research in public and state universities is much
higher than in private ones.

7/3 Introduction of the official curricula

Major educational changes took place in the Czech Republic after the social,
political, and economic changes that occurred in 1989. During the 1990s
there were changes to the curriculum at all educational levels and in all types
of schools. Curricular projects were developed exclusively at the national level
by staff at the Ministry of Education and research institutes under the responsi-
bility of the Ministry. Unfortunately teachers and their associations were rarely
asked to participate in these projects.

The outcome was the educational revisions set out by The National Programme
for the Development Education in the Czech Republic (or White Paper)
approved in February 2001. It aims at a policy where school curricula are devel-
oped at two levels. The centrally developed Framework Education Programmes
(FEPs) define the educational objectives and content of the curricula. These
centrally-drafted curricular projects are binding for all schools. They provide
a foundation for the School Education Programmes (SEPs) that are set at the
school level to help teachers refine and customize the objectives and content
of the subjects they teach.

The FEPs specify (1) the level of key competences that students should acquire
by the end of specific education levels, (2) define an obligatory content of edu-
cation (expected outcomes and curriculum), and (3) integrates cross-curricular
topics as an obligatory part of education. The document encourages a complex
approach towards the content of education, including cross-curricular lessons
or teaching, and expects the use of various teaching techniques, methods and
tuition forms in accordance with students’ individual needs. It is an open docu-
ment, regularly updated according to the changing needs of society.

For the compulsory stage of education (Grades 1 to 9), the Framework
Education Programme for Elementary Education (FEP EE) defines the bind-
ing scope of education at this level.
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Six key competences are identified in the SEP EE:
* learning competence,
* problem-solving competence,
* communication competence,
* social and personal competence,
® civic competence,

* professional competence.

The educational content is divided into nine, roughly defined educational areas:
* Language and Language Communication;
* Mathematics and Its Application;
* Information and Communication Technologies;
*  Man and His World;
* Man and Society;
* Man and Nature;
* Arts and Culture;
* Man and Health;
* Man and the World of Work.

These nine educational areas consist of one or more educational fields of sim-
ilar educational content, for example, Man and Health includes both physical
education and health education whereas Man and Nature comprises physics,
chemistry, biology, natural sciences and geography.

The FEP EE describes in detail the characteristics and objectives of each edu-
cational area and its educational content (i.e. expected outcomes and the cur-
riculum for each educational field).

/31/



The mandatory curricular documents in the FEP EE are sufficiently broad that
schools have a level of autonomy with respect to planning what they will teach
and how. Individual schools are obliged to develop SEPs based on the FEP for
the relevant level and type of school. While preparing these documents, the
school can introduce and implement, within the framework of the curricular
documents, their own ideas regarding the content of lessons and how the les-
sons should be delivered.

The schools divide the content of each educational fields into “subjects of
instruction” which are further developed, in syllabi that meet the individual
needs, interests, specialisation and talents of their pupils. This ensures the
development of the key competences.

The FEP EE prioritizes the exploitation of interdisciplinary links and the inte-
gration of individual subjects and facilitates the integration of the educational
content at the level of themes, thematic areas, or educational fields. It is possible
for schools to create one or more subjects from one educational field, or to
create a subject by integrating the educational content of several different edu-
cational fields (i.e. integrated subject of instruction). However, the integration
of the educational content must respect the logic of the structure of the indi-
vidual educational fields—functional integration requires a qualified teacher.

A crucial part of the educational reforms in the Czech Republic is that schools
have to develop these SEPs. It is mainly in this regard that teachers have criticized
their implementation by the Ministry of Education, Youth and Sport (MEYS,
MSMT in Czech) for the low on ground support, weak co-ordination, excess
bureaucratic demands, and for not-involving the academic community (Janik
etal,, 2011). This has resulted in teachers not accepting the curricular reforms.
The study results of Czech pupils have declined and as a result, the Ministry of
Education, Youth and Sports has decided to include educational standards for
each subject into the official curricula of the FEPs.

7/4 Description of PE curricula

As stated previously, Physical Education (PE) is part of the educational area Man
and Health, which also includes Health Education (FEP, 2016). The instruction
in this educational area is aimed at forming and developing key competences
by guiding pupils towards:
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* recognising health as the most important life value;

* understanding health as a balanced state of physical, mental and social
well-being and towards feeling a sense of joy from activities supported
by movement, a pleasant environment and an atmosphere of positive
relations;

* learning about Man as a biological individual dependent in the individual
stages of their life on their own behaviour and decision making, on the
quality of interpersonal relations and on the quality of the environment;

* gaininga basic orientation in opinion on what is healthy and can benefit
health, as well as what endangers and harms health;

* applying the mastered preventative methods to influence their health in
a daily regimen, strengthening ways of decision making and behaving in
accordance with the active promotion of health in every life situation as
well as familiarising themselves with and utilising places related to pre-
ventative healthcare;

* combining behaviour and activities related to health and healthy inter-
personal relations with basic ethical and moral attitudes, willpower, etc.;

* understanding fitness, good physical appearance and mental well-being
as important preconditions for choosing a professional path, partners,
social activities, etc.;

* engaging actively in activities supporting health and in promoting acti-
vities beneficial for health at school and in the municipality.

The aim of PE as a component of the pupil’s more complex education in health
issues (FEP, 2016), is for the pupils to become acquainted with their abilities
and interests in personal movement as well as the effects of specific movement
activities on their physical fitness and mental and social well-being (FEP, 2016).
PE progresses from the pupil’s spontaneous movement activity to guided and
selective activity, the aim being for pupils to acquire the ability to judge their
individual level of physical fitness independently and to include movement into
their daily routine. The result of such physical activity is: (1) the satisfaction of
personal movement, needs, and interests; (2) optimal development of fitness
and performance; (3) recuperation of strength and compensation for various
forms of stress; and (4) the promotion of health and the protection of life. In
elementary education, a prerequisite for mastering good movement skills is for
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the pupil to experience movement and communication during movement—
a properly mastered skill retrospectively reinforces the quality of the experience.

PE is characterised by the recognition and development of movement talents.
This requires the differentiation of the pupils’ activities as well as of the evalua-
tion of their performances. It is no less important to discover the pupil’s health
impairments and to correct them by means of common as well as specific forms
of movement education - in compulsory PE classes, or, if necessary, in optional
remedial PE. For this reason, an indispensable part of physical education is
corrective and special balancing exercises, used preventively, as needed, during
PE for all pupils, or assigned to pupils with a physical impairment, instead of
activities that are counter-indicative of their impairment.

The educational content of the PE curriculum (excluding remedial PE) is
divided into three thematic areas:

* Activities affecting health.
* Activities affecting the level of physical skills.
* Activities encouraging movement learning.

Expected outcomes and subject matter for each area are clearly defined as can
be seen from the example below (FEP, 2016, p. 98):

Activities affecting health:
Expected Outcomes
The pupil shall:

* participate actively in organising his/her personal movement regimen
and include certain movement activities regularly and with a specific goal;

* strive to improve his/her physical fitness; select a suitable development
programme from what is offered;

* prepare himself/herself before a movement activity and complete it inde-
pendently in harmony with the main activity - used muscles;

* refuse drugs and other noxious substances as incompatible with sports
ethics and health; adjust his/her movement activities according to data
on air pollution;
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* Dbehave adequately and safely even in less familiar environments of sports
grounds, nature, traffic; anticipate possible sources of injury and adapt
his/her activities accordingly.

Subject Matter

* the importance of movement for health—fitness and wellness and per-
formance sports, boys’ and girls” sports;

* health-oriented fitness—development of health-oriented fitness, condi-
tioning programmes, working with load;

* prevention and correction of unilateral load and muscular imbalance—
preparatory, compensation, balancing, relaxation and other health-ori-
ented exercises;

* hygiene and safety during movement activities—in non-standard envi-
ronments, first aid during physical education and sports in various envi-
ronments and under diverse weather conditions, improvised treatment
of injuries and transport of the injured.

According to the FEP, a variety of activities should be used in PE classes to
deliver the FEP health goals. However, the current Czech PE curriculum is
not universally understood and/or accepted and there is a low congruence
between the intended and implemented curriculum (Vi¢ek & Muzik, 2012).
This presents a significant problem for researchers in evaluating Czech educa-
tional reform. As mentioned previously the development of physical educa-
tion standards was meant to help address the situation. However, there is no
empirical evidence available on what the standards should be. Furthermore, the
FEPs were not formulated with the future standards in mind; the FEP already
contains outcomes in relation to attitude and behaviour as well as skills and
theoretical knowledge and it is not clear how additional educational standards
would align with the existing outcomes. Thus, the PE educational content of
the FEP is difficult to achieve, standardise and evaluate.
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7/5 Description of Geography curriculum

In elementary education, the Geography curriculum is a part of two educational
areas, Man and his World and Man and Nature (FEP, 2016).

Man and his World is the only educational area in the FEP EE that is designed
solely for Stage 1, (Grades 1 to S) of elementary education (ISCED 1). This s
a complex area with broad educational content concerning man, family, society,
home country, nature, culture, technology, health, etc. It works with the past in
mind as well as the present, and leads towards the acquisition of skills for real
life through its broadly conceived, integrated content.

The condition for success in this educational area is the pupil’s own experience,
in actual or hypothetical situations, in acquiring the necessary skills, course of
action and decision-making. The teacher’s personal example also contributes
significantly. The interconnectedness of this educational area with real life and
practical experience greatly helps pupils cope with new life situations, includ-
ing their new role as pupils where it helps them find their position among peers
and reinforces their work and regimen habits.

The instruction in this educational area is aimed at forming and developing key
competences by guiding the pupil towards:

* developing work habits both through simple independent work and
teamwork,

* becoming familiar with the financial issues and values and responsible
personal budget administration,

* becoming familiar with the world of information and interconnecting his-
torical, geographical and cultural information in terms of place and time,

* expanding his/her vocabulary in the topics being studied, describing
observed facts and capturing them in his/her own forms of expressions,
opinions and creations,

* discovering and understanding differences between people, towards
adopting cultivated and tolerant conduct and behaviour on the basis of
jointly created and accepted or generally applied rules of coexistence,
towards fulfilling duties and common tasks,
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acting independently and self-confidently, communicating effectively and
in such a way as to avoid problems and conflicts even in less common
situations, becoming acquainted with his/her uniqueness (potential and
limits) and influencing it,

developing a considerate attitude to nature as well as cultural products,
and towards seeking ways of actively participating in their protection,

expressing positive feelings towards himself/herself and his/her surroun-
dings naturally,

discovering and becoming acquainted with everything in which he/she
has an interest, that he/she likes and that could be an area of future
success,

learning about the essence of health and the cause of diseases and injuries
and their prevention,

learning and reinforcing preventative behaviour, effective decision making
and useful conduct in various situations where his/her health and safety
as well as those of others are endangered.

The educational content of the educational area Man and His World is divided
into five thematic areas:

Place where we live;
People around us;
Man and time;
Diversity of nature.

Man and his health.

The Geography curriculum is concentrated into the first and fourth above

mentioned thematic areas. In the first thematic area, Place where we live,

pupils learn by becoming acquainted with their immediate surroundings, and

with the relations and connections therein, as well as gaining an understand-

ing of the organisation of family life, school life, life in the municipality and in

society. They learn to participate in everyday life with their own activities and

ideas, to seek new and interesting things and to be able to exist safely in this

/43/



world. Emphasis is placed on traffic education, practical learning about local
and regional information and on developing the pupil’s personal experience.
Various activities and tasks should naturally encourage pupils to form a pos-
itive relationship with the place where they live, and gradually develop their
national consciousness in relation to our country.

In the fourth thematic area, Diversity of Nature, the pupils learn about the Earth
as a planet in the solar system where life was created and has been developing.
They discover the great diversity and variability of both animate and inanimate
nature in our country. They are guided towards realising that the Earth, and
life on it, constitute a whole, where all major actions are in mutual harmony
and balance, and that this can be easily disturbed by Man and restored only
with difficulty. Through practical exploration of their surrounding area and by
research, pupils learn to seek evidence of changes in nature, to make use of and
evaluate their observations and records, and to monitor the impact of human
activities on nature. They also learn how to contribute in age-appropriate ways
to protecting nature, improving the environment and to creating long-term
sustainable development.

The fifth thematic area, Man and His Health, offers considerable opportunity
for integration with the PE curriculum. In this area, pupils are provided with
information mainly about themselves as living human beings with biological
and physiological functions and needs. They learn how Man develops and
changes from birth to adulthood, and what is suitable and unsuitable regarding
daily regimen, hygiene, diet, interpersonal relations, and so. They acquire basic
information on health and disease, on wellness and first aid, and safe conduct
in various real life situations, including emergencies endangering the health
of individuals as well as entire groups of people. Pupils gradually realise how
responsible each person is for their individual health and safety, as well as the
health of others. They learn that health is the most precious value of life. They
acquire the necessary knowledge and skills by observing visual aids and spe-
cific situations, and through role playing and solving hypothetical situations.

In Stage 2 (ISCED 2) of elementary education (Grades 6 to 9), the geography
curriculum is defined in the educational area, Man and Nature, and includes
a range of topics associated with the investigation of nature. It provides pupils
with the tools and methods for a deeper understanding of natural facts and
their inherent laws, thus giving them the necessary foundation for a better use
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and understanding of modern technologies and helping pupils better orient
themselves in everyday life.

The instruction in this educational area is aimed at forming and developing key
competences by guiding the pupil towards:

* investigating natural facts and their interconnections while employing
various empirical methods of cognition (observation, measurement,
experiment) as well as various rational methods;

* needing to ask questions regarding the course and causes of various natural
processes, to formulate these questions properly and to seek adequate
answers to them;

* such thinking that requires verifying expressed hypotheses on natural
facts through several independent methods; assessing the importance,
reliability and correctness of collected natural-science data in order to
confirm or refute previously articulated hypotheses or conclusions;

* becoming engaged in activities aimed at considerate behaviour towards
natural systems, his/her health and the health of others;

* understanding the connections between human activities and the state
of the natural and living environments;

* thinking and behaving in a way that prefers as efficient a use of energy
resources in practice as possible, including the widest use of renewable
energy resources possible, in particular solar radiation, wind, water and
biomass;

* forming the skills to act appropriately when coming into contact with
substances or situations which represent a potential or real threat to the
life, health, property or environment of Man.

According to the FEP EE (2016), the educational fields of Man and Nature,
namely Physics, Chemistry, Natural Sciences and Geography, allow pupils
through activity- and research-based instruction to develop a deeper under-
standing of the laws governing natural processes. Thus, they become aware of
the usefulness of natural-science knowledge and its application in everyday life.

What is especially significant is that pupils, in studying nature through a range of
specific learning methods, master important skills. These include the following:
to observe, experiment and measure systematically, objectively and reliably; to
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form and verify hypotheses regarding the nature of observed natural phenom-
ena; to analyse the results of this verification; and to draw conclusions from
them. Thus, pupils learn how: to investigate the causes of natural processes and
the connections or relations between them; to ask questions (How? Why? What
would happen if?) and to seek answers; to explain the observed phenomena;
to seek and solve cognitive or practical problems, and; to use their knowledge
of the laws governing natural processes to be able to predict or influence them.

The educational content of Man and Nature at this level (Grades 6 to 9) is
divided into seven thematic areas:

* Geographic information, data sources, cartography and topography;
* A natural image of the Earth;

* Regions of the world;

* The social and economic environment;

¢ Environment;

* The Czech Republic;

* Field geographic education, practice and application.

The FEP document defines expected outcomes and subject matter for each area
as shown in the following from the example of Geographic information, data
sources, cartography and topography (FEP, 2016, p. 75):

Geographic information, data sources, cartography and topography.
Expected outcomes
The pupil shall:

* organise and evaluate geographic information and data sources adequately
from available cartographic products and studies, from graphs, diagrams,
statistical and other information sources;

* use basic geographic, topographic and cartographic terminology with
comprehension;

* assess geographic objects, phenomena and processes in the landscape
area, their certain regularities, inherent laws and differences, their
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interconnectedness and conditionality adequately, and distinguish
borders (barriers) between fundamental spatial components in the
landscape;

* create and utilise his/her own mental schemes and mental maps to orient
himself/herself in specific regions, to perceive and assess places, objects,
phenomena and processes in them spatially, and to form attitudes towards
the world around.

Subject Matter

* geographic and cartographic terminology—selected widely-used geogra-
phic, topographic and cartographic terms; basic topographical formations:
important points, significant linear formations, surface formations and
their combinations: networks, surfaces, foci—plexi; main cartographic
products: plan, map; map terminology: symbols, conventional markings,
legends; statistical data and their graphic expression, tables; basic infor-
mation geographic media and data sources;

* geographic cartography and topography—globe, globe scale, geogra-
phic grid, meridians and parallels, geographic coordinates, determining
geographic position in the geographic grid; scale and content of plans
and maps, orienting plans and maps with respect to the cardinal points;
practical exercises and applications using cartographic products available
in printed and electronic forms.

7/6 Possible ways to combine PE and Geography
in the Czech curricula

Czech pupils have Geography and PE lessons throughout all the nine years
of compulsory education. However, in higher secondary schools, while PE is
always part of curricula, Geography is only taught at some secondary schools,
mainly gymnasia, business schools, and travel and tourism schools. The same is
true of these lessons at university. While PE lessons are part of all universities’
curricula, Geography lessons are only included in the study programs of the
Faculties of Education, and geographical studies are only taught at Faculties
of Science. However, Geography may also be taught as part of study programs
dealing with travel and tourism or with economics.
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It is apparent, therefore, that the greatest opportunities for integration of the
PE and Geography curricula can be found in the elementary curricula.

From the point of view of the Geography curriculum, the integration of
Geography and PE can especially be found in the thematic area of Field geo-
graphic education, practice and application (from Man and Nature) and its
subject matter as follows:

* field exercises in and observations of the local landscape, geographical
excursions—orientation points, phenomena, aids and devices; standpo-
int, determining cardinal and intercardinal points, navigation using a map
and an azimuth, estimating the distances and heights of objects in the
field; simple panoramic sketches of the landscape, layout plans, schematic
sketches of a route axis, evaluation of natural phenomena and indicators;

* preservation of life when life and health are endangered—natural disas-
ters; measures, conduct and behaviour when a dangerous situation
occurs, namely natural disasters in model situations.

For this thematic area, the FEP EE defines the following expected outcomes:
The pupil shall:
* master the basics of practical topography and orientation in the field,

* apply practical methods in the field when observing, depicting and asse-
ssing the landscape,

* observe fundamental rules for the safety of activity and sleeping in the
open.

This thematic area, as well as the one described in the previous section
(Geographic information, data sources, cartography and topography), per-
vade the whole geography course at the upper primary school level and provide
opportunities for integration of geographic subject matter with PE.

From the perspective of the PE curriculum, opportunities for integration can
primarily be found in the thematic area of Activities affecting the level of phys-
ical skills. For this thematic area, the FEP EE defines following subject matter:

* hikingand sleeping in nature—movement to the field and proper conduct
in transport vehicles, walking in the field, camping, nature preservation.
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Another relevant factor is the subject matter of PE: swimming, skiing, ice skat-
ing, snowboarding or other movement activities depending on the conditions
of the school and the interests of their pupils. It is also reasonable to assume
that the integration of physical education and geography, especially within field
lessons, may further develop the content of thematic area of activities affecting
health in the following ways:

* the importance of movement for health—the pupil’s exercise regimen,
movement length and intensity;

* preparation of the organism—pre-movement preparation, cool down
after exertion, tensing and stretching exercises;

* health-oriented activities—proper body posture, proper load lifting; tra-
ining, compensation, relaxation and other health-oriented activities and
their practical application and development of various forms of movement
speed, endurance, strength, flexibility, coordination;

* hygiene during physical education—hygiene concerning exercise acti-
vities and the exercise environment, suitable clothing and footwear for
movement activities;

* safety during movement activities—organisation and safety of the exer-
cise space, safety in changing rooms and washrooms, safe preparation
and storage of gym apparatus, equipment and aids, first aid under phys-
ical-education conditions.

From the geographic point of view these activities can be used to learn orien-
tation, description of land reliefs, assessment of tourism development or other
geographical characteristics during outdoor sport activities such as skiing or
running.

Further opportunities for combining PE and the Geography curricula can be
found in the Cross-Curricular Subjects. Cross-curricular subjects in the FEP
EE examine current problems of the contemporary world. These subjects have
become a significant and indispensable part of elementary education in the
Czech Republic. They represent an important formative element of elemen-
tary education, create the opportunities for individual engagement as well as
cooperation between pupils, and contribute to the development of the pupil’s
character, primarily in the area of attitudes and values.

/49 /



All the descriptions of all the cross-curricular subjects have a similar structure.
First, they contain the Characteristics of the Cross-Curricular Subject, where the
significance and position of the cross-curricular subject in elementary edu-
cation are emphasised and followed by a specification of the relationship of
the cross-curricular subject to the educational areas. Second, they contain
the Contribution of the Cross-Curricular Subject to the Development of the Pupil’s
Character both in the area of knowledge, skills and abilities and in the area of
attitudes and values.

Cross-curricular subjects are a compulsory part of elementary education. All
cross-curricular subjects included in the FEP EE must be incorporated by the
school in the education at both Stages 1 and 2. Not all cross-curricular subjects,
however, need to be represented at each form. It is the school’s responsibil-
ity to offer all the thematic areas contained in the individual cross-curricular
subjects to pupils in the course of elementary education. However, the extent
and manner of their implementation is determined by the school when they
develop their SEPs. Cross-curricular subjects may be used as an integrated part
of the educational content of a subject or in the form of independent subjects,
projects, seminars, courses, etc.

The following cross-curricular subjects are included in the FEP EE:
*  Moral, Character and Social Education;
* Civic Education for Democracy;
* Education towards Thinking in European and Global Contexts;
*  Multicultural Education;

* Environmental Education;

* Media Education.

The most suitable subject for combining PE and Geography is in Environmental
Education which often takes place outside the classroom. Fieldwork has been
embedded in the curricula of the Czech Republic for more than 100 years and
provides many opportunities for integration. As stated before, one of FEP’s
priorities is consistent exploitation of interdisciplinary links and integration
of individual subjects. Fieldwork, as an inseparable part of many subjects, is a
suitable teaching method that explores these interdisciplinary links and encour-
ages cooperation between teachers of different subjects.
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FEPs introduce fieldwork as early as at the lower level of primary school, espe-
cially in the educational area Man and His World, which lays down the basics
of natural and social sciences and recommends the use of places where children
go to school. There are, for example, topics connected to outdoor orientation.
The basics of natural history and geography also contain other factors such as
practical observations and easy outdoor measurements, for example, monitoring
weather, phonological observations, etc. Students learn how to keep records,
for example in field diaries, sketches and herbaria. PE teachers also work with
students outside the school, and there may be field exercises, such as skiing and
skating. There are also opportunities for long-term fieldwork during extended
outdoor camps or excursions. It is up to the teachers how they implement all
these activities in the SEP.

Conclusion

In conclusion, one of the priorities of the FEPs is the rigorous use of interdis-
ciplinary links and integration of individual subjects. Fieldwork, which is an
integral part of many subjects, is a beneficial teaching method to achieve inter-
disciplinary links and leads to the cooperation and collaboration of teachers
from different educational areas. In relation to the fieldwork, it is up to the
teachers which specific activities are included in the school education program.
Both short-term and long-term outdoor excursions provide opportunities for
fieldwork. In the context of physical education, this includes, for example, out-
door excursions such as camping and summer and winter training courses. One
could therefore conclude that the conditions for the application of fieldwork
in the Czech educational curriculum are sufficient.

Fieldwork, however, is precise and its preparation is time-consuming; it is
demanding both for teachers and for students. Preparation includes perfect
planning, preparation of tools and methodical materials, choice of places
suitable for short-term and long-term fieldwork, and identification of their
geographical characteristics. Fieldwork is also financially demanding and it is
important to meet the strict safety criteria set by internal school regulations,
for example, first aid box, providing parents with information, and so on. On
the other hand, it fosters a range of skill in students connected with practical
activities in the nature, and, generally, pervades the whole primary school cur-
riculum in the Czech Republic.
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8 / Denmark

8/1 Introduction

Looking at a map of Europe, Denmark lies as a barrier between the North Sea
and the Baltic, like a bridge between Germany and the rest of Scandinavia.
A total area is 42 925 km?, density of population 133 inhabitants per sq. kilo-
metre. Its most characteristic feature is the 7200 km long coastline and that no
part of the country is more than 50 km from the sea. The shape of the landscape
is a result of glacial deposits and postglacial processes. The Scandinavian ice
shield, covering the Eastern and Central part of the country, started melting
away 19000 BP, and the ice age ended about 11500 BP. It resulted in a pro-
nounced moraine landscape with rolling hills up to 171 m and subglacial tunnel
valleys combined with deposit of postglacial marine sediments. The Western
part of the country became a flat glacio-fluvial outwash plain and along the west
coast Aeolian, sand dunes developed. Today, the average height of the country
is only around 35 m.

Denmark is closely related to the other Nordic countries—the countries’
languages are so close that we more or less understand each other’s tongue.
This might be explained by a common culture and ancestors, for example, the
Vikings. From a recent historical viewpoint, the size of the country has decreased
considerably in the last 200 years. Norway used to be part of Denmark, but
became a part of Sweden in 1814. After the war against Preussen in 1864, two
fifths of the remaining country was lost. Being a small country and with the
general trend of globalization in both trade and culture, it makes it vital to be
able to communicate and be part of the international community, for example,
the European Union and the NATO. Today school children in Denmark have
to learn at least English and German, as these countries are some of our most
important commercial partners.
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There are 5.7 million residents in Denmark (June 2016), with the capital
Copenhagen having 0.6 million citizens and 1.3 million if the surrounding
suburbs are included. Demographically, the general trend is urbanization with
many young people leaving the small villages and moving to the cities to get an
education or find work. Another demographic trend is the falling fertility rate
among Danish women, though this is compensated for by immigration of rel-
atively young people, especially from the former Eastern European countries.
As in many other European countries, Denmark is also the temporary home
for many refugees—most of them coming from the Middle East and Africa.

Like the other Scandinavian countries, Denmark is characterized by a well-de-
veloped social security system resulting in free access to education, hospitals
and, in case of unemployment, social welfare. This social security system was
built up during the 1960s to 1990s mainly under the leadership of Labour gov-
ernments. During the last 10 to 1S years, this system has come under increasing
pressure. The market-based reforms of New Public Management have been
implemented in the public sector by shifting Liberal and Labour governments,
under the influence of increasing international competition from the employment
and financial markets.

8/2 The educational system of Denmark

As previously mentioned, education in Denmark is free, both at primary, second-
ary and tertiary levels, the policy rationale being to release as much intellectual
potential as possible by making education independent of parent income. This
is seen as being of vital importance to a small nation with a limited number of
citizens. It is also aimed at achieving social mobility through the educational
system, although this has been of only moderate success.

The folkeskole (“People’s School”) in Denmark covers the entire period of
compulsory education, from the age of 6 to 16, encompassing pre-school, pri-
mary (ISCED 1) and lower secondary (ISCED 2) education. At the primary
and lower secondary levels, many Danish schools are organized so that a group
of teachers will only teach at a specific level, although this way of organizing
the teachers has only become common in the last ten years. Hence, a group of
teachers will only give lessons to Grades 1 to 3, another group of teachers only
to Grades 4 to 6, and the last group of teachers only to Grades 7 to 9. At Grade 0,
which is the transitional class between kindergarten and primary school, most
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teachers are educated as preschool teachers. Schools located in the country
often only have classes up to middle school (i.e. Grade 6) and students have
to go to larger schools, often placed in towns, to finish their last three years of
lower secondary school (i.e. Grades 7 to 9).

The Danish government has a goal of 95% of students continuing school after
the years of compulsory education to finish their secondary education, and in
20185 over 90% of the students did continue into the upper secondary educa-
tional level.

Most students go to a Gymnasium (high school), which aims to prepare stu-
dents for University. Students can also go to a Trade School, where students
achieve competences to get a job afterwards, as well as being able to go to
University to start on some specific studies. For example, International business,
Commercial law. In 2015, about 74% of all the students leaving primary school
were registered to either a Gymnasium or a Trade School (Danish Ministry of
Education, 2015).

At the upper secondary level, there is also a range of vocational options at
Vocational Schools. These are compulsory for students who wish to be a car-
penter, mechanic, social and health service assistant or something similar. The
fourth option is to attend a School of Higher Preparation for students who
need to take one or more specific subjects at a required level to enter the ter-
tiary educational level. These different levels are shown in Figure 2, including
sub-levels with Danish names, the corresponding ISCED 2011 levels, and the
approximate age of the students.

Tertiary education comprises four degree levels: the vocational academy
(1.5 years), academic or vocational Bachelor degree (3-4 years), Master’s or
Candidate degree (4-6 years), and PhD (8 years). In 1990 Denmark changed
its tertiary educational system and adopted the Anglo-Saxon model, making
it possible to achieve a Bachelor, Master’s and PhD degree. Before 1990 it was
only possible to achieve a Candidate degree, and after that a Licentiate degree,
which was equivalent of a PhD.
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Figure 2  The educational system of Denmark (Euridice, 2014)
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As stated previously, the Bachelor degree program in Denmark consists of both
academic and vocational streams. To become a teacher at the primary or lower
secondary level, students need to complete a 4-year vocational bachelor program
at a University College. If students want to teach at higher secondary schools,
they need to complete a 3-year academic bachelor program and continue to
candidate level; in total 5 years of education at the tertiary level at a University.

Progression between the different educational levels in the Danish school system
is very flexible. These levels, and how it is possible to go from one educational
level to another, are shown in Figure 3. Students can achieve the level of edu-
cation they want in several ways. If a student wants to become a teacher in the
subjects of PE and geography in the lower secondary school, he has to take a
vocational bachelor at a University College. Before starting, the student must
have taken the right subjects in the Gymnasium with marks at a sufficient level
in order to go straight from the Gymnasium to the University College. If this is
achieved, the student just has to follow the straight path to the Gymnasium and
further on to vocational Bachelor degree, which might be a teacher education.
This path is indicated with red lines in Figure 3.

If the same student for example has chosen to go to a Trade school after finish-
ing the compulsory years of education the student would not have achieved
a sufficient level in some science subjects (Math, Physics and Chemistry) for
them to go straight to the University College. In this case, the student must go
to the School of Higher Preparation school to take the necessary subjects at
a sufficient level and with sufficient marks. In this case, the person must follow
a quite different path (the black lines in Figure 3) than in the first case.
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Figure 3  Different educational paths between the three main levels in the educational system of

Denmark (Authors of this publication)

These two cases show the inherent flexibility in the Danish system, especially
at the secondary level of education. As a result young people are able to change
educational direction if they want to, and have the intellectual capability to do so.

Most students who start an academic Bachelor degree continue directly to
Candidate level and usually, at this level, they leave the educational system.
However, only around 10-20% of the students taking a vocational Bachelor

degree progress to a Master’s or Candidate degree.
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Master’s and the Candidate programs differ, not only in their length but also in
their focus. When Master’s students begin their course of study, many of them
are in jobs. Therefore, the courses are often targeted at specific competences
enabling the students to develop their job functions. On the other hand, most
Candidate students continue on directly from their academic Bachelor without
having a fulltime job, and the studies are both broader and deeper and not par-
ticularly job related.

8/3 Introduction of the official curricula

When looking at curricular development in Denmark, the main issue over the
last decade or two is the increasing influence of Anglo-Saxon curricular think-
ing. Formerly the educational system in Denmark was mainly influenced by a
Continental educational tradition in which the word “didactic” means some-
thing fundamentally different from the Anglo-Saxon context, where “didactic”
is associated with educational methodology based on a detailed curriculum.

In the Continental educational tradition, the curriculum is “loosely described”,
leaving room for teacher interpretation; it also has a strong focus on personal
formation or bildung. In this tradition, the teacher is seen as a competent person
being able to ask fundamental didactical questions of the curricula such as:
What is appropriate content? How am I going to teach this content in a mean-
ingful way for my students? What are the reasons for choosing this content? It
calls for a rather autonomous and reflective teacher with a high degree of pro-
fessionalism (Biesta, 2011; Hopmann, 2007; Wiberg, 2011).

The change to an Anglo-Saxon approach involves redirecting the curriculum,
from content-orientated to competence-orientated. Previously the curriculum
in primary and lower secondary schools described the knowledge, concepts and
some working methods the students had to learn. A curriculum described in
terms of competences emphasizes both the knowledge and skills the student
possesses as well as the student being able to use these in different situations.

Emphasizing competences in the curriculum is an outcome of the DeSeCa pro-
tocol (OECD, 2002). It is a new way of doing things in Denmark and means
that the curricula in all educational sectors are now competence-orientated. As
emphasized previously, this leaves less room for the teacher to make personal
interpretations and decisions regarding the content. There is also much more
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emphasis on the alignment between the educational goals, implementation,
and evaluation of teaching.

The OECD-developed PISA tests have significantly increased political interest
in the educational sector in many countries, not least in Denmark (Gustafsson,
2008). When the PISA tests in Language, Mathematics, and Science were intro-
duced in 2000, suddenly it became possible for different countries to compare
the outcome of their school systems (see for example, Gustafsson, 2008). It
became politically very important for governments to improve educational
outcomes, because it was regarded as an international competition parameter
for the long-term improvement of the national economy (Gustafsson, 2008).

Since the turn of the millennium, there has been ongoing change in the curric-
ulum in primary and lower secondary schools in Denmark, the latest and most
radical changes being implemented in August 2014. With the focus on goals,
implementation and evaluation, there is now a strong systems approach to the
curriculum, which opens the door to political influence on the content being
taught and how the teachers teach. The changes in the 2014 curriculum were also
radical in that the number of learning goals for each subject was reduced and
for some related subjects there was (and still is) an increased focus on cooper-
ation between teachers and integration of subjects.

Preamble for the Danish primary and lower secondary school

The overarching goals of the preamble of the Danish primary and lower second-
ary school curriculum are presented in Table 1. Despite the strong influence of
Anglo-Saxon curriculum thinking, the preamble still has a focus on personal
formation, action competence and democracy. This means that those aspects
are still the overarching long-term goals for primary and lower school educa-
tion in Denmark.
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Table1 The overarching goals in the preamble of the Physical Education curriculum for primary
and lower secondary schools in Denmark (Danish Ministry of Education, 2006)

§1.1 The school must cooperate with parents to provide students with knowledge and skills
that: prepare them for further education and give them the desire to learn more, make
them familiar with Danish culture and history, give them an understanding of other
countries and cultures, contribute to their understanding of human interaction with
nature, and promote the individual student's all-round development.

§1.2 The school must develop working methods and create a framework for experience,
immersion and enterprise so students develop awareness, imagination and gain
confidence in their own potential and background to decide and act.

§1.3 The school must prepare students for participation, joint responsibility, rights and
duties in a society with freedom and democracy. Thus school activities must be
characterized by intellectual liberty, equality and democracy.

It can be seen from the preamble that:

§ 1.1 is the overarching content dimension for the school and, among other
things, emphasizes: ... Danish culture and history [..] other countries and cultures

”

[..] human interaction with nature...”.

§ 1.2 mentions ways students can learn and indirectly emphasizes the develop-
ment of action competences in students: “... create a framework of experience,
immersion and enterprise [..] own potential and background to decide and act”.

§ 1.3 emphasizes the formative goals of the primary educational institution
in Denmark, and among other things mentions freedom, intellectual liberty,
equality and democracy.

These three paragraphs constitute the main values by which Danish society
wants to influence the upcoming generations.

8/4 Description of PE curricula

Physical Education (PE) is a compulsory subject from the Grades 1 to 9 in pri-
mary and the lower secondary school. Tuition is divided in four levels: Grades
1 and 2, Grades 3 to S, Grades 6 and 7, and Grades 8 and 9.

The purpose of PE is for students to learn to be part of versatile sporting con-
texts where they achieve physical skills and knowledge of physical activity, and
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experience joy and the desire to pursue sport in many different arenas. This
purpose is described in the preamble to the curriculum as shown in Table 2.

Table 2

The purpose in the preamble for Physical Education in lower secondary schools in
Denmark (Danish Ministry of Education-PE Curriculum, 2014)

§1.1

sports culture.

In PE students shall develop physical, sporting, social and personal skills. Students will
gain knowledge of diverse sports culture and develop positive attitude toward physical
activity. Sports courses must provide students with experience and knowledge of the

importance of sport for health and well-being and the interaction between society and

§1.2

Through versatile sport’s practice, students shall have the opportunity to experience the
joy and desire to pursue sports and develop the means to understand the importance of
lifelong physical exercise in interaction with nature, culture and society and the world
they are part of. Students will gain insight into and experience in terms of health and
physical culture.

§ 1.3

In PE students shall develop prerequisites to take responsibility for themselves and enter
into a binding community.

The curriculum requires three areas of competence: versatile sport, sports
culture and relationships, as well as body training and well-being, as shown

in Table 3.

Table 3  Areas of competence in the Physical Education curriculum for primary and lower

secondary schools in Denmark (Danish Ministry of Education-PE Curriculum, 2014)

movements in

play

sports practice

development of
sport

Areas of Competence | After Grade 2 After Grade § After Grade 7 After Grade 9

Versatile Sport The student The student The student can | The student
can participate can use basic, use compound can use
actively in compound movements complex
basic, versatile movements in in the movement

patterns in the
development
of a versatile
sports practice

Sports culture and
relationships

The student
can cooperate
in sporting
activities and
games

The student can
participate in
sports culture
and community

The student can
analyse sports
cultural norms,
values and
relations.

The student
can evaluate
sports cultural
norms, values
and relations
in a societal
perspective
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Areas of Competence | After Grade 2 After Grade § After Grade 7 After Grade 9
Body, training and The student The student can | The student The student
well-being can describe converse about | can analyse can evaluate
reactions to the effect of interaction interaction
physical activity | physical activity | betweenbody, | between body,
on stamina, training and training and
health and well- | well-being well-being
being in a current
and future
perspective

When being taught PE in the Danish Folkeskole, the emphasis is on practicing
sport and less on theory, although the cultural and educative aspects of sport
are still included and all three competences are involved. The learning processes
relate to the three different dimensions of the subject (learning in motion,
learning about movement and learning through movement) often referred to
by the terms learning in, on and through motion.

Therefore, for each area of competence and for each of the four steps in primary
and the lower secondary school cross-cutting themes have been developed,
with related goals of skills and knowledge and divided into two phases within
the period. In Table 4 the cross-cutting themes for the lower secondary school
are shown and in Table S an example of gymnastics and tumbling after Grade 7
with goals of skill and knowledge and across two phases is given.

With the curriculum describing the progression of teaching across the four steps
of primary and the lower secondary school, and forming the basis for holistic
teaching, it is essential that each teaching course incorporates the required skills
and knowledge across all competences. It is also important that the teaching is
designed in such a way, that single academic teaching sessions are supplemented
by interdisciplinary teaching sessions, for example, between PE and Geography.
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Table 4 Cross-cutting themes after Grade 7 in the Physical Education curriculum for primary and
lower secondary schools in Denmark (Danish Ministry of Education-PE Curriculum, 2014)

Areas of i
Cross-cutting themes

Competence

Versatile Sport Gymnasti?s Ballgames | Dance eTnd Basic ' Athletics Ou'td'o.or
and tumbling expression | motoric activities

Sports culture and Cooperation | Norms and Spo‘rt in Vocabulary

. . and values society

relationships a
responsibility

Body, training and | Health and Physical Body and

well-being well-being training identity

Table 5 Goals of skill and knowledge in each of the two phases related to Gymnastics and
tumbling after Grade 7 in the Physical Education curriculum for primary and lower secondary
school in Denmark (Danish Ministry of Education- PE Curriculum, 2014)

Areas of Phase Gymnastic and tumbling
Competence Goal of skill Goal of knowledge

Versatile Sport 1 The student can master dexterity | The student has knowledge
exercises and jumping about gymnastics and tumbling
techniques within gymnastics and
parkour

2 The student can participate in sport | The student has knowledge about
safely sport techniques and safety

The new 2014 reform has introduced an exam after Grade 9. The exam is drawn
from subject matter in Geography, Biology, PE and oral Mathematics.

In PE the exam tests student achievement according to physical, sporting,
personal and social competences. The exam is both practical and oral, and is
carried out in groups of 2-5 students. Each group chooses a topic or theme
for their exam, in cooperation with the PE-teacher, and draws from each of the
two areas of content:

A. Gymnastics and Tumbling, Dance and Expression and Basic motoric.

B. Ballgames, Athletics, Physical training.
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The students prepare a practical programme from the content and the chosen
theme, which they demonstrate. This is followed by a theoretical exam based
on the practical exam, theme and content.

The evaluation criteria are:
* Physical skills, taking qualified choices and show quality in movement.

* Composition of practice in relation to theme, PE in general, creativity
and cooperation.

* DPE-knowledge in relation to theme and content.
* Effort—participation and commitment/motivation.

The students are graded individually according to a 7-step scale defined by the
Ministry of Education in 2006.

In addition to the specific changes in the PE curriculum, the new school reform
has implemented a minimum of 45 minutes of physical activity each school day.
All subjects are obliged to implement movement into their classes, either sep-
arate to the teaching as a break in the middle of the class, or integrated into the
teaching. As part of the new reform, the Ministry of Education also mandated
that all teachers of PE must be formally qualified by 2020.

The changes to PE in the lower secondary school are also intended to address
issues that have been dominating discussion over the last decade. In 2011 the
report “Status on PE in the public school” was published with a description of
the development in PE from 2004 to 2011. A number of challenges were identi-
fied in the report: the lack of PE in schools, especially among girls in the Grades
7 to 9; a focus on ballgames rather than realising the versatility of the PE cur-
ricula; and a growing polarisation between the group of inactive pupils and the
group of active pupils. Furthermore, it was noted that many PE teachers were
not formally qualified which may have led to very different interpretations of the
curricula. As a result of the 2014 changes designed to address these challenges,
the status of PE among pupils, teachers and the leader boards of the schools
has been rising, but a thorough evaluation of the 2014 reforms is still lacking.
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8/5 Description of Geography curricula

Before describing the new Geography curriculum in the lower secondary
school (Grades 7 to 9), it is important to note that in Denmark, Geography is
a science subject in these grades and taken together with Biology and Physics-
Chemistry. However, the Geography curriculum still has a lot in common with
Social Science and History, since it is an integrated subject consisting of both
Physical and Human Geography.

The purpose of teaching Geography in lower secondary schools in Denmark is
described in the preamble to the curriculum as shown in Table 6.

Table 6 The purpose in the preamble of the Geography curriculum in lower secondary schools in
Denmark (Danish Ministry of Education-Geography Curriculum, 2014)

§ 1.1 | “In the subject geography students shall develop science competences and thus obtain
insight into how geography—and geographical research—in collaboration with other
science subjects contribute to our understanding of the world. Students shall acquire
skills and knowledge of basic natural and culturally created prerequisites for living in
Denmark and the rest of the world with emphasis on understanding basic geographic
concepts, relationships and communities' use of natural basis and resources”.

§ 1.2 | The students' learning will be based on varied forms of work, which is largely based on
their own observations and studies, among others by fieldwork and use of geographic
sources. The students' interest and curiosity about the natural and cultural Geography,
science and technology must be developed so they will want to learn more.

§ 1.3 | Students must acquire knowledge of foreign cultures and gain recognition of the
Physical—and Human—geography contribution to our world. Students' shall develop
responsibility towards nature and the use of natural resources and technology, so they
have confidence in their own potential for attitudes and action in relation to sustainable
development and human interaction with nature—locally and globally.

One of the main goals is to enable students to become personally involved in,
and make consistent analyses of, problems from different places around the
world, involving relevant aspects of both Physical and Human Geography. The
problems the students work on might often be caused by man but also affect
manss living conditions. An example is climate change where man’s way of living
increases the emissions of CO, and CH, into the atmosphere, causing the tem-
perature to rise. On the other hand, the rise of temperature causes droughts in
some regions and rise in the global sea level, with catastrophic consequences for
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people living in different regions. This example can easily be related to § 1.1-1.3
in Table 6, especially the last part of the paragraph.

The new curricula for all the science subjects in Grades 7 to 9, identify four
competence areas: Investigation, Modellling, Perspective, and Communication.
These are shown in Table 7 in relation to the four main Geographic topics:
Demography and Business, The Earth and its Climate, Globalization, Nature
and Living Conditions. For example, by teaching the topic, The Earth and its
climate, the student should be able to do investigations, work with model-
ling, have perspective and communicate results. Compared with the previous
Geography curriculum, there is a reduction in the number of learning goals
and the complexity of the curriculum is reduced as well.

Table 7 The four main competence areas and content areas in the Geography curriculum in lower
secondary schools in Denmark (Danish Ministry of Education-Geography Curriculum, 2014)

Competence goals: Demography | The Earthand | Globalization Nature
After Grade 9, the student and business | its climate and l'{v‘ing
conditions
isableto...
Investigate: Explore Weather, Environmental | Investigate
Design, implement and populations climate change, | impacts of characteristic
evaluate investigations and urban and living resource use landscapes,
structures conditions their impact
on people's
living
conditions
Modelling: Population Plate tectonics The Formation of
Make use of and develop development | and geological development of | the Danish
scientific models using digital development rich and poor landscape
simulations countries
Perspective: Analyse Problems Action Conflicts of
Perspective content areas | population associated with | competence interest by
to the surrounding world | andindustrial | mining, water for the use of natural
and relate the content development | cycleand global | development resources
to the development of importance warming of a sustainable
knowledge according to for sustainable society
NOS development
Communication: Formulate Orally and in Reading and -
Communicate about a claim and writing express | writing text in
science content in relation | argue on themselves science subjects
to Geography. a natural through the use
scientific basis | of Geographical
terminology
and concepts
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Another consequence of the new curriculum, is the priority given to increased
cooperation between science teachers and the integration of science subjects
(Geography, Biology, and Physics-Chemistry) in lower secondary school. The
curricula of these science subjects contain six topics that must be integrated in
common projects or lessons. These are:

* production and sustainable use of natural resources,

* sustainable energy supply at the local and global level,

* drinking water supply for future generations,

* theindividual and society’s emissions of substances,

* radiation effect on the living conditions of living organisms,
* technology’s impact on human health and living conditions.

In 2017 a final common oral exam will be implemented, that covers all three
science subjects. This is a strong motivator for science teachers to increase the
cooperation already present. The curriculum for the three science subjects is
constructed in the same way as the Geography curriculum described in this
section; this, of course, will make the implementation of the common exam
much easier.

8/6 Possible ways to combine PE and Geography
in the Danish curricula

There seems to be considerable opportunity for interdisciplinary collaboration in
the PE and Geography curricula, for PE in the content of Nature and Outdoor
life, and for Geography in Nature and Living Conditions. In reviewing the curri-
cula, there seems to be a good opportunity for interdisciplinary collaboration
by using outdoor learning.

Definition of outdoor learning

The VIA University College, Research Centre of Outdoor Learning, uses a
definition of outdoor learning, as follows: “... in an educational context can be
seen as activities that include learning, personal development, and activities that
take place outside the institutional spaces/rooms. It therefore includes places such
as nature, parks, museums, and factories. Outdoor activities are a complement to
the traditional indoor training arenas and institutional activities”.
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According to Rickinson, there are three categories of “outdoor learning”
(Rickinson, 2004):

* fieldwork and outdoor visits (e.g. landscape excursion or visit to a
museum),

* outdoor adventure education (e.g. climbing, kayaking),

* school grounds/community projects (e.g. development projects in the
local area, such as “green flag” or “green school”).

Outdoor learning in PE and geography

Let us first have alook at outdoor learning as described by Emmelin in a model
from 1997 (Bentsen et al. 2009). In this model outdoor learning is characterized
by experiences, a changing physical environment, and living and physical out-
door activities. These aspects can certainly be found in both the Geography and
PE curricula in Denmark. Seren Andkjer, in a 2005 model, sought to define
the field of outdoor learning as a continuum with outdoor sport at one end and
wildlife and nature guidance at the other (Bentsen et al. 2009). This also aligns
with the Danish curricula.

PE varies from the physical experience of outdoor sport to the recreational
approach of traditional Nordic outdoor life. As mentioned previously, PE is
generally taught from three perspectives—Ilearning in, on and through motion.
This also applies when PE is taught through outdoor learning where students
strengthen their bodily and sports competences. The student in motion is learn-
ing on how to move and act in nature, in relation to specific movement activities,
or nature in general. Students also learn through movement, about outdoor life
and about the significance of the physical and personal experience and learning.
This contributes to the student’s understanding of outdoor learning as a culture.

As for Geography, the subject is typically viewed from a perspective of society,
nature and the environment. Geography teaching through outdoor learning
investigates both the natural and cultural worlds; the aim is to have the student
make connections between the theoretical geographical concepts, models, and
theories learnt in school, and the outside real world where students live their
daily life, and where these concepts, models, and theories are explained in dif-
ferent scale and spaces. As Dewey pointed out, “To learn Geography is getting
better at perceiving an ordinary action in a spatial and natural context”.
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We believe that outdoor learning can be enhanced by interdisciplinary collab-
oration and integration of PE and Geography. Using the theory on meaning
from Polanyi (Kretchmar, 2000), we will try to explain why.

According to Polany’s theory, meaning is not only the knowledge or information
we receive, but the importance one gives to the information. For example, we
sense through the body, and then we create a personal understanding of that
experience. This personal meaning-making is possibly more important than
the information itself, but cannot exist by itself. Thus, as Kretchmar (2000)
describes, knowledge and information both help to form the self and the envi-
ronment where the self is formed.

Many and varied experiences are important to create an understanding of the
knowledge and information given and therefore immersion in a field of study
is important to enable the creation of meaning, which, after all, is the purpose
of the Danish public school.

In nature, the creation of meaning goes beyond functional, rational or experi-
ential knowledge. A cultural understanding of outdoor learning means more
than just going out in nature or examining it. It means knowing the environ-
ment that is being experienced, the forces of nature as well as local climatic
conditions, the variations in landscape compared to movement activities, and
of nature conservation.

Immersion in outdoor learning can provide space not only for seeing a meaning,
but for students or pupils to create their own meanings. Hence, using Polanyi’s
theory, the definition of outdoor learning can be expanded to include the aim
of giving the student a broader understanding and background, as well as an
understanding from which future teachers can plan, teach and evaluate various
outdoor learning activities.

In nature, we encounter experimentation and action that is largely structured
by us, by our choices, by our personal criteria of meaning and actions; this
confirms us as meaning-seeking and meaning-creating individuals (Tordsson,
2006). Hence, we believe that both subjects in outdoor learning can further con-
tribute to a deeper understanding of the area, than the individual subjects can.
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Figure 4 Model showing five prominent dimensions of outdoor learning, which is stretched between
the two axes. The vertical axe is the pedagogical justification and legitimation. The horizontal axe is
motivation and the attraction from the participants’ perspective (Andkjar, 2005)

Teaching example of outdoor learning

When teaching PE and Geography, the interdisciplinary parts of both curricula
must be taken into account in a meaningful manner for both teacher and stu-
dents. Physical exercises and movement is a central part of the Danish PE; as
mentioned previously, physical movement is an integrated part of the everyday
experience of Danish students in the primary and lower secondary schooling
system. However, in the Geography curriculum it is implicit through fieldwork
or other practical work. In the references section of this publication, there are
some links to homepages with teaching ideas, for both PE and Geography /
Science subjects, for inspiration.

When using outdoor learning in an interdisciplinary context, both the PE and
Geography curricula should contribute to the educational aims of the process.
For example, if teachers plan an outdoor learning activity from the perspective
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of education for sustainable development (e.g. Huckle, 2014; Bolstad, 2003;
Sauvé, 1996) both the curricula of PE and Geography should contribute to
meaningful learning for the students. Teachers should use this as an organi-
zational framework for teaching and include the students in the three educa-
tional phases: the preparation phase (before), the outdoor phase (during), the
debriefing phase (after) (Jordet, 2010).

During the preparation phase, the students might be involved in planning how
to move themselves from point A to point B in the most sustainable manner
by only walking, bicycling, or canoeing. They also have to plan their track by
using maps. If the outdoor session has a duration of several days the students
also have to plan what to eat and how to prepare the food in a sustainable man-
ner, for example, by using as little meat as possible, using an open fire instead
gas burner, and without using tin foil. They also have to estimate the amount
of calories they might expand during the trip and whether this correlates with
the number of calories in the food they are going to prepare and eat. These are
just some examples of how to convert different aspects of the curricula from
different subjects’ curricula (PE, Geography, Mathematics, Biology) into “real
problems” for the students when planning an outdoor session.

During the outdoor process itself, the students feel how to use their own body
in a different way than normally, and how important it is to think about their
daily life habits. They might realize that drinking water is a limited resource that
must be collected from a water tap at a distance away from the campsite. Water
is heavy and one might say that it is a kind of physical exercise getting water.
Around the campfire, it is a very good opportunity to start a more fundamental
discussion with the students, about the use of limited resources in their own
country and in other countries, as well as having to reflect about different ways
of using one’s own body.

When back at school, the debriefing phase can take place. During this phase,
the students might reflect about their learning outcomes, either alone, for exam-
ple, in an individual report or essay, or as one of a group of students. The later
might take place as a report, a PowerPoint presentation, or perhaps a creative
presentation in the form of a play or theatre—using their body. It is of course
important that the teacher has guided the students by giving them some points
for reflection in advance.

This small description of an outdoor learning session, containing elements from
different curricular subjects, might help to break down the distinction between
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theoretical school knowledge and practical knowledge based on experienced
challenges by the students.

Conclusion

In reviewing the PE and Geography curricula in Denmark, it appears there
is considerable opportunity for interdisciplinary collaboration, particularly
in using the definition of outdoor learning from the VIA University College,
Research Centre of Outdoor Learning. Certainly, the core values and charac-
teristics of outdoor learning by Emmlin (Bentsen et al. 2009) are aligned with
the current Geography and PE curricula as is Andkjer’s continuum of outdoor
learning (Bentsen et al. 2009).

However, it is suggested that the definition of outdoor learning should be
extended to encompass Polanyi’s theory of meaning, with the aim of giving
students a broader understanding of the subjects that they can carry into their
adult lives. We believe that by integrating PE and Geography there is greater
opportunity for immersion in outdoor learning and therefore in creating mean-
ing for students. We believe this leads to a deeper understanding of the area,
than the individual subjects can by themselves.

We have given an example of cooperation between PE with Geography where
traditional topics are integrated into an outdoor activity setting. It seems as there
are abundant opportunities to integrate subjects, but it is also important that
the structure (time, schedule, funds, etc.) is arranged with school principal and
colleagues. Another barrier for conducting these kind of teaching activities, is
the teacher’s lack of experience and ideas, which is why we have made a list of
homepages at the end of the reference list, where teachers might get inspiration.
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9/ Republic of Slovenia

9/1 Introduction

Slovenia has been an independent state since June 1991. Until then it was one
of the republics of the former Yugoslavia. The capital city is Ljubljana with
279,756 citizens (January 2016). Slovenia’s strategic direction since inde-
pendence has been oriented towards European integration. This culminated
in 2004 with Slovenia entering North Atlantic Treaty Organisation (NATO)
and the European Union. Three years later, Slovenia entered into the European
currency system and took the Euro as its national currency.

Slovenia is a small Central European country with alpine and Mediterranean
regions, lying between the Alps and the Balkans and connecting the Pannonia
lowland with the Mediterranean basin or, more precisely, with the Adriatic
Sea. With total area of 20 273 km? and 2.1 mil. inhabitants Slovenia is one of
the smallest countries in Europe. Density of population is 101.8 inhabitants

per sq. km.

The position of Slovenia in Central Europe, between the Mediterranean and the
Alps, results in a humid climate especially in its western parts with an annual
average precipitation of 1300 to over 3000 mm. To the east, the humidity
decreases although the most eastern part, the Pomurje region, annually receives
about as much precipitation as London.

Slovenia’s gross domestic product per capita in 2008 was almost €19 000 and
then, in the years following, dropped to approximately €17 000. However, the
number of small and medium enterprises is growing, replacing the economic
and social role of the once large, powerful enterprises in the new economic
power of the small European state in the 21* century. Compared to the economic
indicator of GDP, the Human Development Index (HDI) measuring quality of
life shows a more positive picture, the 2014 value for Slovenia being 0.880, rank-
ing it 25" among 188 states from all continents (Human development, 2015).
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9/2 The educational system of Slovenia

The fundamental values of education in the Republic of Slovenia derive from
the common political, cultural and moral values of its European heritage. This
heritage combines human rights with the corresponding obligations and princi-
ples of pluralist democracy, tolerance, solidarity and the rule of the law (Krek &
Metljak, 2011).

The Constitution of the Republic of Slovenia enshrines the right to free edu-
cation. The Organisation and Financing of Education Act, 2015 lists the key
objectives of the education and training system. One of the primary objectives
is “to provide optimal development of the individual, irrespective of gender,
social and cultural background, religion, racial, ethnic or national origin, and
regardless of their physical and mental constitution or physical and mental dis-
ability” (Tastanoska, 2015).

In Slovenia, the Ministry of Education, Science and Sport is responsible for edu-
cation and training. It has the authority to formulate and implement education
policies, as well to make system regulations. Since 1990, the Slovenian educa-
tional system has been undergoing continuous reform. In the 1990s curricula
were developed for pre-school, primary school (commonly referred to as basic
education) and upper secondary school. The change from 8- to a 9-year basic
education was completed in 2003-2004. In 2007, a revision of the national
curriculum for primary and secondary schools once again commenced and
much effort was invested in the revision of curricula across all subjects at both
primary and secondary level. The new curricula were approved in late spring
0f 2008 for secondary schools, and then, at the beginning of September 2011,
for primary schools.

The current educational system in Slovenia is comprehensively described in
Tastanoska (2015) and the detail in this section is sourced primarily from
this publication together with information from the websites of the Statistical
Office of the Republic of Slovenia (2015) as well as the Ministry of Education,
Science and Sport: Evidenca srednjih Sol (Records of Institutions and Programs).

The language of instruction in schools is Slovenian but in ethnically mixed
areas where Italian and Hungarian national minorities live, they have the
right to access education in their own language (Italian and Hungarian). The
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Constitution also protects the status and gives special rights regarding educa-
tion to members of the Roma community living in Slovenia.

The education and training system is organized primarily as a public service
rendered by “public and private institutions and private providers holding a con-
cession who implement officially recognized or accredited programs” (Tastanoska,
2015, p. 12).

Pre-school education is available for children aged from eleven months to six
years, the starting age of compulsory primary education. However, pre-school
education is not compulsory; parents can decide whether to enrol their child
into pre-school education or not. It is delivered by both public and private
kindergartens, but the majority of kindergartens (around 93%) are public. The
number of children enrolled in kindergartens is constantly increasing. In the
2013-14 school year, there were 83 700 children (or 75.6% of all children of
pre-school age) attending pre-school education.

The Kindergarten curriculum includes activities that are classified into the
following areas: movement, language, art, society, nature and mathemat-
ics (Kurikulum za vrtce, 1999). Each area is important for integrated child
development.

Nine years of basic education in Primary Schools (osnovna sola) is compulsory
in Slovenia. It is state financed and organized into a network of primary and
lower secondary schools giving all residents of Slovenia access to education.
It is provided by both public and private schools. In addition there are educa-
tional institutes for special educational needs (SEN) children, and adult edu-
cation organizations for those who did not finish basic education when they
were children. In the 2013/14 school year, 166 535 children attended 782 pri-
mary schools and their branches, as well as 57 schools, school based units and
institutions for SEN children.

The basic school programs are attended by pupils typically aged 6 to 15 years
and is divided into three educational cycles or periods. Each period covers three
grades. The standard maximum class size is 28 pupils, although lower limits may
be applied in cases of multi-grade classes, schools of ethnic minorities, classes
with Roma children or SEN children. In the first educational period, pupils are
taught by a single class teacher. In the second period, while the instruction is
primarily provided by a class teacher, some subjects are provided by specialist
teachers. In the third and final period, specialist teachers deliver all lessons.
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After the nine years of compulsory basic education in Primary Schools, there are
two to five years of non-compulsory upper secondary education, which gener-
ally begins at the age of 15. Upper secondary education is divided into: general
education, with different types of 4-year gymnasia (general, classical, technical,
economics, arts); and vocational and technical education, with educational
programs of different levels of difficulty: upper secondary vocational education pro-
grams (2 or 3 years), upper secondary technical education programs (2 additional
years after completing a vocational program) and vocational courses (1 year).

In the 2013/14 school year upper secondary education was provided by
182 upper secondary schools with 74 907 students enrolled at the end of the
school year. Upper secondary school classes typically have 17 to 30 students;
however, with the consent of the respective Minister, classes may contain up to
32 students. If there are SEN students in a class, then the number of students
in the class may be lower (School for Leadership, 2013).

In the tertiary education context, Slovenia is actively involved in the Bologna
process' and, as a member of the European Union, is committed to the objec-
tives of the Lisbon Strategy” that aims to establish a high quality, diverse and
accessible, as well as internationally comparable tertiary education system.
Among the most important fundamental objectives of tertiary education are
quality, employability and mobility within Europe and across the world, fair
access, and diversity of institutions and study programs.

Tertiary education in Slovenia consists of short-cycle, higher vocational educa-
tion and longer term, higher education. Almost two-thirds of those who complete
their 4-year upper secondary education (typically at the age of 19) enrol in a
tertiary education program. In 2013 Slovenia reached a specific objective of
the Europe 2020 Strategy; that 40% of people, aged from 30 to 34 years should
have completed tertiary education (Celebi¢, 2014). It is also important to stress
that the percentage of the population who have completed tertiary education
in Slovenia is constantly rising.

1 The Bologna process is series of ministerial meetings and agreements between European
countries designed to ensure comparability in the standards and quality of higher education
qualifications.

2 The Lisbhon Strategy, also known as the Lisbon Agenda or Lisbon Process, was an action and
development plan devised in 2000, for the economy of the European Union between 2000 and
2010.
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Short-cycle higher vocational education is provided by 64 public and private
higher vocational colleges. In the 2013 /14 academic year around 13 000 students
attended short cycle higher vocational education colleges. The practice-oriented
programs last two years and provide students with vocational competences in
accordance with vocational standards.

Longer-term higher education is available from both public and private uni-
versities as well as independent higher education institutions. In the 2013/14
academic year around 79 000 students were enrolled at faculties, art academies
and higher education professional institutions. In the last decade, the number
of higher education institutions has increased; in 2013, there were three public
and two private universities, one independent public higher education institu-
tion and forty-two private higher education institutions. Higher education is
organized in three Bologna cycles. The first cycle features higher professional
and academic undergraduate Bachelor degree programs; the second cycle
features postgraduate Master’s study programs, and the third cycle includes
PhD study programs. The four levels of the educational system in Slovenia are
shown in Figure S.

179/



£.d30slI

(4eak) Buunp jno paseyd
Buleq swweiboid

aTo

sieaf le=

9030sI W W §a3osl

(awn-|ny) uoneonpa Atea)

uoneonps Alensj-uou Alepuodss-jsod

UOIJEONPA [BUOHEDOA AIEPUODSS

©|0$ BUAOYOL}S BISIA

€ 4 2 0

(sJeak) uoneinp swwelboid

uoneinp sjl + sousuadxs yiom Aosindwod -/u/-

$85IN00 80B|dYJOM PUE [00YIS PBUIqUIO)

peoiqe Apmis [ <<

Jeak jeuonippy ]

uoneonps awi-ped Aosindwo)

uopeanpa s

1INy Aosindwo) e

B W $Q030SI T 1J €3030SI (MEmM 23d30SI m w1 1 d30SI (MW 0d30SI [N :S[9AS| g30SI 8y} 0} UOKEIO|IY
() uoleonpa [esaush Alepuoosg = ainjnus 9|buig [ ] uopeonpa Alewild [
[ ] (sjqisuodsai s uoeanp3 Jo Asiuly U} YdIym I0j) SIED PUE UOHEINPS Pooypliyd Ales (=
(] (ajqisuodsau jou si uoieonp3 Jo AlsIUI Y} YOIUMm Joj) 8180 pue uoeanpa pooyp|iyo Aleg ]
©B|0$ BUAOYOL)S Ul BUDIOd Blupals
B|OS BUAOUSQ
2z ¢ 02 6L 8 ZL 9L S ¥L €L 2z L 0 6 8 L S 14 € z 3 0

sjuapn)s Jo aby

The Educational system of Slovenia (Euridice, 2014)

Figure 5

/80/



9/3 Introduction of the official curricula

As previously stated, the Slovenian education system has undergone considera-
ble reform since the country’s independence, most recently with new curricula
being approved and implemented in secondary schools (2008) and in primary
schools (2011). All current curricula are available on the official website of the
Ministry of Education, Science and Sport.

The national primary school curriculum is approved by the Expert Council for
General Education. This national curriculum determines subjects and syllabi;
however, teachers choose teaching methods and textbooks autonomously.

There are two parts to the Primary School curriculum. The first part is the com-
pulsory and extended curriculum. This must be provided by all schools and
studied by all pupils. It consists of compulsory subjects, elective subjects and
activity days (culture, science, sports and technology). In addition, all schools
must provide an optional curriculum; however pupils are free to decide whether
or not they will participate. This curriculum includes educational assistance for
children with special needs, remedial classes, additional classes, after-school
care and other forms of care, interest activities and out-of-school classes.

At the secondary, pre-university, level, the Expert Council for General Education
and the Expert Council for Vocational Education determine the curriculum and
the weekly schedule of subjects. In general education (i.e. gymnasia) compul-
sory subjects account for 80-90% of the curriculum (Slovene, Mathematics,
two foreign languages, History, Geography, PE, Biology, Chemistry, Physics,
Art, Psychology, Sociology, Philosophy and Information Science) while in
technical and vocational schools, the number of compulsory subjects depends
on the type of school.

The planning, programming and provision of vocational and technical educa-
tion are the joint responsibility of social partners (employers and trade unions)
together with the state. The aims and goals of secondary vocational and tech-
nical education are defined in a common curricular document. This document
stresses attainment targets in interdisciplinary fields and interest activities.
Short-term vocational programmes last a year and a half for students that have
completed their basic education, and two and a half years for those without this.
The programmes end in a final examination. The final examination certificate
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enables students to enter the labour market or to enter the first year at any other
(upper) secondary vocational programme (OBESSU n.d.).

9/4 Description of PE curricula

PE is a compulsory subject in primary school and it is mandatory for primary
schools to provide two to three lessons (each of 45 minutes) of PE per week.
The PE curriculum includes general and operational objectives, together with
practical and theoretical material that teachers can use to achieve these objectives.
Hence, in PE, students acquire motor skills as well as theoretical knowledge. The
latter in particular can be used in forging interdisciplinary connections, since there
are certain learning objectives and topics which are in other subjects as well as
PE. Theoretical subject matter in the curriculum for PE aims to conceptualise
sport, raise awareness about the importance of sport and explain the rules of
sports. The PE curriculum can be found on the Ministry for Education and Sport
website (Utni naért Sportna vzgoja / Physical Education Curriculum, 2011).

There is only one PE curriculum covering all nine years of Primary School. It
is divided into three parts according to the educational phase. In the first phase
(from Grades 1 to 3) the curriculum includes the thematic modules of ABC
of athletics, ABC of gymnastics, natural movements, ball games, dance games,
outdoor activities, swimming. In the second and third phase 2 and 3 (Grades
4 to 6 and Grades 7 to 9) the curriculum includes athletics, gymnastic with
rhythmic gymnastics, dancing, volleyball, football, handball, basketball and
outdoor activities.

The overall objectives of PE in the elementary program comprise proper move-
ment efficiency and the creation of a healthy lifestyle; the acquisition of skills
that enable participation in various sports activities; understanding the use-
fulness of regular exercise and PE, and their role in providing quality free time
and the creation of positive patterns of behaviour.

PE is a continuous process of enriching knowledge, developing skills and char-
acteristics as well as being an important tool for the formation of personality
and relationships between individuals. Through its objectives, contents and
methods of work, PE contributes to the harmonious development of the young
person. It aims to educate and teach pupils about the importance of a healthy
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lifestyle. The PE curriculum is implemented in all types of secondary schools
as well as primary school.

9/5 Description of Geography curricula

In Slovenia the Geography syllabus for gymnasia was reformed in 1998 and
Geography became a subject aimed at helping young people acquire the knowl-
edge and skills needed for an understanding of the global world. The geograph-
ical education system is comprehensively described by Resnik Planinc (2011)
and this is the primary source for the following information. The geography
curricula documents are available from the Ministry of Education, Science and
Sport website.

Traditional geography with its division into general geography (physical and
human geography), and regional geography (the Earth, its continents and their
smaller units—regions) characterizes the entire national geography curriculum
and syllabi in Slovenia. Geography is a compulsory subject in primary school,
with content being incorporated into the syllabus from Grade 1. From Grade 6
of primary school and in gymnasia, Geography is taught as a specialist and
compulsory subject. In secondary vocational and technical schools geography
is taught for one or two years either as a compulsory subject or integrated, with
history and sociology, into social studies. In these schools, general geography is
primarily taught, with selected case studies from Slovenia and other countries.
Hence, regional geography is, to a certain extent, also part of the geographical
syllabi in these schools.

In the first year of the gymnasium, general geography is taught. Its structure is
comparable to the scientific approach adopted at the university level, divided
into specific branches such as geomorphology, water, climate, soils, biogeog-
raphy, population, settlement, economy, and so on.

Regional geography is taught in the last years of primary schools (Grades 7 to 9)
and after the first year in the gymnasium (in years 2 to 4). At the primary level,
regional geography deals systematically with the world, Europe and Slovenia.
In gymnasia, however, regional geography becomes more thematically oriented
with a problem-solving approach, case studies, practical examples, and so on.
Our understanding of the landscape with all its elements, interrelationships,
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and processes is becoming increasingly complex; hence, a description of its
characteristics means an accumulation of facts of varying importance.

The new national curriculum implemented in 2011 did not result in significant
changes to the geography syllabi, although, importantly, competences and the
upgrading of skills were added. At the primary level the same order of content
between the years remains. The secondary level was similar, except for gymna-
sia, where the content follows the same order as before but is not divided into
specific years (Resnik Planinc, 2011).

9/6 Possible ways to combine PE and Geography
in the Slovenian curricula

Recently, “interdisciplinarity”, meaning the integration, complementarity and
interconnectedness of content from different subjects, has gained prominence
in the Slovenian school system; there is a specific chapter on interdisciplinary
connections in curricula to provide teachers with guidance as to which content
from other subjects they could use to complement the teaching of their own.

In primary education, geographic subject matter and sport are in different
curricula. During Grades 1 to S, geographic subject matter is taught as part of
‘Learning the Environment’ (in Grades 1 to 3) and “Social Studies” (in Grades
4 to S). Geography as a specialist subject starts in Grade 6. Hence primary
school students participate in a total of 843 hours of PE and 361.5 hours of
classes dealing with geographic content, delivered in three subjects: Learning
the Environment, Social Studies and Geography.

Table 8 Geography subject matter and sport by number of class hours in primary school curricula

GRADE GEOG HY SUBJECT MATTER SPORT - number of class hours
- number of class hours

1-3 Learning the Environment — 65 Physical Education — 315

4-5 Social Sciences - 75 Physical Education — 210

6-9 Geography - 221.5 Physical Education — 309

To.tal class hour.s n 316.5 hours 834 hours

primary education
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The curricula for subjects dealing with geographic subject matter, suggest that
the content is related to, and can be integrated with all the compulsory sub-
jects taught in Primary School: Slovenian Language, Mathematics, Foreign
Languages, Arts, History, Civics and Ethics, Physics, Chemistry, Biology,
Natural Sciences, Music, Techniques and Technology, Home Economics and
PE. Teachers most often integrate geographic content with History, Natural
Sciences, and Civics and Ethics. Unfortunately, integration of Geography and
PE is seldom part of teaching plans, despite the interconnectedness and com-
plementarity between the subjects, which is particularly evident when using
active teaching approaches and methods.

The PE curriculum in primary schools highlights possible interdisciplinary con-
nections with Slovenian Language, Learning the Environment, Music, Natural
Sciences (and Techniques), Home Economics, Social Studies, Geography,
Biology, Chemistry, Physics, Arts, as well as Civics and Ethics. Hence, PE can
also be integrated with practically all the subjects taught in primary school.
Furthermore, it can be integrated with material that is not formally part of any
specific subject in the program, for example Health Education, Environmental
Studies, Traffic Education, Cultural Studies and Information, Communications
and Technology (ICT). However, whereas teachers frequently use physical
activity as a motivational tool, PE subject matter is used less often as an example
of appropriate material for interdisciplinary integration.

In the curricula, theoretical content is provided in thematic modules, together
with examples of possible cross-curricular connections that teachers may use
as an aid in planning such classes. In order to determine which learning content
from PE and geographical subject matter can connect, interact and complement
each other, we performed an analysis of the 2011 curricula of all four primary
school subjects. We analysed the operational and overall learning objectives,
along with knowledge standards and didactic recommendations, in order to
determine in which areas teachers can better integrate subject matter. The results
for the two streams, namely, PE on one hand, and the geographic content of
Learning the Environment, Social Studies and Geography on the other, are
shown in Tables 9 to 11.
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Table 9  Operational objectives and content for interdisciplinary connection of sport-geography
in the subjects Physical Education-Learning the Environment, Grades 1to 3

THEMATIC MODULE | THEMATIC OPERATIONAL LEARNING OBJECTIVES
LEARNING THE MODULE PHYSICAL | OF THE SUBJECT LEARNING THE
ENVIRONMENT EDUCATION ENVIRONMENT
SPACE THE ABC OF Learn about the school neighbourhood
GYMNASTICS and routes to school, using basic concepts
HIKING describe the characteristics of the environment
surrounding the school (back, front, left, right,
top, bottom).
HIKING Learn the cardinal directions (East, West,
North, South).

Learn orienteering techniques (making use

of identifiable landmarks), and also study
features of their hometown or neighbourhood
(institution).

Learn geographical concepts: hill (hills),
mountain (mountain range), plain, valley, river,
stream, sea, road, railway, cultivated land (field,
meadow, orchard), forest, desert, etc.

DANCING GAMES Learn about geographical concepts: settlements
(city, village), home region.

Slovenia

Europe

World

Oceans

Continents

Cardinal (compass) directions

ATTITUDES ENJOYMENT Recognise that people, countries and continents
OF SPORTS AND are interconnected and interdependent.
EDUCATIONAL Understand the need for people to cooperate
GAMES® and have tolerance.

ENVIRONMENTAL HIKING Capable of explaining how people affect nature,
STUDIES how they themselves actively contribute to the
protection, preservation and regulation of the
natural environment they live in.

Learn how consumerism impacts the

environment.

Learn that manufacturing and everyday life
generates waste.

Environmental protection and maintenance,

consequences of water, air and soil pollution.

Source: Uéni naért Spoznavanje okolja (Learning the Environment Curriculum) 2011; Uéni naért
Sportna vzgoja (Physical Education Curriculum) 2011

3 Operational objectives for the module “Enjoyment of Sports and Educational Games”
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Table 10  Operational objectives and content for interdisciplinary connection of

sport-geography in the subjects Physical Education-Social Studies, Grades 4 to 5

OPERATIONAL
THEMATIC
THEMATIC MODULE LEARNING COURSE MATERIAL*
MODULE SOCIAL OBJECTIVES OF
STUDIES PHYSICAL SOCIAL STUDIES, FORPYSICAL EDUCATION
EDUCATION .
which relate to geography

SPATIAL HIKING Learn how to determine the | Students determine the cardinal

ORIENTATION cardinal directions using the | directions using the Sun and a

AND Sun, shadows, a watch and watch, exploring the environment

CARTOGRAPHY a compass. using a map.

(GRADE 4)

Learn elements of maps Two hiking trips to peaks
(signs, ground plans, grid, offering panoramic views.
legend, title, author, scale). An orienteering expedition
. . along a marked trail.
Orientate oneself using
different sketches, charts,
maps (of their hometown/
home region); can read
information (descriptive,
quantitative, symbolic data).
Can sketch simple drawings
and a map.
Use mapping as a method
to store and display spatial
data.
HOMETOWN ADDITIONAL Identify and analyse safe Cycling (additional content).
PHYSICAL and less safe pedestrianand | | ,
EDUCATION cycling routes. KIPE_“? sports program
CONTENT (additional content).
Understand the various o
factors that affect the PrmcltP les of safe sp or.t 'und
behaviour of traffic exercise, dangers of hiking, ‘
participants. swtmrrltmg, water sports, cycling
and winter sports.
Analyse and evaluate
examples of pedestrians'
and cyclists' behavioural
strategies.

HOME REGION | HIKING Evaluate the human Conservation of nature
impact on the changing (learning about nature, caring
nature for the cleanliness

of the environment, behaving
in nature).

SPATIAL HIKING Orientate oneselfusinga | Orienteering expedition

ORIENTATION compass and maps. along a marked trail.

éI:RDT OGRAPHY Stuc.ly elements of maps Stud.ents d.eterr.nine tﬁe
(relief colour scheme, cardinal directions using the

(GRADEYS) .
height above sea level, Sun and a watch, explore the
relative height). environment using a map
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OPERATIONAL

THEMATIC 4
THEMATIC MODULE MODULE OBLJi CTIVE SG OF CogngL;‘;IT‘CI:‘AL
SOCIAL STUDIES PHYSICAL SOCIAL STUDIES, EDUCATION
EDUCATION .
which relate to geography

SLOVENIA - HIKING Learn about the Students understand the
LOCATION AND ecological zones of importance of protecting
CHARACTERISTICS Slovenia, describe and natural and cultural

compare some natural heritage (operational

and social characteristics. | objective).

DANCE Recognise and identify Students understand the
certain Slovenian importance of protecting
characteristics natural and cultural
(typicality), unique heritage (operational
features and elements objective).
that shape the national
) dentitypnatural and Students dance selected

o children's, folk and social
cultural heritage.
dances.
Develop a positive
. Pap Dancing games.

attitude towards .

. Concatenation of
tradition, understand the .
. . regional folk dances.
importance of preserving
traditions (manners Slovenian regional
and customs, cultural folk dancing and its
monuments, etc.). characteristics

HIKING Learn about sustainable Students understand the

development.

importance of protecting
natural and cultural
heritage (operational
objective).

The effects of walking on
the body.

Learn in the field about
some of the natural
landscape characteristics
of Slovenian ecological
zones.

Two hiking trips
to peaks offering
panoramic views.

Source: Uéni naért Druzba (Social Studies Curriculum), 2011; Uéni naért Sportna vzgoja (Physical

Education Curriculum) 2011

4 Operational objectives for the subjects Learning the Environment and PE are defined in diffe-

rent ways, thus cross-curricular connections are identified by comparing the objectives of Learning

the Environmental with PE’s learning material OR operational objectives. Where connections were
determined using operational objectives, it is expressly indicated.
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Table 11 Operational objectives and content for interdisciplinary connection of sport-geography
in the subjects Physical Education-Geography, Grades 6 to 9
THEMATIC
THEMATIC MODULE OPERATIONAL LEARNING COURSE MATERIALS FOR
I(\;IE(I) OD (?l;fPHY PHYSICAL gEJOEGCl;I'AI;:ESYFOR PHYSICAL EDUCATION
EDUCATION
ORIENTEERING HIKING Orientate oneself and move The pace of walking,
AND SURVEYING through the environment usinga | replacement of lost fluids
THE EARTHS compass and a map. and thermoregulation. The
SURFACE effects of walking on the
human body. Environmental
(GRADE 6) protection, concern for the
LET'S USE THE Visit at least one natural conservation of natural and
KNOWLEDGE: A geographical unit of Slovenia (an | cultural heritage. Safety in the
CLASS EXURSION interdisciplinary excursion); mountains. Providing first aid
for abrasions, wounds, blisters,
(GRADE 6) Learn about the beauty and contusions (swelling) and
geographical diversity of Slovenia | j;,cec¢ bites, protection against
through excursions and fieldwork; | ; <o ¢ Emergency responses.
Learn about the values and the Navigating with a map.
uniqueness of the Slovenian
landscapes, develop a love and
respect for Slovenian natural and
cultural heritage and a sense of
belonging to Slovenia.
SUBALPINE Describe efforts and measures
REGIONS taken to conserve natural and
cultural heritage.
(GRADE9)
ALPINE REGIONS Describe efforts and measures
taken to conserve natural and
(GRADE 9) cultural heritage.
DINARIC KARST Using the Postojna Cave as an
REGION example, students present the
efforts and measures taken to
(GRADEY) conserve natural and cultural
heritage.

Source: Uéni nacrt Geografija (Geography Curriculum) 2011; Uéni naért Sportna vzgoja (Physical
Education Curriculum) 2011

Although teachers most often integrate geographic content with History, Natural

Sciences, and Civics and Ethics, the above analysis of the curricula reveals many

5 Operational objectives for the subjects Learning the Environment and PE are defined in dif-
ferent ways, thus cross-curricular connections are found by comparing the objectives of Learning
the Environment with PE’s learning material OR operational objectives. Where connections were
determined using operational objectives, it is expressly indicated.
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possible connections between PE and geographic content. In particular, it can
be seen that they most closely interconnect when active teaching approaches
and methods are used. Nevertheless, we cannot ignore theoretical content such
as knowledge of orienteering, concern for the preservation and appreciation of
natural and cultural heritage, care for the environment and one’s own health.

Interdisciplinary integration with PE is also emphasized in curricula program
documents. For example, the Geography curriculum “(Uéni nacrt Geografija /
Geography Curriculum, 2011) emphasises that geography as a subject promotes
“responsible and active protection of one’s own health, and in Geography les-
sons students develop values that contribute to “ensuring the maintenance ...
of one’s own health”.

The Geography curriculum specifically notes that cross-curricular class excur-
sions and fieldwork provide a “good example for developing procedural and
transferable lifelong knowledge, common to all school subjects, and allow stu-
dents to acquire new knowledge that they master and develop, as well as apply,
such that it takes on an important dimension in how they understand their
homeland”. The curriculum actually requires planned excursions every year
“to at least one geographic region in Slovenia, so that over four years students
encounter different natural and human geographic regions”.

The PE curriculum (Uéni nacrt gportna vzgoja / Physical Education Curriculum,
2011) also has content that sensibly and relevantly interconnects with the geog-
raphy based subjects Learning the Environment, Social Studies and Geography.
Particularly noticeable is the material dealing with Slovenian folk traditions as
well as content linked to hiking. Every year each student must participate in five
sports days, two of which include hiking. The subject matter for sports days that
include hiking tends to focus on environmental characteristics of the hiking
venue, including its geographical, historical and natural features, and includes
hiking and orienteering using a compass and map.

The PE knowledge standards also connect to geographic content: at the end
of the first period students should be able to “move along a marked trail”; at
the end of the second period, “[students are] able to determine cardinal direc-
tions ... act in accordance with the principles of environmental protection”; at
the end of the third period, the student should “know how to orientate one-
self with a map ... is aware of conservation problems and actions that preserve
natural and cultural heritage”
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Within different teaching approaches and methods class teachers, sports teach-
ers and geography teachers effectively intertwine geographic and PE subject
matter. Below are just a few examples of how interdisciplinary integration of
geographic and PE subject matter can be achieved:

Class excursion: Geography teachers may plan a class excursion allowing
students to acquire and consolidate geographical knowledge whilst
simultaneously meeting the objectives of PE, for example, by building up
endurance, by engaging in physical activity or sporting activities. Teachers
could include hiking in hills that offer good views and the potential for
orientation, organising for the bus to wait at a stop a bit further away so
that students walk for a longer period; initiating a variety of physical/
active sports and games at specific stops). On excursions to particular regi-
ons students can be introduced to and learn traditional dances, manners
and customs that involve physical activity. In this way, students also learn
about the cultural heritage of an area/region/landscape.

Fieldwork: Teachers can organise fieldwork that takes place in the
immediate vicinity of the school and includes active learning methods
(orientation during a treasure hunt, various physical/sports activities;
measurement—of wind, path of the Sun, rainfall, etc.).

Class lessons: In line with interdisciplinary integration of geographic
content and PE teachers can prepare some simple physical/sports activities
in the course of regular lessons in the classroom. Thus, for example, when
learning about different countries students may learn their traditional
dances. Another possibility if for teachers organise orienteering exerci-
ses using QR® codes on the school grounds. The theoretical knowledge
content in both courses also interconnects—when learning about cul-
tural and natural heritage, caring for the environment, taking care of
one’s own health, etc. Geographic content can also be integrated into PE
lessons carried out in the gym, for example, on outdoor playgrounds, or
in the immediate vicinity of the school, for example, an orienteering race.
Another possibility is when students assist in setting up the gym and need
to manoeuvre gymnastics equipment and props into position based on
charts which map out the gym layout and the positions of the equipment.

6 A machine-readable code consisting of an array of black and white squares, typically used for
storing URLs or other information for reading by the camera on a smartphone.
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Since each chart has a legend students learn to orientate themselves on
paper and in space, along with learning how to read a map and alegend.

* DProject days, activity days: During project days students and teachers
can present varied geographic content, for example, distant regions of
the world and geographical phenomena such as volcanism, earthquakes,
which teachers interconnect with physical/sports activities such as crea-
tive movement and dance, role play and showcasing the most interesting
sports from different countries.

* Sports days: In every year two sports days are reserved for hiking. These
have a strong focus on raising the awareness of conservation of nature,
landscape features of the hiking venue and different ways of orientating
oneself on maps and in nature.

* A minute for health: In all subjects, students should break up long periods
of sitting down with a minute of physical activity, during which they per-
form some movement exercises with the windows open. To effectively
carry out such exercises, geography and sports teachers absolutely need
to cooperate.

Conclusion

To conclude, interdisciplinary integration is increasingly becoming an important
part of the educational process in Slovenia and is an important didactic approach
which contributes in providing students with lasting knowledge and, above all,
practical knowledge. It can partially lighten the load of curricula, whilst also
enhancing the experiential aspect of activity days. Interdisciplinary integration
is frequently mentioned in program documents, and curricula include a specific
chapter on interdisciplinary integration that directs individual subject teachers
on teaching subjects that can be interconnected, defining which teaching material
from other subjects can complement their own subjects.

However, in practice and also from reviewing curricula, interdisciplinary inte-
gration of geographic subject material with content from PE is rarely mentioned.
It is more common to seek out synergies and opportunities for the integration
of geography with other subjects. In order to determine which subject matter
of PE on the one hand and geographical content on the other, connect, interact
and complement each other, we performed an analysis of curricula of all four
subjects: Geography, Learn the Environment, Social Studies and PE.
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We identified in the curricula several opportunities to draw connections between
PE and geographic subject matter in the subjects, Learning the Environment,
Social Studies and Geography. In particular, it can be seen that the two groups of
subjects most closely interconnect when active teaching approaches and meth-
ods are utilised, but nevertheless we cannot ignore the theoretical content, such
as knowledge of orienteering, concern for the preservation and appreciation of
natural and cultural heritage, care for the environment and one’s own health.
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10 / Results of comparison

10/1 Comparison of the school systems

The organisation of the educational systems in all three countries in the
study is primarily within a public administration framework. In both the Czech
Republic and the Republic of Slovenia, a single Ministry maintains and regu-
lates an integrated state educational system (the Ministry of Education, Youth
and Sports for the Czech Republic and the Ministry of Education, Science and
Sports for the Republic of Slovenia), while in Denmark the education system
is the responsibility of four different ministries.

In the Czech Republic, all schools have the status of separate legal entities. While
the local communities organise pre-primary education and compulsory school-
ing, upper secondary schools and tertiary professional schools are organised at
the regional level. In the Republic of Slovenia pre-school education, compulsory
basic education, basic music education, upper secondary and higher education
are all within the domain of the Ministry of Education, Science and Sports, and
the government is the regulator, the founder, the main finance contributor and
the supervisor of public education institutions. In Denmark, the Ministry of
Education manages pre-primary, primary and secondary education, while the
Ministry of Higher Education and Science manages higher education.

The structure of the educational system in all three countries is similar.
Although there are some differences the pre-school education, compulsory
basic education, upper secondary education and tertiary education levels can
be easily compared.

Pre-school education is optional in all three countries and encompasses cen-
tre-based childcare and early general pre-school education. However, basic
education is compulsory, between the age of six and sixteen in Denmark and
between the age of six and fifteen in both the Czech Republic and the Republic
of Slovenia. In the Czech Republic, basic education is organised mostly within a
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9-year, single-structure system, which is divided into two stages—primary and
lower secondary. However, lower secondary education can also be provided
by multi-year general secondary schools and 8-year conservatories. In both the
Republic of Slovenia and Denmark, primary and lower secondary education
is integrated into single-structure schools, of nine years and ten years duration
respectively. In Denmark the ten years includes Grade 0, a transitional year
between kindergarten and primary school.

Upper secondary education in all three countries is provided by upper sec-
ondary schools in either general and vocational fields. In the Czech Republic,
upper secondary schools are divided into three basic types: grammar schools
(4 to 8 years with a school-leaving exam); secondary professional schools (3 to
4 years with a school-leaving exam) and secondary vocational schools (3 to
4 years with a final exam or a school-leaving exam). In the Republic of Slovenia
the upper secondary education consists of general education with different
types of 4-year grammar school programmes that finish with a school-leaving
exam and vocational (2 to 3 years) and technical education (4 years or 3 plus
2 years with a final exam or a school-leaving exam). In Denmark, there are three
types of upper secondary schools: grammar schools (3 years), trade schools
(3 years) and vocational schools (3 to S years). There are some specifics regard-
ing the tertiary level of education although in all three countries the systems
are organised in accordance with the Bologna process and the Lisbon Strategy.

10/2 Comparison of the analysed curricula

10/2/1 Questionnaire for the C.A.L.M.A.Z. member
countries experts

Method: Two experts from each nation agreed to participate in the data col-
lection—one expert for PE and one for Geography. All of them are academics
(mainly associate or assistant professors) at quality universities. Their exper-
tise is evident from the number of scientific papers that they have authored.

We established first contacts at the C.A.L.M.A.Z. inaugural meeting in
September 2013 in Ljubljana (Slovenia). All authors received a general infor-
mation letter (e-mail) and the following qualitative semi-structured, open-ended
questionnaire. Their task was to describe the situation of PE and Geography

/96/



in their country, with a particular focus on ISCED 1 and 2, according to the
following questions:

0. Structure of the educational system

1.

0.1

0.2

0.3

0.4

0.5

0.6

What is the compulsory age for children to attend school in your
country?

Age x-y

How many compulsory PE/Geography classes shall be held for one
week and for one year at certain school levels?

Level x (e.g. elementary school), Age x-y: y hours

For which of these school levels do you have specific PE/Geography
curricula in your country?

What is the current political situation of PE/Geography at school
in your country?

Have there been any educational reforms done in the last S years
or are there any going to be the following years?

Which are the most urgent problems of PE/Geography?

Formal issues of the curriculum (asked for both elementary and
secondary school)

1.1
1.2
1.3
1.4
1.5

1.6

1.7

1.8

1.9

What is the name of the subject?

When did the current core curriculum enter into force?

Who is responsible for the elaboration of the curriculum?

How centralized or decentralized is your curriculum? (e.g. national
level, regional level, school level, ... )

What is the structure of the main curriculum and what are the main
thematic chapters?

What is/are the key concept(s) that your curriculum is referring to?
(e.g. for PE: physical literacy, fundamental movement skills, health
education, sports education, ...). (e.g. for Geography: place, local-
global perspectives, interaction of man and nature, ...)

Is the curriculum rather content based (physical activities, concepts,
models) or outcome based (competences)?

Does the curricula define any standards? If yes, in what sense? (you
can show an example)

Is there any quality control system monitoring the implementation
of the provisions of the curriculum? If yes, who are the responsible
and how is it organized?
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1.10 In how far is it possible to detect any difference between the prescri-
bed curriculum and the real curriculum implemented in the field?

2. Objectives, content and assessment issues of the curriculum (asked
for both elementary and secondary school)

2.1 Which are the main general objectives defined in the curriculum?

2.2 Do the following development areas appear in some way or another
in the curriculum?

For example, for PE: Forming physically literate individuals;
Educating children to lead physically active lifestyle; Developing the
knowledge for health-conscious lifestyle; Developing self-knowledge,
self-esteem and cooperative attitude; Forming responsible behaviour;
Developing problem-solving, constructive, critical thinking.

For example, for Geography: Developing of: action competence,
citizenship (local-global), critical thinking, problem-solving com-
petence, organize practical work (e.g. experiments or fieldwork,
aesthetic awareness).

2.3 Inhowmany areasis the content divided and what are their names?
PE/Geography

2.4 Which activities, contents, appear in the curricula content and which
are the dominant ones? PE/Geography

2.5 Isthere anykind of central (governmental) assessment on any class
level? If yes, in which class level, what is its purpose?

2.6 Is there a summative assessment, evaluating students at different
moments during the school year and at the end of the year? If yes,
on what elements is the assessment based? (e.g. knowledge; skill,
attitude, ...)

Source: authors’ own questionnaire survey

The authors had a text delivery deadline of June 2016. The first papers var-
ied somewhat in quality and structure. It was decided that the answers had
to undergo careful revision and comparison with the content of the descrip-
tive chapters (Chapter 7, 8,9). The main goal was to guarantee comparability
between statements from different countries. This in turn facilitates cross-sec-
tional study. We steadily sent feedback to those authors whose papers we felt
would benefit from some changes before work by the language editor.
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10/2/2 Juxtaposition of the questionnaire for the C.A.L.M.A.Z.

member countries experts

The results of the comparison of the PE and Geography curricula

Table 12
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10/2/3 Comparison of the PE and geography curriculum-
-C.A.L.M.A.Z member countries experts’ answers

Physical Education
Structure of the educational system

The current state of PE within the educational system is relatively strong in
all three countries in the study. PE has a long tradition in the Czech Republic
and currently the possibility of a third class per week is being discussed. At the
same time, there is a debate among academics about shifting the focus of PE
from the current health oriented goals toward physical literacy. School reform
in Denmark in 2014, resulted in an increase in the number of PE lessons for
Grades 4 to 6, and an exam in PE after the Grade 9. When asked about the
current policy in PE, the Slovenian respondent states that currently PE is in a
rather good position within the basic education system.

Nevertheless, in all countries PE is experiencing problems. In the Czech
Republig, it is the low congruence (fidelity) between curricula levels (for exam-
ple between the goals and educational content) as well as low acceptance by
teachers of the new curricula. In Denmark, the issue is educating PE teachers
around the country to handle the PE exam and in Slovenia, there is a problem
in implementing modern educational trends.

In the Czech Republic, the minimum time allocated for all grades is two les-
sons of PE per week. In Denmark, it is two lessons for Grades 1 to 3 and for
Grades 7 to 9, and three lessons for Grades 4 to 6. In Slovenia, Grades 1 to 6
have three lessons of PE per week, and only two lessons per week in the last
two primary education grades.

In all three countries, the PE curriculum changes during primary education. In
the Czech Republic, there are specific curricula for Grades 1 to 5 and for Grades
6 to 9. In Denmark, there are four curricula specific for Grades 1 to 2, Grades
3to S, Grades 6 to 7, and Grades 8 to 9. In Slovenia, there is only one curricu-
lum covering all nine primary education grades, but nevertheless, it is divided
into three parts, one each for Grades 1 to 3, Grades 4 to 6, and Grades 7 to 9.

The implementation of the curriculum is quality assured in different ways. In the
Czech Republic, inspections are carried out by the Czech School Inspectorate;
however, in reality the implementation of the curricula is not checked directly
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and remains the responsibility of the school itself. In Denmark, quality is
assured by a national testing regime initiated by the Ministry of Education.
In Slovenia, inspection is carried out at a school level and is initiated by the
director of a school.

Formal issues

In this section we make some general comments on the PE curricula in the three
countries involved in the study, identified through the respondents’ answers to
ten questions that referred to both the lower and higher primary education level.

All countries use the same name for the subject—"physical education’, although
in the Czech Republic they sometimes refer to PE as “body education”. The old-
est curriculum is that of the Czech Republic (2004), although the document has
been modified since then, most recently in 2011, with another revision planned for
the autumn 2016. Slovenia and Denmark have more recent curricula that were
introduced in 2011 and 2014 respectively. In these two countries the curricular
documents are developed by their respective Ministries of Education, while
in the Czech Republic, the Ministry of Education commissions the National
Institute for Education to develop curricula.

Unlike Denmark and Slovenia, where development of the curricula is cen-
tralized at the national level, the Czech curriculum is developed both at the
national level (The Framework Education Programme), and at the school level
(The School Education Programme). The Czech curriculum includes activi-
ties encouraging health, skills and learning physical activities, Denmark’s cur-
riculum typically supports versatile sport, sports, culture and relationships as
well as body, workout and well-being. In lower grades, Slovenia’s curriculum
lays down the ABC of athletics, the ABC of gymnastics, natural movements,
ball games, dance games, outdoor activities, and swimming; these are further
developed in higher grades by adding sports such as volleyball, football, hand-
ball, and basketball.

The concepts underpinning the PE curriculum are also different. In the Czech
Republic the focus is on encouraging health. Denmark’s curriculum focuses on
achieving competence—bodily competence, sports competence, social com-
petence, and personal competence. Slovenia’s curriculum focuses on achieving
lifelong physical activity and emphasises proper movement efficiency and the
creation of a healthy lifestyle, the acquisition of skills that enable participation
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in various sports activities, understanding the usefulness of regular exercise
and PE and the creation of positive patterns of behaviour.

The three curricula also differ in their educational approach. When asked “Is
the curriculum content based (physical activities, concepts, models) or out-
come based (competences)?” the Czech respondent said “both content and
outcome-based”, the Danish respondent said “Outcome (competence) based”
and the Slovenian respondent said “more content than outcome based”. All the
three curricula contain standards which are usually defined as expected out-
comes (Czech Republic and Slovenia), and as standards of what the student
knows and is able to do in Denmark.

In all three countries, the potential of the intended curriculum often fails to
be fully realised. In the Czech Republic, there is a significant problem for the
quality evaluation of PE because of a low congruence between the planned
and realized curriculum. In Slovenia, planned goals often fail to be realized by
PE teachers. In Denmark, the reform has been implemented only recently and
results are not yet available.

From the results of the study it appears that general characteristics of PE cur-
ricula in the three countries differ in many aspects.

Objectives, content and assessment issues of the curriculum

In the following section we explore in detail the specific objectives, content and
assessment issues of the PE curriculum in the three countries.

The objectives of the PE curricula differ. In the Czech Republic all objectives
refer to health issues, while in Denmark, the objective is that students learn to
be part of versatile sporting contexts where it is vital that pupils achieve physical
skills and knowledge of physical activity and experience joy and the desire to
pursue sport in many different areas. In Slovenia the main objectives are pupils’
primal needs for exercise and play, personalized development of movement and
functional abilities, acquisition of the many and various motor skills and sports
knowledge and emotional and rational perception of the sport.

Respondents all agree that their national curricula include the ideas of form-
ing physically literate individuals, educating children to lead physically active
lifestyle, developing the knowledge for health-conscious lifestyle, developing
self-knowledge, self-esteem and cooperative attitude, forming responsible
behaviour, and developing problem-solving, and constructive, critical thinking.
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The PE educational content is similar with all three curricula including gymnas-
tics, athletics, ball games, dancing and swimming. Gymnastics, ball games, and
dance and expression, are dominant in the Denmark’s curriculum, which fur-
ther contains outdoor activities and physical training. Unlike others, Slovenia’s
curriculum also offers natural movements and mountaineering. The Czech
curriculum is divided into activities that impact health, activities that influence
the level of locomotive skills, and activities encouraging locomotive learning.
Besides the common content, it further contains martial arts activities, tourism,
and outdoor stays.

Formal assessment of pupils in PE lessons is obligatory in Slovenia and in
Denmark. In Denmark, pupils receive a written statement from the PE teacher
in Grade 8 and are tested at the end of Grade 9 for knowledge, skills and com-
petences. In Slovenia, achievement of objectives is assessed at different times
during the school year and compulsory testing is conducted within the National
Assessment of Knowledge (NAK) at the end of in Grades 6 and 9. In the Czech
Republic, formal testing is not compulsory although national testing at the
end of the Grades 5 and 9 is being debated. Currently, however, only progress
testing is carried out.

Geography
Structure of the educational system

In the Czech and Slovenian curricula some themes in Geography overlap the
content of other subjects, for example, Civics, Biology, History, etc., Interestingly,
this is perceived by the respondents in a rather negative way. However, Denmark’s
curriculum aligns geography with Biology and Physics-Chemistry. From 2017,
there will be one common oral examination including all three subjects. The new
structure emphasises common science competences (investigation, modelling,
perspectivation, and communication) and six interdisciplinary science subjects.

The study reveals that there are only minor issues with the geography curricula
across the three countries. In the Czech Republic, there are issues with excessive
descriptiveness, encyclopaedic learning and lack of practical use. In Denmark,
the problem is the many uneducated geography teachers. In response to this
situation, the municipalities are going to pay for in-service training for teachers.
Furthermore, since the 2014 reform, the emphasis has been placed on physical
geography and there may be an issue that teachers “forget” human geography
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when teaching. In Slovenia, as stated previously, it is only the implementation
of modern educational trends that is problematic, as stated previously.

There are different structures between countries in the Geography curricula
for primary education. In the Czech Republic, Geography has a single curric-
ulum for primary schools further divided into “Prvouka” (Elementary studies)
for Grades 1 to 3, “Vlastivéda” (Geography) for Grades 4 to S, and “Zemépis”
(Geography) for Grades 6 to 9. In Denmark, Geography in Grades 1 to 6 is inte-
grated in the Science-Technology subject having 1 to 3 hrs/week. In the higher
primary level Geography is an independent subject, with the emphasis on the
cooperation between Geography, Biology and Physics-Chemistry (Science),
with two lessons per week in Grade 7 and one lesson per week in Grades 8 and 9.
In Slovenia, the curriculum is divided into three—Environmental Studies
Curriculum (Grades 1 to 3), Social Studies Curriculum (Grades 4 to S) and
Geography Curriculum (Grades 6 to 9).

The implementation of the curriculum is quality assured in the same ways as the
PE curricula. In the Czech Republic, inspections are carried out by the Czech
School Inspectorate; in Denmark, quality is assured by a national testing regime
initiated by the Ministry of Education. In Slovenia, implementation of the cur-
rent curriculum is tested by means of lesson preparations, written and oral exam
results of students, and results of final exams on national level. Inspection is
carried out at a school level and is initiated by the director of a school.

Formal issues

In all three countries Geography is taught under different names in different
school years. The word “geography” does not appear in any of the curricula until
higher primary grades, since the subject content in the lower primary grades is
merged with elements of history, biology, and basics of physics and chemistry.

The oldest geography curriculum can be found in the Czech Republic (2004);
however, as with PE, it has been modified several times. Slovenia and Denmark
have considerably more recent curricula, dating back to 2011 and 2014 respec-
tively. As with PE, curricula documents in these two countries are developed by
their respective Ministries of Education, while the Czech Ministry of Education
commissions the National Institute for Education to develop the curriculum.

As stated previously for PE, in Denmark and Slovenia the curricula are devel-
oped centrally, at the national level, while the Czech curriculum is developed
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both at the national level (The Framework Education Programme), and at the
school level (The School Education Programme).

In the lower primary grades, in all three countries, Geography deals predom-
inantly with physical geography and, in general, covers the world nearby, for
example, Man and his World in the Czech Republic, and Environmental Studies
in Slovenia (home, school, local community, basic terminology, and orientation)
and then Social studies (geographical, historical, sociological topics of home
region and Slovenia).

In the higher primary years in all three countries, the subject content focuses on
learning about the Earth and regional geography of the world including detailed
geography of their own country. However, Denmark’s curriculum explores the
subject in more depth and focuses on four geographical core topics: demography
and economic geography, the Earth and its climate, globalization, and natural
resources and living conditions. The Czech curriculum also goes beyond the
physical geography in the higher primary grades where it deals with general
physical and human geography and cartography.

The key concepts underpinning the Geography curricula differ between coun-
tries as it did for the PE curricula. In the Czech Republic there is a focus on
understanding processes in nature; in Slovenia, the focus is on understanding
the environment through knowledge, abilities and skills. In Denmark, the focus
in on understand the interaction of man and nature, place, local to global scale.
The student’s competences are investigation, modelling, perspectivation, and
communication.

The curricula also differ in their educational approach, in the same way as the
PE curriculum does. When asked “Is the curriculum rather content based or
outcome based?”, the Czech respondent said that it focuses both on the content
and on the outcomes, the Danish respondent said it is competence based, which
means the focus is on student’s outcomes, and the Slovenian respondent said
itis more content than outcome based. From this point of view, the geography
curriculum in the countries discussed does not differ considerably from the PE
curriculum. All the three curricula contain standards which are, as in PE, most
often defined as expected outcomes (in the Czech Republic and Slovenia), and
as standards of what the student knows and is able to do in Denmark.

The Czech Republic seems to be the least successful in realizing the planned
curriculum as teachers do not understand the goals of the reforms or do not
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want to implement them because it is easier to teach in old and set ways than to
implement new things. The situation in Denmark was monitored at a national
level in 2004 and 2011; however, evaluation of the new curriculum has not yet
been carried although is expected in summer 2017. In Slovenia, implementa-
tion of the current curriculum is tested by means of lesson preparations, written
and oral exam results of students, and results of final exams on national level.

Objectives, content and assessment issues of the curriculum

The main objectives of the Geography curricula are very similar in all three
countries. In the Czech Republic it is geographical thinking about man and
nature, environment, use of energy and so on—exploration of facts, processes
and their context, using various methods of cognition. In Denmark, the main
objectives focus on competence and the emphasis is on the ability of stu-
dents to apply their knowledge, in the appropriate context, of the following:
demography and economic geography, the Earth and its climate, globalization
and natural resources, and living conditions. In its description of objectives,
Slovenia’s curriculum lists the knowledge and understanding of space, natural
and socio-economic systems on Earth, processes in home region, the country
and the world in terms of temporal changes.

All the curricula seek to develop certain competences. In the Czech Republic
these are the competence to learn, competence to solve problems, and criti-
cal/geographical thinking. Denmark’s curriculum emphasises action compe-
tence and citizenship as well as the student’s ability to organize and achieve
data collection, and to use their knowledge in different geographical contexts.
Slovenian curriculum includes action competence, citizenship, critical think-
ing, problem-solving competence, organization of practical work, and aesthetic
awareness.

In the Czech Republic and in Denmark the geography subject content is divided
into two levels, and in Slovenia, into three. In the Czech Republic, the first level
(lower primary) has five thematic areas—Place where we live, People around us,
Man and time, Diversity of nature and Man and his health. For the second level
(higher primary) there are seven thematic areas—geographic information, data
sources, cartography and topography; then a natural image of the Earth, regions
of the world, social and economic environment, environment, Czech Republic
and field geographic education, practice and application. In Denmark, the first
level (Grades 1 to 6) deals with weather and climate, Danish landscapes, plate
tectonic, environmental studies, and the second level (Grades 7 to 9) consider

/116 /



demography and economic geography, the earth and its climate, globalization,
natural resources and living conditions. The geography content of the Slovenian
curriculum is divided into three levels: Environmental Studies (Grades 1 to 3),
Social Studies (Grades 4 to 5) and Geography (Grades 6 to 9).

Topics in the geography curricula are equally balanced with no topic predom-
inant. The content of the Czech and Slovenian curricula seeks to make pupils
get to know and understand the world; however, in Czech school, teachers tend
to focus on the description of the world. Denmark’s curriculum emphasises
students’ ability to organize and conduct data collection, and process, interpret
and speculate on the material collected in the appropriate contexts. This implies
that students have to do practical work in geography. This might be laboratory
work, fieldwork, outdoor learning etc.

Central assessment of the student’s knowledge of Geography is similar to the
assessment of PE knowledge and skills. In the Czech Republic, there is a debate
about introducing formal testing at the end of the Grades 5 and 9. In Denmark,
testing is carried out at the end of Grade 8 with a national multiple-choice test
and in Grade 9 for knowledge, skills and competences. In Slovenia, compulsory
testing is done within the National Assessment of Knowledge (NAK) at the
end of Grades 6 and 9. Progress testing in geography is usual in Slovenia and
the Czech Republic, while in Denmark, according to the respondent, teachers
might use some other summative tools (for example, on the internet) to evalu-
ate the student’s learning. Progress tests in all the countries are only carried out
by teachers. In the Czech Republic, it is usually done via oral or written tests,
while in Slovenia, the achievement of objectives is assessed.

10/3 The questionnaire survey analysis-PE
and Geography integration

The questionnaire survey was carried out in the school year 2015/2016, in the
three countries involved in C.A.L.M.A.Z. (the Czech Republic, the Republic of
Slovenia, and Denmark) in order to determine how experts (teachers in lower
and higher primary classes, university experts, or other specialists) perceive the
integration of physical education and geography. The questionnaire survey was
developed using Google Docs forms and completed on-line by participants.
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The questionnaire contained 11 questions, four of which were identification
questions—about the respondents’ country of origin, their sex, age, and con-
tact details. Further questions enquired about the respondent’s experience
with the integration of physical education and geography, in their studies or in
practice. The respondents were to state whether or not they regarded integra-
tion as important, and if they did, they were asked to list goals and examples
of integration. If they did not consider integration important, they were asked
to provide reasons and potential barriers and problems related to integration.
The results can be further sorted according to the length of the respondents’
teaching practice.

Questionnaire for teachers of Physical education and Geography

Background information

Male / female (M / F): The main school level you teach:
Age: 1.-5./6. grade (X):
Years of teaching experience: 5./6.-9. grade (X):

Country (Denmark, Slovenia, Czech d hool (1 d
Republic): Secondary school (lower gra e) (X):

Please write below the subject(s) you teach this school year (2015/16)

1. Do you have any experience (personal, colleague, during studies ... ) with
combining physical education and geography?

YES
« If yes, please give a short description (max. S lines):

NO

/118 /



2. Do you find combining of physical education and geography important?
YES

« If yes: Can you mention the 3 most important goals when combining
physical education and geography (1. being the most important goal and
so on).

1.
2.
3.
NO
« If no: Why not?

3. Canyou see any possibilities to combine physical education and geography
in primary/secondary education?

YES

« Ifyes, please describe, how (in general or concrete activities)?
NO

« If no, why not (describe barriers, problems or threats)?

Source: author’s own on-line questionnaire survey

A total of 69 responses were received; 14 from Denmark, 16 from the Czech
Republic, and 39 from Slovenia. In closed questions (mostly identification
questions), basic statistical methods (addition, average, and correlation) were
used. For the remaining questions, given the number of respondents and the
open nature of most of the questions, the survey is regarded as qualitative and
all answers are included in the results. In these questions, the qualitative research
method of key words analysis of individual statements was used. Actual state-
ments from respondents are used for illustration purposes.

It is important to note that responses from the countries concerned did not
differ in essence. Table 13 shows the breakdown of respondents according to
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gender and age. The numbers of men (30) and women (39) are quite even. Most
respondents are aged between 50 and 59 and the average age of respondents is
42.9 years. The length of teaching practice is proportional to their age. A corre-
lation coefficient calculated by means of function CORREL in MS Excel from
the age of a respondents and the length of their teaching practice amounts to a
value of 0.9418, which represents almost a linear relationship between these two
quantities. The average length of the respondents’ teaching practice is 16.9 years.

Table 13 Characteristics of the survey’s respondents according to their gender and age

Age Female Male Total (abs., rel. in %)
<29 S S 10 14.5%
30-39 9 10 19 27.5%
40-49 7 9 16 23.2%
50-59 8 13 21 30.4%

> 60 1 2 3 4.3%
Total 30 39 69 100.0%

Source: author’s own on-line questionnaire survey

The overwhelming majority of respondents were teaching in primary education
when they were asked to fill in the questionnaire, with only five respondents
working in a different type of education such as a university. Seven teachers teach
only in lower primary classes (typically Grades 1 to S but including Grade 6
in Slovenia), 49 teachers teach in higher primary classes (or lower secondary
level (Grades 5/6 to 9) in Czech gymnasia), the other eight teachers work at
both levels.

The combinations of subjects taught by the respondents are diverse. Respondents
teach physical education most often (41), either as the only subject or combined
with another subject (most frequently a language, geography in seven cases, or
mathematics). A total of 20 respondents teach Geography, either as the only
subject or combined with another subject. Ten respondents teach almost all
subjects in lower primary classes.

A total of 33 respondents have personal experience with the integration of
physical education and geography (i.e. the respondents experienced integration
during their studies or they know a colleague who is involved in it, or they are
involved in integration themselves), while 36 respondents have no experience.
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Interestingly, teachers without experience of integration are more likely to
think that integration is not important. A total of 55 respondents including
even the 19 respondents who lack the experience, consider the integration of
physical education and geography important (see Table 14).

Table 14  Matrix of respondents’ responses regarding their experience with the integration
of physical education and geography, and the importance of integration

Do you find combining of physical
education and geography important?
Yes No Total
Do you have any experience (personal, Yes 31 1 33
collea'gl?e, durm'g studies ) with No 2% 12 36
combining physical education
and geography? Total SS 13 69

Source: authors” own on-line questionnaire survey

Integration is considered very important by all teachers who teach both physi-
cal education and geography; 25 (71%) of physical education teachers and 11
(84%) of geography teachers see the integration of exercise and geography as
important. However, geography teachers, no matter whether they teach geog-
raphy only or in combination with another subject, adopt a more favourable
attitude towards the integration of physical education and geography than
teachers of physical education.

Three core activities were frequently given as examples of personal experience
with the integration of physical education and geography; each of them was
mentioned in approximately one third of all responses although some responses
mentioned more activities:

* orientation in nature with map, compass, GPS and orienteering
(36% of responses),

* outdoor teaching (34%),
* excursion, outdoor sport/project day (30%).

The respondents were also asked to list their three most important goals when
combining physical education and geography. The results reveal four key goal
areas:
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1. for enhancing the learning process from the student’s and teacher’s
point of view

“By being outdoor, students can feel the nature, smell it, touch it; not only see it from
the classroom.”

"As teacher you can describe landscape from different point of view.”
“Working in more holistic way such as projects within school work.”

“By being active. Students can observe the landscape in a different, more active way.”
“Students work out and study in one time.”

“Fieldwork = reasons and consequences.”

“To stimulate learning.”

“Learning by doing.”

“Learn to work interdisciplinary.”

“Active approach to teaching (both students and teachers).”

“Learning through other means than usual.”

“Better explanation and understanding of problem.”
“Movement promotes learning.”

“The education in real environment.”

“Convert theoretical knowledge into practise.”
“Learning with (all) senses.”

2. for health

“Be fit.”

“Increase physical fitness and resilience of students.”
3. for communication and cooperation
“Better communication and cooperation between students.”
“Enhancing team work.”

“More fun.”
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4. for real life

“Understanding the World we live in.”

“Complex development of students.”

“Linking knowledge and skills from different subjects and their application in practise.”
“The care for open clean, less polluted environment in the future.”

“The combination might give a better picture of why, how and what to do in nature
in a more sustainable way.”

If respondents did not consider integration of physical education of geogra-
phy important (13 respondents), they were asked to explain their reasons.
The most frequent reason (five respondents) was “I do not see any connection”.
Another reason given is that physical education and geography are not suitable
subjects for integration. The combination of physical education and biology
was mentioned as one offering better possibilities. Other reasons included time
constraints and the fact that such integration is not part of the curriculum. In
particular, teachers mention the fact that such lessons are very demanding in
terms of organization, and that teachers have not been professionally trained
to integrate the two subjects. One of the teachers asked why pupils should be
forced into integration if boosting their attitude to sport and exercises would
be sufficient.

Although more than 50% of teachers and experts have no experience in inte-
grating physical education and geography (36 respondents as compared to 33)
and some of them cannot see reasons for doing so, 60 out of 69 respondents
could see potential in the integration of physical education and geography in
lessons. The integration via orientation in nature with a map/GPS and orien-
teering is most often mentioned (18 responses). Other activities include sports
days or courses (cycling, biking, canoeing, skiing, mountaineering and caving),
school outdoor stays, and other outdoor activities. Other non-traditional activ-
ities mentioned are disc golf with a compass, playing settlers in large format,
geocaching or where I go, parkour in urban environments and battle games in
woods. Some teachers even see the possibilities of integration in for example,
collecting rocks, transport planning, or ecological lessons. One of the teachers,
however, points out the indispensable knowledge of first aid and awareness of
risks connected with outdoor lessons.
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Respondents were given space for free comments at the end of the question-
naire, which only a few of them took advantage of; however, two interesting
views were provided: “Geography is a multidisciplinary science. Through educa-
tional system, tourism and economy, a placement of sport facilities and national
health strategy strongly connects geography with physical education.” or “Great to
be PE and geography teacher!”
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11/ Summary and Discussion

Our research was based on the problem-oriented, comparative scientific appro-
ach described in Chapter 5 and the results relate to two of the principles of
comparative research—contextuality and comparability. The main problem
being examined is the extent of the integration of the PE and Geography curri-
cula in three different countries, both the intended curricula and the realised.

We focused on the basic (elementary) school level in the Czech Republic,
Denmark and the Republic of Slovenia. At this level, the context of the research
(the school systems) can be compared relatively easily. The results of this com-
parison (Chapter 10.1) showed that structure of the educational system in all
three countries is similar, although there are some small differences, for exam-
ple the duration of the compulsory basic education.

The actual PE and Geography curricula were compared in detail in Chapter 10.2
and the results of this comparison are summarized as follows.

Currently both subjects are in a strong position within the basic education sys-
tem in all three countries. Nevertheless, there are problems in implementing
the current curricula for both PE and Geography.

In PE in the Czech Republic, it is the low congruence (fidelity) between cur-
ricula levels (for example between the goals and educational content) as well
as low acceptance by teachers of the new curricula. In Denmark, the issue is
educating PE teachers around the country to handle the PE exam. In Slovenia,
there is a problem in implementing modern educational trends.

In Geography, the issues are less significant—excessive descriptiveness, ency-
clopaedic learning, lack of practical use and, in Denmark, a lack of fully edu-
cated geography teachers.

Differences were identified in how the curricula (both PE and Geography) were
developed—at the national level in Denmark and Slovenia but at both national
and school level in the Czech Republic. There were also differences in how
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implementation of the curricula was quality assured—by compulsory exter-
nal exams in Denmark and Slovenia but not in the Czech Republic, although
compulsory testing is currently being debated. The curricula also differed in
their educational approach—whether it was more oriented towards content
or to outcomes.

In the detailed comparison of the PE curricula, similarities were observed in
the time allocated to PE, in how the PE curricula changed during primary edu-
cation, and in the curricula content regarding landscape specifics. However,
the concepts underpinning the PE curricula differed. The Czech curriculum
differed the most, as it is primarily health oriented whereas in Denmark and
Slovenia the curricula were more movement oriented.

In comparing the Geography curricula, differences were found in what the
subject was called in the different school years, and the term “geography” does
not appear in any of the curricula until the higher primary grades. We also
found differences in that, while the Geography subject matter usually overlaps
with subjects such as Civics, Biology and History, in Denmark the Geography
curriculum is formally aligned with Biology and Physics-Chemistry. The key
concepts underpinning Geography also differ: in the Czech Republic there is a
focus on understanding processes in nature; in Slovenia, the focus is on under-
standing the environment through knowledge, abilities and skills; in Denmark,
the focus in on understanding the interaction of man and nature, place, local
to global scale. However, the main objectives of the Geography curricula are
very similar in all three countries and all the curricula seek to develop certain
competences, particularly action competences, critical thinking and prob-
lem-solving competences.

Integration of elementary school subjects is emphasized to a varying extent in
all the curricula and there are considerable opportunities for integration of the
Geography and PE curricula (Chapters 7.6, 8.6 and 9.6). Teachers in lower and
higher primary classes, university experts, and other specialists were surveyed
to record the reality of PE and geography integration (Chapter 10.3).

It is important to note that responses from the countries concerned did not
differ in essence—while integration is often mentioned, in practice it has not
been implemented sufficiently. The survey also showed that, from the teachers’
point of view, outdoor learning is the most important focal point of interdis-
ciplinary integration between geographic subject matter and PE and sport.
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Teachers with experience of integration are more likely to think that integration
is important than teachers without experience. Unfortunately, more than half
of the respondents have no experience in integrating PE and Geography, either
in their studies or in practice. Some experienced respondents mentioned that
such lessons are very demanding in terms of organization, and that teachers have
not been professionally trained to integrate the two subjects. For this reason,
further research and teacher training in the implementation of interdisciplinary
integration is critical.

Currently two specific research projects are being conducted at Masaryk
University, Faculty of Education:

* Theuseoffieldworkasa powerful teaching strategy, MUNI/A/0946/2015;

* Training teachers of geography and biology for fieldwork,
MUNI/A/1262/2016.

The Faculty of Education of the University of Ljubljana has established a course
in Interdisciplinary Integration. Competences obtained by students attending
this course include:

1. Generic (general) competences:
« Synthetic, analytic, creative thinking and problem solving;

« Sensitivity/openness to people and social situations, ability to work in
teams.

2. Course-specific competences:

« Expanded expert knowledge in diverse areas of education that are part of
primary and secondary educational stages;

« Ability to have an interdisciplinary and a cross-curricular, as well as a
holistic overview of the education process;

« Ability to plan and prepare different forms of interdisciplinary integration
for classes;

« Capacity to develop new ideas (creativity) in education;
« Shouldering of responsibilities for directing educational processes.

The experience provided by fieldwork is irreplaceable as it encompasses equal
amounts of learning about and experiencing landscapes, practical training in
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navigation, observational and investigative field skills, collection of primary
data, and practical views about environmental issues and outdoor safety. The
delivery of such outdoor programs yields positive results in terms of education
learning outcomes. By using different senses, students gain a broader awareness,
which is necessary for developing the lifelong, knowledgeable and powerful
connections that are essential for a healthy future.

Fieldwork that enables pupils to work in a real environment with the proper
selection of curriculum content leads to a more effective understanding of the
subject matter (both PE and Geography) and has significant potential to attract
pupils to science. Fieldwork in its various forms in terms of the external control
of the teacher, is also associated with the use of modern scientific techniques,
the separate identification of environmental problems, working with data and
literature in the field and the development of communication skills of pupils.

Finally, practically oriented fieldwork integrating PE and Geography is able to
eliminate the lack of physical activity and also lack of practical demonstrations
and experiments in regular classroom lessons, insufficient development of the
instrumental skills of students (the so-called “hands-on activities”), and the lack
of the educational focus on issues which students encounter in everyday life.
As such, the authors believe it represents a modern educational direction that
will help increase motivation and interest of students, enhance their physical
activity and develop their critical thinking, creativity and problem-solving skills.
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12 / Examples of good practice

Integrated Geography and PE lessons are part of the educational process in pri-
mary schools in all three countries participating in this study. Teaching through
experiences not only provides pupils with a new and broader perspective of the
subject matter, but it also motivates and fosters the pupil’s abilities to discover
new relationships and, consequently, create new models, systems, and struc-
tures. This chapter contains some examples of good practice. All the examples
clearly demonstrate how the Geography curriculum and the PE curriculum can
be integrated into one thematic unit with the aim of gaining complex knowledge
that might be used in real life. It is primarily the implementation of cross-cur-
ricular relations and the connection of theoretical activities with practical ones.

Numerous examples from Denmark include: integrated subjects, modules or
topics placed in lessons; projects uniting knowledge gained in more subjects
with practical experience and productive activities; or integration days when
the whole school deals with one theme. From the Czech Republic an example is
given of how one type of activity (i.e. dancing and games) can be integrated with
Geography. From Slovenia one detailed outdoor learning activity is described
in detail.

12/1 Abstracts of interdisciplinary approaches between PE
and Geography, Denmark

In this section some examples of integrating physical education and geogra-
phy in Denmark are presented. The activities aim to meet a wide spectrum of
teaching goals, for example, work with GPS, physical activity in the field in dif-
ferent conditions, work with a compass, map reading, orienteering, work with
a tablet and smartphone, exergames, and so on. In Table 1S the activities and
descriptions are listed and the opportunities for integration of geography and
physical activities are highlighted.
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Table 15  Abstracts of interdisciplinary approaches between PE and Geography, Denmark

No. | Title, name etc.

Description of activity

1 Title of activity:

Orbits of planets

Needed materials: None
Target group (ages):

12-16 years
Purpose/learning goal(s):
student feels and knows how
the most prominent planets

move according to each
other.

Students are divided into groups of 3 or 4 persons. One is
the Sun, one is the Earth, and one is the Moon. If four, the
last student might be the one to organize and explain the
others what to do. If 3 persons, it is just one of the three.

The students have to make the movements the different
planets make during an “earth-year”.

“The Sun” stands still.

“The Earth” rotates around its own axis once a day

(the student shall of course not rotate 365 times, but
just display the movement with several rotations around
himself).

“The Moon” rotates around the Earth—which actually is
quite a complex movement—see Figure below.

The Moon’s Path Around the Sun

Moon's Path

new moon to sun
crescent

Earth's O

Y See—  rtauater gieous

Around @~»~- S [

sun 5 .
o= @@ (@O
Moon's 3% ~ N
Orbit days. 712 S

Begins days e 189
days

gibbous hird quarter

264 New Cycle of
L] days  Moon's Orbit
Begins

© 2006 Encyclopadia Britannica, Inc

After doing it once, the students swap positions and
another student from the group has to explain and
organize the exercise.

In spite of doing it before, students need to understand
the task well to be able to explain the complex path of the
moon.

Other physical phenomena, for example plate tectonic
movements, can also be expressed in a similar way.
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No. | Title, name etc. Description of activity

2 | Title of activity: The students are divided in groups of 2-4 persons.
Geocaching In many countries there are already different geocaching
Needed materials: GPSand | paths. Otherwise the teacher(s) (PE/Geography) might
maybe a map over the area create a path themselves. The track can differ in difficulty
Target group (ages): according to the students’ age, and the “treasures” might
8-18 years contain questions with a PE/Geo content.
Purpose/learning goal(s): For geocaching see e.g. the link:

Using GPS and move https://www.geocaching.com/play

your Pf’dy under different Evaluation afterwards deals with both the “treasure

conditions. questions” and how the groups find their way helping each
other.
Before starting, it is important to emphasize that all
students in the group are going to use the equipment.

3 | Title of activity: This is a classic activity combining PE and Geography/
Orienteering with map & map knowledge. It can be organized either as a single
compass person task or as group task.

Needed materials: Maps, The evaluation task can emphasize the geography of the
compasses, running gear. landscape.
Target group (ages): Under this category there are many possibilities:
14-18 years 1) Exercise in scale on map
Purpose/learning goal(s): 2) Orientation in map
Knowledge about readi
owlecge about reading 3) Walk by compass only
maps, orientation with
compass etc. and knowledge 4) Run where you remember the map
of their own physical (orienteering in landscape)
capability. 5) Distance running
6) Nature compasses—trees, moss, anthill, churches
and more
4 | Title of activity: Forms of Groups of 3 students are formed, and each group has to

movement through
the landscape

Needed materials: GPS,
heart rate monitors + gear for
cycling and running.
Target group (ages):
15-18 years
Purpose/learning goal(s):
different landscape and
transportation forms
impact on own body.
Group dynamic and social
interaction when you are
under pressure.

go from point A => B, which includes different landscapes
(flat, hilly, winding tracks and so on). Two of the students
have to run and the last one has to cycle. They shall/may
shift ways of movement during the trip!

When travelling, the students monitor their heart rate

and the landscape on the GPS, and make waypoints on

the GPS where they may shift from running to cycling or
conversely. After finishing, they make a short report of the
connection between landscapes, ways of move, and impact
on their bodies.

This exercise requires careful introduction of safety issues
(where to go... ) and group dynamics.
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No. | Title, name etc. Description of activity

S | Title of activity: The students are divided into groups of 3—4 persons. First,
Expression of culture groups read about different body gestures from different
Needed materials: Reading countries, e.g. Group 1 reads about how to gesture “good
material about other cultures | 92y~ in 5-10 different countries. Group 2 reads about how
gesticulations—maybe some | to gesture “thank you” in 5-10 different countries. Group
dress-ups? 3 reads about how to gesture “I'm hungry”
Tareet (ages) in 5-10 countries—and so on.

arget group (ages):
6-18 years After reading and practicing for themselves, they have to
P /I . I6s) perform in front of the class, and the other groups have to
Stul;ip oiel earn:)ng foa S/t guess which gestures are associated to which countries.
udents learn abou
different cultures and to The groups have to come with arguments for their guesses
express themselves. of the different gestures.
For different gestures check examples in:
https://enwikipedia.org/wiki/List_of gestures

6 Title of activity: Xnote or Woop app is an orienteering app for smartphones
Xnote/Woop app that uses GPS.
Needed materials: In smaller groups, pupils are sent a route on one of the
Smartphone apps. The group follows the arrow guided by the app and
Target group (ages): 10+ when they find the location, a question will pop up, which
Purpose/learning goal(s): might refer to the landscape to ensure that the pupils have
Ori el:x teering in an%lg : acquired orienteering competence.

ing i

knowledge about landscape.

7 | Title of activity: After studying the relevant geographic and PE subject
Book creator matter students are given following task:

Needed materials: Tablet
Target group (ages):
14-16 years
Purpose/learning goal(s):
Knowledge about outdoor
education.

You are to make a digital book about outdoor movement.
You are to find and analyse 3 different environments
(forest, hills, urban, rocks... ) with respect to how the
environment can facilitate movement. Give as precise
analysis as possible and document examples of facilitation
of movements. An example: Forest—what are the
conditions? What is the surface like? What is the landscape
like? Is it possible to do downhill mountain-biking? How
should we move according to the surroundings, surface,
weather conditions and so on? All this is to be documented
in a digital book using the tablet app, Book creator.
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Title, name etc.

Description of activity

Title of activity:
Outdoor life

Needed materials: Outdoor
equipment

Target group (ages):

12-18 years
Purpose/learning goal(s):
Knowledge and competence
in outdoor life.

In Geography and PE lessons pupils learn about outdoor life:
in PE, how to behave, activities, take care of oneself living in
the outdoor and be aware of one’s own comfort zone both
physically and mentally; in Geography, about the environment,
living conditions and resources, climate and more.

At a certain natural location, the pupils are divided

into groups of 5-6. They are sent first to analyse the
environment so they can make informed decisions on how
to prepare themselves the best way possible.

Analysis includes: climate, surface, possibilities of finding
food in the nature and so on. On this basis the group plans
a 1 overnight stay in the area.

Students can also be given the task of conducting the
outdoor trip with as little impact on nature as possible.
This might include reflections on how to come to the spot
(walking, cycling, by car, by bus, etc.), what kind of food
(find some of it yourself, buy imported food, ecological
food, etc.), how to prepare the food (gas burner, open fire,
use tin foil, etc.). These and many other issues might be
part of the preparation and are of high relevance according
to both environmental issues and how the students act
physically as well as mentally when being on the trip.

Evaluation can be either oral or as a report, but should
include both curriculum goals as well as personal reflections.

Title of activity:
Turn a country

Needed materials: Paper
and pen

Target group (ages):

6-16 years
Purpose/learning goal(s):
Students train their
knowledge of concepts
related to geography.

Memory game pieces are made of A4 or AS size that pairs
words and symbols related to geography. The pieces may
be laminated, so the shelf life is extended.

The teacher prepares the return game pieces that fit
together in pairs. The words and symbols on the pieces
match the theme being worked on in class. If working
with countries, one piece in a set may have the name of
the country, while the corresponding piece has its flag or
details of the country. The exercise is best carried out in
small groups. In this case, there may be several copies of
the pieces—or more games with different themes.

The game is played as a normal memory game where each
student takes turns in turning two pieces. If the student finds
two pieces that fit together, they will receive a "plug” and
must take the two pieces. The game ends when everything is
unplugged. The winner is the student with most sets.
Variation

The exercise can be used in a wide range of subjects and

is especially good in situations where the teacher wants to
work out something that must be learned by heart.
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12/2 Dancing games in various regions in the Czech Republic

This section focuses on specific examples of integration of Geography and PE
in the Czech Republic. It introduces the district of Slovicko in South Moravia
and its three notable regions, Hornacko, Hanacké Slovacko and Podluzi. Each
of these regions has a characteristic landscape and natural conditions that have
influenced people’s lives. Geographical and historical information is linked to
period dances from this area.

Given the current curricular reform in the Czech Republic, one of the priorities
ofa Czech primary school teacher is to consistently use cross-curricular relations
and integration of individual subjects. The formation of basic educational goals
and individual competences is facilitated primarily by activating teaching forms
and methods, one of which is undoubtedly fieldwork.

The Czech Republic, and primarily South Moravia, is rich in ethnographic and
folklore heritage. Many regions that have their own unique dialects, different
folk costumes, music and songs, and a unique way of life. The regions differ in
nuances formed by time and the environment. These geographically separated
units can be connected by physical activities in the form of dance games that
will allow us to exemplify regional differences.

Dance-activity games have always been part of people’s lives. People create them
mainly because they yearn to compete and enjoy themselves with their music
and associated physical activity, and because they perceive it as a social need.
Such games have always reflected people’s immediate temper, their daily life,
typical work and activities. They contain features linked to people and their lives
in the form of music, lyrics, content, clothes, or tools. Each region is reflected
differently in games, according to prevalent conditions.

This can be documented on three authentic (at least 150 years old) dance
games from three different sub-regions of the folklore district of Slovacko in
South Moravia.

Hat game

Horndcko is a hilly area near the border with Slovakia and the town of Velka
nad Velickou. The region was poor, but its folklore was rich. The hats men wore
became props in this game.
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Description of the game:

A random number of dancers dance in a circle, each of them is wearing a hat.
While keeping the rhythm of the melody, they have to take the hat from the
neighbour to their right and put it on their head. The tempo of music gets faster
and faster until one of the dancers gets out of the rhythm and fails to take the
hat and put it on. At that moment everybody shouts “Enough!‘, the music stops
playing, and the person who spoilt the game drops out. The game goes on until
one dancer finally wins. Dancers change positions and figures during the game.

Variations:
* The hat is taken alternately with right and left hand.
* Side steps to the right or left are added.
* Dancers may stand back to back or they may sit.
* They clap their hands, squat down, take the hat, and so on.

The dance features elements of rhythmic activities and manipulation skills
close to juggling.

Thatch game

The rich, fertile, and sunlit region of Handcké Slovicko near the town of Velké
Pavlovice and the town of Hustopece gave a rich harvest of grapevine and
corn. This is where the Thatch dance comes from, using thatches (i.e. straws
of corn ears)

Description of the game:

Boys stand in front of crossed straws or twigs. One of the straws lies flat in front
of their feet, the other lies crosswise to form a cross dividing the dance floor
into four parts.

They first sing the lyrics:

“Stary dosky vazal, (The old man made thatches)
do stodolky sklddal, (he put them in a barn)

Muj stary statecku, (My little old man)

dajte otépecku.” (give me alittle bundle)
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The dance consists in jumping over the straws and crossing left and right legs
alternately. The twigs may not be upset. The tempo is faster and faster. Various
figures and types of jumping over the straws may be thought of, and added,
even jumping in pairs.

Itis a physically demanding dance due to the jumping, hopping and coordina-
tion requiring elements.

Broom game

The region of Podluzi enjoyed a rich social life and commercial activities near
the city of Bfeclav, which is where the fun pair Broom dance comes from.

Description of the game:

A random number of mixed pairs dance in a closed circle typical of a round
dance. In the middle of the circle there is an odd dancer holding a broom in his
hand. First the boy in the middle sings the following song:

“Mém j& metlu, mdm, (I have a broom, I have it)
Kemu j& ju ddm, (Who shall I give it to)

neddm jé ju zddnymu, (I won't give it to anyone)
enom déveitku Svarnymu, (except for a pretty girl)
temu jé ju ddm.” ('l give it to a pretty girl)

Then, the boy starts dancing polka acting as if the broom was his dance partner.
At one point he drops the broom on the floor giving a signal to all the other
dancers who are dancing in pairs. The dancers let go of each other and the
male dancers have to find a new partner as quickly as possible. The boy who
was dancing with the broom tries to find a dance partner as well. The boy who
does not find a partner gets hold of the broom and starts dancing with it. The
dance brings entertainment, quick reactions and dance skills.

This way, pupils get to understand that all three games geographically refer
to the region they come from. They learn that each region displayed different
geographical and social conditions reflected in the nature of individual games.
In a natural way, students become aware of historical, cultural, geographical as
well as locomotive contexts.

/136 /



12/3  An example of interdisciplinary integration
in the Republic of Slovenia-Smarna Gora field trip

This section describes an example of good practice that is suitable for Grade S
or possibly Grade 4. It is a self-contained fieldwork project with specific con-
tent applicable to Slovenia. It is a time-consuming teaching exercise combining
material from the Geography curriculum and a significant amount of physical
activity.

The example takes the form of an activity day/field trip to ‘Smarna Gora’
(Mount Saint Mary) but can also, with a few modifications, take place at other
peaks offering panoramic views. ‘Smarna Gora’ and ‘Grmada’ are twin peaks of
a prominent solitary mountain in the middle of the Ljubljana Basin. They are
popular excursion destinations for residents of Ljubljana as well as for people
from further afield. Despite being slightly lower than Grmada (676 m), Smarna
Gora (669 m), with its excellently preserved defensive walls from the time of the
Turkish invasion, a church and a traditional guesthouse, is the more renowned
of the two peaks. Due to its position on the outskirts of Ljubljana, many schools
in and around Ljubljana use it as an excellent starting point and destination for
carrying out educational programs. The path starts at 300 m and rises to the
summit at 669 m above sea level.

Before the field trip, students are provided with worksheets and instructions.
A few assignments require that students prepare in advance, either in school
or at home, and perform certain tasks before the start of the trip. The rest of
the assignments are carried out during the ascent of Smarna Gora, at the sum-
mit and during the descent. All assignments relate to the objectives of the fifth
grade curricula for PE and Social Sciences.

Students can work in groups and report their findings to each other, or per-
form selected tasks defined and delegated by the teacher. Hence, there is also
potential for differentiated instruction.

Tasks in preparation for the field trip

Before starting the field trip, students examine a map of Smarna Gora. They
find on the map the starting and finishing points of the route and calculate the
anticipated duration of the ascent and descent along the marked trails. They
take into account that, in one hour, a group will cover 300 m of altitude during
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an ascent and 400 m during a descent (the vertical component), and that in one
hour of walking a group will travel 4 km (the horizontal component).

Students also mark the destination point (the summit of Smarna Gora) on a
map of Slovenia, anticipate panoramic views from the top and draw a panoramic
map with the summit as the centre point. On a thicker sheet of paper they draw
a circle with a diameter of 18-20 cm, and mark Smarna Gora at its centre. They
also mark the direction of north and draw in orientation lines facing certain
settlements, mountains and other points of interest, for example, the Ljubljana
Castle, ‘Rasica’ and ‘Krim’ mountains, the Ljubljana airport, the ‘Grintavec’
peak, Slovenia’s highest mountain “Triglav’ (2864 m), the settlements of Zalog’
and ‘Skofja Loka; the Italian coastal town of Trieste, the Croatian capital Zagreb,
and their hometown, along with ten different points of their own choosing.

Finally, it is important that students prepare for the fieldtrip and ensure that
they are equipped with weather appropriate clothes and walking shoes (and
also with extra clothes) and pack liquids as well as a personal first aid kit.

Tasks at the base of Smarna Gora and during the ascent

At the meeting point at the base of Smarna Gora, students have to get their
bearings by reading a map, mark their own standing point and then trace the
walking trail on the map. There is a head count at the beginning followed by a
discussion about the various possibilities for keeping track of participants and
the importance of responsible student behaviour when it comes to ensuring
their own as well as the safety of their fellow students. The first and last stu-
dents in line are designated.

Before hiking, each student measures and records their heart rate (number of
beats per minute) and the respiratory rate (number of breaths per minute).
Later, these measurements are repeated twice more (immediately after reaching
the first stop and just before continuing on towards the second stop) and a ratio
between the number of steps and the number of breaths is determined. This is
how students monitor the strain on the body caused by hiking and learn about
the difference between the heart rate during rest and physical activity.

At the first stop, reached after approximately 20 minutes of walking, students
rest on a plateau in the midst of a mixed forest. They are asked to relax, close
their eyes and take one minute to experience their surroundings using other
senses, and then they describe the location in their own words. They also find
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the location on the map and determine its altitude. Then they discuss the ori-
entation (S, SE, W, SW, etc.) of the hillside that they had just walked up.

Following the instructions, students walk around the area, undertake the fol-

lowing tasks and fill out a spreadsheet about the natural geographical features

they observe in their surroundings:

Pick up something from the natural environment and examine it in detail.
In the spreadsheet, they name and describe the thing that they have tac-
tilely and visually examined (e.g. a piece of detached tree bark, a fern, a
mushroom or a twig).

Determine the nature of the terrain (steep or gentle slopes, plateaus, con-
cave formations such as depressions and ditches, structures with either
sharp or rounded edges etc.) and discuss in pairs which of the different
terrains are natural, man-made (anthropogenic) or natural but (anthro-
pogenically) transformed by humans.

Search for rocks on or adjacent to the trail, and observe whether most
of the rock is barren or partially covered by soil and vegetation, what
colour it is and if it crumbles. They think about all possible factors that
cause rocks to break down, whilst also naming the physical and human
geographical phenomena and processes that affect rocks. At various sites
they check whether they can see the rock structure (granules, adhesion
of coarse fragments, layers etc.) and write down their findings. A small
sample of the predominant type of rock is collected.

Select a site where they carefully remove fallen leaves and some of the
vegetation. Using their hands they pick up some soil, knead it and try to
form a roll out of it. They try to determine its humidity and graininess
(for example, if the roll of soil crumbles during kneading, the soil will
most likely be considered clay, based on its graininess). On the designated
spot in the spreadsheet, a bit of the soil is rubbed in order to determine
its colour. A sample is also collected.

Spread out within sight of the teacher and collect leaves from at least
seven different types of trees that they must identify with the help of
a pictorial guide—a vegetation key containing a collection of leaf out-
lines of the 30 most common types of trees growing in Slovenia. They
take down the names of the trees they have identified. A leaf of each of
the different tree types is either collected as a sample or photographed.
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* Observe the undergrowth. They record, whether it is composed prima-
rily of one or several types of plants, how tall it grows, whether it covers
the entire area, etc. and they photograph it.

* Search for, name and collect or photograph an object that attracts their
attention and that they consider part of nature. After examination of
this object, they are asked to come up with an interesting question for
fellow students.

After a further 20 minutes of walking, a second stop is made at a place where
the natural environment is significantly different and the set of observations
is repeated. Next, they compare the findings from both sites and comment on
the differences. They try to deduce what causes the observed differences and
therefore engage in causal thinking whilst learning how to search the landscape
for evidence that supports certain geographical facts and findings. For example, at
the second stop they may observe that the rocks are not uniformly covered by
soil, that the slope is steep and that the soil is shallow. They can then deduce,
that the observed characteristics exist because of extensive soil erosion on the
steep terrain.
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Figure 6 Map of Smarna Gora

Source: Polhograjsko hribovje in Smarna gora, Planinska zveza Slovenije, Planinska
zalozna $t. 122, Institut za geodezijo in fotogrametrijo

Tasks at the summit

Students are encouraged to feel a sense of satisfaction at having made the effort
to reach the summit and recognize in themselves an inner peace as well as a
strengthened mentality based on the achievements of the whole group. There
is discussion about which segments they found challenging or most beauti-
ful, what were the most fun and interesting situations. Then they focus on the
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aesthetics of the landscape and compare students’ expectations from before
the trip with how they are feeling in the present. The anticipated panoramic
vistas are then observed in situ and directly compared to the panoramic map
that students have with them.

The entire group examines the exterior and interior sides of the walls as well as
the fortress church on the summit. Students look for clues as to why the church is
considered a fortress church. They write down some of their observations—the
construction materials of the walls, an estimate of the thickness of the walls and
their height at the tallest point, and the orientation of the church entrance and
the altar, which they determine with the use of a compass. In the sketch of the
church, which is provided to them, students label the areas marked with arrows,
draw in the two wells they observe and mark the (inter)cardinal directions.

Figure 7 Sketch of fortress church which students fill in

Source: Smarna gora: vodnik (eds. Miha Marence, Franci Stare). Ljubljana:
Delavska enotnost, 1981

Individuals who wish to deepen their knowledge can do so by reading additional
information accompanied by pictures. They also learn details about famous
people associated with Smarna Gora. The rich history of this excursion des-
tination is significant and learning about it through exploration has a greater
impact than learning about it from books.
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Next, students pick five random Smarna Gora visitors in order to inspect their
hiking gear and determine whether they have appropriate clothes and footwear.

Then they inspect the summit visitor book and pick three dates which they
record and then compare the visitor numbers for those days. They also note
what other kind of information they can acquire from the visitor book and
make assumptions about what, in their opinion, influences the popularity of
this hiking destination. Another task is for students to think about why such
books exist and why visitors fill them in.

This tourism and history set of tasks are followed by traffic related observational
tasks. Students choose an appropriate spot that allows them to clearly see the
highway and record for a one minute the type and number of vehicles travelling
on it. Then a discussion about the different methods the students have used
in recording traffic takes place and comparisons are made between students’
results and between the different kinds of records they created (tables, lists etc.).

Finally, students sketch a map including the Sava River, major roads, certain set-
tlements and a feature of their own choosing, complete with an adjoining legend.

Tasks on return to starting point

On the descent, students consult written records of a folk legend originating
from the time of the Turkish invasion, to locate the so-called ‘imprint of the
Turkish hoof” in the rock and the stone boulders called ‘the petrified Turks.
Teachers make sure the group stays close together until the end of the trip.

Tasks back in the classroom

Students relive the activity day back in the classroom by looking at photographs
taken during the excursion. They discuss everything that was covered, the meth-
ods that were used and the findings. Certain results/findings are verified using
available literature and online data (so called secondary sources). Amongst
themselves, students compare rock and soil samples collected at different
observation sites (so called primary sources). They try to explain the reasons
behind the observed differences (different sampling methods, different rock
types, vegetation, steepness... ) and then compare findings with the secondary
sources. They also try to answer each other’s questions that they prepared while
looking at the photographs of their selected objects or the objects themselves.

Together, individual tasks from the spreadsheets are examined and analysed
in detail.
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The Smarna Gora field trip program is a specific detailed example of tasks
aimed at interdisciplinary integration of PE and geographic content in Grade §
of primary school. In fact there are, of course, many more such examples given
Slovenia’s diverse landscape. However, teachers should not restrict themselves
only to the concepts of physical geography, as human geography is equally
important, and sometimes even more interesting, when it comes to the inter-
disciplinary integration of sport and geography.
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/169 /



Academic editorial board of Masaryk University

prof. MUDr. Martin Bares$, Ph.D.; Mgr. Iva Zlatuskova; Ing. Radmila Drobénova, Ph.D.

Mgr. Tereza Fojtova; Mgr. Michaela Hanouskova; doc. Mgr. Jana Horakova, Ph.D.

doc. PhDr. Mgr. Toma$ Janik, Ph.D.; doc. JUDr. Josef Kotasek, Ph.D.

doc. Mgr. et Mgr. Oldfich Krpec, Ph.D.; prof. PhDr. Petr Macek, CSc.; PhDr. Alena Mizerova
doc. Ing. Petr Piroiek, Ph.D.; doc. RNDr. Lubomir Popelinsky, Ph.D.

Mgr. Katefina Sedlackova, Ph.D.; prof. RNDr. David Trunec, CSc.

prof. MUDr. Anna Vaskd, CSc.; doc. Mgr. Martin Zvonaf, Ph.D.

Integrating Physical Education
and Geography

A Case Study of the Czech Republic,
Slovenia and Denmark

Petr Vicek

Tatjana Resnik Planinc
Hana Svobodova
S¢ren Witzel Clausen
etal.

Edition: Physical Education and Health Education
Volume 2

Proofreading: Dr. Kay Pearse

Graphic design: Mgr. Jana Nedomova & Mgr. Tomas Janko, Ph.D.

Published by Masaryk University, Zerotinovo nam. 617/9, 60177 Brno, Czech Republic
1* electronic edition, 2016

ISBN 978-80-210-8519-0



I111H11rrrrrrery

This is the second book of a new series published by the
Faculty of Education, Masaryk University on topical issues
in physical and health education. This book aims to address
the lack of international knowledge and research in inter-
disciplinary teaching and curriculum development, espe-
cially when it comes to the subjects of Physical Education
and Geography. The authors analyse and compare elemen-
tary school curricular documents from three countries, the
Czech Republic, Denmark and the Republic of Slovenia,
to reveal how integration is embedded at the policy level.

A questionnaire survey of teachers shows how the integrated

curriculum is implemented in practice. The book also in-
cludes examples of interdisciplinary cooperation between
the two subjects.

Physical
Education muni
and Health PRESS

Education

Tl

JALLARANNANY
AAALARANNNY
LARRANANY
J1NANNNY
Y

\\\\

\\

\



	Content
	1/ Preface
	2/ Introduction—state of the art analysis
	3/ Basic terminology
	4/ Aim of the study
	5/ Research methodology
	6/ Findings and results
	7/ The Czech Republic
	7/1 Introduction
	7/2 The educational system of the Czech Republic
	7/3 Introduction of the offi cial curricula
	7/4 Description of PE curricula
	7/5 Description of Geography curriculum
	7/6 Possible ways to combine PE and Geography in the Czech curricula

	8/ Denmark
	8/1 Introduction
	8/2 The educational system of Denmark
	8/3 Introduction of the offi cial curricula
	8/4 Description of PE curricula
	8/5 Description of Geography curricula
	8/6 Possible ways to combine PE and Geography in the Danish curricula

	9/ Republic of Slovenia
	9/1 Introduction
	9/2 The educational system of Slovenia
	9/3 Introduction of the offi cial curricula
	9/4 Description of PE curricula
	9/5 Description of Geography curricula
	9/6 Possible ways to combine PE and Geography in the Slovenian curricula

	10/ Results of comparison
	10/1 Comparison of the school systems
	10/2 Comparison of the analysed curricula
	10/3 The questionnaire survey analysis—PE and Geography integration

	11/ Summary and Discussion
	12/ Examples of good practice
	12/1 Abstracts of interdisciplinary approaches between PE and Geography, Denmark
	12/2 Dancing games in various regions in the Czech Republic
	12/3 An example of interdisciplinary integration in the Republic of Slovenia—Šmarna Gora fi eld trip

	References
	List of tables
	List of fi gures
	Index
	C.A.L.M.A.Z. members and authors
	Appendix


 
 
    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut right edge by 22.68 points
     Shift: none
     Normalise (advanced option): 'original'
      

        
     32
     1
     0
     No
     187
     273
     None
     Up
     0.0000
     0.0000
            
                
         Both
         AllDoc
              

       CurrentAVDoc
          

     Smaller
     22.6772
     Right
      

        
     QITE_QuiteImposingPlus3
     Quite Imposing Plus 3.0c
     Quite Imposing Plus 3
     1
      

        
     6
     170
     169
     170
      

   1
  

    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut left edge by 22.68 points
     Shift: none
     Normalise (advanced option): 'original'
      

        
     32
     1
     0
     No
     187
     273
     None
     Up
     0.0000
     0.0000
            
                
         Both
         AllDoc
              

       CurrentAVDoc
          

     Smaller
     22.6772
     Left
      

        
     QITE_QuiteImposingPlus3
     Quite Imposing Plus 3.0c
     Quite Imposing Plus 3
     1
      

        
     6
     170
     169
     170
      

   1
  

    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut top edge by 21.26 points
     Shift: none
     Normalise (advanced option): 'original'
      

        
     32
     1
     0
     No
     187
     273
     None
     Up
     0.0000
     0.0000
            
                
         Both
         AllDoc
              

       CurrentAVDoc
          

     Smaller
     21.2598
     Top
      

        
     QITE_QuiteImposingPlus3
     Quite Imposing Plus 3.0c
     Quite Imposing Plus 3
     1
      

        
     6
     170
     169
     170
      

   1
  

    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut bottom edge by 21.26 points
     Shift: none
     Normalise (advanced option): 'original'
      

        
     32
     1
     0
     No
     187
     273
     None
     Up
     0.0000
     0.0000
            
                
         Both
         AllDoc
              

       CurrentAVDoc
          

     Smaller
     21.2598
     Bottom
      

        
     QITE_QuiteImposingPlus3
     Quite Imposing Plus 3.0c
     Quite Imposing Plus 3
     1
      

        
     6
     170
     169
     170
      

   1
  

    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut left edge by 5.67 points
     Shift: none
     Normalise (advanced option): 'original'
      

        
     32
     1
     0
     No
     187
     273
     None
     Up
     0.0000
     0.0000
            
                
         Both
         AllDoc
              

       CurrentAVDoc
          

     Smaller
     5.6693
     Left
      

        
     QITE_QuiteImposingPlus3
     Quite Imposing Plus 3.0c
     Quite Imposing Plus 3
     1
      

        
     0
     170
     169
     170
      

   1
  

    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut right edge by 5.67 points
     Shift: none
     Normalise (advanced option): 'original'
      

        
     32
     1
     0
     No
     187
     273
     None
     Up
     0.0000
     0.0000
            
                
         Both
         AllDoc
              

       CurrentAVDoc
          

     Smaller
     5.6693
     Right
      

        
     QITE_QuiteImposingPlus3
     Quite Imposing Plus 3.0c
     Quite Imposing Plus 3
     1
      

        
     0
     170
     169
     170
      

   1
  

    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut top edge by 5.67 points
     Shift: none
     Normalise (advanced option): 'original'
      

        
     32
     1
     0
     No
     187
     273
     None
     Up
     0.0000
     0.0000
            
                
         Both
         AllDoc
              

       CurrentAVDoc
          

     Smaller
     5.6693
     Top
      

        
     QITE_QuiteImposingPlus3
     Quite Imposing Plus 3.0c
     Quite Imposing Plus 3
     1
      

        
     4
     170
     169
     170
      

   1
  

    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut top edge by 2.83 points
     Shift: none
     Normalise (advanced option): 'original'
      

        
     32
     1
     0
     No
     187
     273
     None
     Up
     0.0000
     0.0000
            
                
         Both
         AllDoc
              

       CurrentAVDoc
          

     Smaller
     2.8346
     Top
      

        
     QITE_QuiteImposingPlus3
     Quite Imposing Plus 3.0c
     Quite Imposing Plus 3
     1
      

        
     4
     170
     169
     170
      

   1
  

    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut bottom edge by 5.67 points
     Shift: none
     Normalise (advanced option): 'original'
      

        
     32
     1
     0
     No
     187
     273
    
     None
     Up
     0.0000
     0.0000
            
                
         Both
         AllDoc
              

       CurrentAVDoc
          

     Smaller
     5.6693
     Bottom
      

        
     QITE_QuiteImposingPlus3
     Quite Imposing Plus 3.0c
     Quite Imposing Plus 3
     1
      

        
     4
     170
     169
     170
      

   1
  

 HistoryList_V1
 qi2base



