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EDITORS MESSAGE 

CAHPERD’S strategic mission towards research: Sustainability and 

Quality  

As most of the membership might know over the past several years, CAHPERD has gone through a massive re-

building project.  There have been numerous goals set and attained by former and current Board of Directors, as 

well as numerous other dedicated and committed individuals.  For the past several years, numerous individuals 

have spent countless hours restructuring this organization.  Some of the major reconstruction that has been con-

ducted includes: budgeting, membership, advocacy, and social media.  Further, within this renewal period of 

CAHPERD there has been a focus on obtaining quality research within the HPERD fields. 

One key component to a successful organization is sustainability.  Whether a business/association focuses on 

one main product or constantly evolves with numerous good and serves, the one vital aspect to enhancing 

growth is quality.  All successful companies/organizations have high caliber research and development (design) 

divisions.  Within academics, quality research acts in a continuous, on-going and circular fashion; from the re-

searchers to the teachers to the students  All the fields with HPERD should embrace quality research for it has 

the ability for collaboration. 

 Specifically, within the two e-Journal articles look how quality research is cooperative.  Our first article has two 

co-authors from the states of Ohio and Illinois.  In other words, look at how research effectively creates net-

working potentials; CAHPERD is reaching other universities and regions outside of California.  Secondly, look at 

the authors of the second article; one a CSU faculty member and the other a current Physical Education instruc-

tor from a middle school in southern California.  This collaboration exemplifies the quality research circle.   

We ALL can produce quality research because we ALL have the ability to work in partnerships with other faculty 

in different states and practitioners in ALL the fields of HPERD.  This is what makes quality research and this is 

goal of CAHPERDs commitment to a sustainable e-Journal.           

Thank you,  

Editor-in-Chief     Associate Editor    Associate Editor 

Tim Hamel, M.S.    Brent Powell, Ph.D.   Betty Hennessy, Ph.D. 

VP Physical Education    President Elect   President  

Department of Kinesiology   Department of Kinesiology     

CSU, Fresno      Health Promotion  

      CSU, Stanislaus 

 

 

Special thanks to Peer-Review Section Editor - Dr. Jenelle N. Gilbert 
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Karen M. Johnson 
 

Long time CAHPERD member Karen Johnson passed away on November 11, 2015 at the age of 77.  Karen 
attended the College of Idaho, majoring in Physical Education, and earning her  
Bachelor of Arts Degree. Her first teaching job was at a junior high school in Los Angeles County.  She then 
obtained her Master's degree, followed by a Doctorate from the University of Southern California. 
 
During the 1970's Dr. Johnson lived in Washington, DC, where she actively worked for the passage of Title IX, 
enabling equality and financial assistance in Girls' and Women's sports. 
Moving back to Los Angeles, Dr. Johnson taught in the Kinesiology and Physical Education Department at Cal-
ifornia State University, Los Angeles, where she also coached women's basketball.  For several years before 
she retired, Dr. Johnson served as Associate Dean of the School of Health and Human Sciences at the univer-
sity.  Also, during this time and for many years, Dr. Johnson served on the National Olympic Volleyball Com-
mittee.  Attending the opening ceremonies for the Olympic Games in Greece was a treasured memory of 
hers. 
 
Karen was an active member of Western Society for Physical Education of College Women, a professional 
organization of women teaching and working in physical education at community colleges and four year in-
stitutions.  She held numerous leadership positions within the organization, including President, and she con-
tinued to serve the organization after her retirement. 
 
Karen also spent many years in volunteer service to CAHPERD, most notably as Parliamentarian and Budget 
Chairperson, along with much work with the Foundation for the Promotion of Healthy Lifestyles.  She also 
held the positions of VP for Girls & Women in Sport, Conference Manager, Unit President and was an active 
member of numerous standing and ad hoc committees.  Karen was the recipient of the CAHPERD Honor 
Award in 1990, the prestigious Verne Landreth Award in 1998 and the Phyllis A. Blatz Exemplary Leadership 
Award in 2002.  In addition to her leadership in CAHPERD, Karen was also actively involved with AAHPERD 
and the National Association for Girls and Women in Sport.  
 
A Celebration of Life will take place at 2:00 p.m. on February 27th at the assisted living complex where she 
had been living, Villa Gardens, 842 E. Villa St., Pasadena 91901.  If you wish to attend and honor Karen's 
memory, please RSVP to Ida Weil, at i.weil@cloud.com, by February 22nd. 
 
 

mailto:i.weil@cloud.com
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PEER-REVIEWED ARTICLE 

The Nuts and Bolts of Adventure-based Learning: From Brief to Debrief 
and Beyond 

 
Paul T. Stuhr, Ph.D.              Jim Ressler, Ph.D.      
Associate Professor              Assistant Professor 
Department of Kinesiology            Department of Kinesiology and Physical Education 
CSU,  San Marcos              Northern Illinois University 
 
Sue Sutherland, Ph.D.            Esther M. Ortiz-Stuhr, Ph.D. 
Associate Professor            Lecturer 
School of Physical Activity and Educational Services        Department of Kinesiology  
The Ohio State University           CSU, San Marcos 

ABSTRACT 

Adventure-based learning (ABL) is a term used to 

describe a curriculum model that uses experiential 

activities to help students practice and develop 

social or life skills (Cosgriff, 2000; Dyson & Suther-

land, 2014). This type of curriculum can be used 

within K-12 physical education (PE) to promote the 

development and eventual transfer of intraperson-

al and interpersonal relationship skills (IIRS) for 

students (Cosgriff, 2000; Dyson, 1995; Sutherland 

& Stuhr, 2014). Some of the key features associat-

ed with ABL are the experiential-cooperative physi-

cal activities, the emphasis placed on developing 

IIRS, and the implementation of a reflective session 

(i.e., debrief). This paper will provide K-12 physical 

educators with basic principles and pragmatic 

methods/examples on how to implement ABL with-

in PE. The authors cover two elements: (a) philoso-

phy associated with ABL and (b) template for de-

signing ABL content. 

 

 

 

 

 Adventure-based learning (ABL) is a curriculum model that 

emphasizes a holistic student-centered approach to help students work 

toward the improvement of personal behavior and social interaction 

(Dyson & Sutherland, 2014). What makes this curriculum model unique 

is the sequenced and structured experiential activities (e.g., ice-

breakers, cooperative games, trust and problem solving activities) used 

to improve social development of students (Cosgriff, 2000). One of the 

key features associated with ABL is the implementation of a reflective 

session (i.e., debrief), which typically occurs after the physical activities 

are completed.  This type of curriculum can be used within K-12 physical 

education (PE) to promote the development and eventual transfer of 

intrapersonal and interpersonal relationship skills (IIRS) for students 

(Cosgriff, 2000; Dyson, 1995; Sutherland & Stuhr, 2014). There is also 

good reason to believe that ABL could be used to build community, es-

tablish care and positive emotionality, and potentially lessen the likeli-

hood of classroom bullying (Dyson & Sutherland, 2014; Stuhr, Suther-

land, & Ward, 2013). This paper will provide K-12 physical educators 

with basic principles and pragmatic methods/examples on how to im-

plement ABL within PE. The authors cover two elements: (a) philosophy 

associated with ABL and (b) template for designing ABL content.   

Philosophy Associated With ABL 

Synergistic Environment Conducive to Learning 

PE should be a place where all students feel welcomed and are eager to 

participate. Through an ABL curriculum, the teacher creates an environ-

ment conducive to learning by incorporating cooperative activities that 

place high importance on physical and emotional safety, social inclu-

sion, and equitable opportunity for all students (Stuhr & Baringer, 
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2005).  The activities used within ABL are 

goal-oriented rather than competition-

driven, and provide maximum opportuni-

ty for students to work as a team in or-

der to reach the desired outcome. ABL 

emphasizes an emotional safe environ-

ment that promotes a “we” rather than 

“me” motto, while de-emphasizing a win-

at-all-cost mentality. The curriculum re-

quires students to practice expressive 

(i.e., what one says to others) and recep-

tive (i.e., what one hears and under-

stands) forms of communication. The use 

and potential development of IIRS within 

ABL make this curriculum ideal for teach-

ers wanting to mote community within 

the classroom. 

Embedded Cooperative Learning Ele-

ments.  

Helping students to work with rather 

than compete against one another is 

arguably one key outcome associated 

with quality PE. The use of Cooperative 

Learning (CL) within physical education 

can help students develop social skills 

associated with teamwork (Dyson, 2001; 

Dyson & Casey, 2012). There are five 

elements typically associated with CL 

(Johnson & Johnson, 2009). These five 

elements include: positive interdepend-

ence, face-to-face interaction, group pro-

cessing, use of IIRS, and individual ac-

countability. Dyson and Casey (2012, pp. 

3-4) have emphasized the use of the CL 

elements to promote many of the same 

processes and goals found in ABL. 

 Positive Interdependence: Exists 

when students perceive they are 

linked to group members in such a 

way that they cannot succeed unless 

other group members do. In ABL the 

activities are specifically designed so 

that students can only accomplish 

the goal as a group, and allow each 

group the opportunity to be success-

ful in reaching the goal. 

 Face-to-Face Interaction: Head-to-

head discussions within the group 

while engaged in the task. When 

looking ABL, the brief, activity, and 

debrief portions of the lesson pro-

vide opportunity for social interac-

tion.  

 Group Processing: Open dialogue 

related to the lesson content. The 

brief and debrief portions of the ABL 

lesson allow students to discuss their 

experiences and gain deeper appre-

ciation of the IIRS.  

 Use of Intrapersonal and Small 

Group Skills (i.e., IIRS): Student be-

haviors that allow easy communica-

tion between group members. The 

emphasis in ABL is the IIRS. 

 Individual Accountability: Students 

taking on responsibility for com-

pleting their part in the task for their 

group. A “Challenge with Choice” 

philosophy embedded within ABL 

promotes full participation, while 

encouraging each student to push 

his or her limit.  

Incorporating these elements has been 

shown to increase student social skills in 

the school setting (Dyson & Casey, 2012). 

In addition, using CL/ABL methods can 

help with group processing, such as a 

reflective session (Sutherland, 2012; 

Sutherland, Stuhr, & Ressler, 2014).  

Template for Designing ABL Content 

ABL Components: the Brief, Activity, and 

Debrief 

Within ABL there are three essential 

components to consider when planning 

for and delivering a lesson: (a) brief, (b) 

experiential activity(s), and (c) debrief. 

The number, amount of time allocated, 

and methods used to deliver each of 

these three components may vary de-

pending on the instructional needs and 

student learning outcomes of the teach-

er. Thus, the following tips and examples 

should be used as a framework in design-

ing an ABL curriculum that works within 

the reality of each unique school context.   

A brief is an anticipatory set designed to 

help entice or “hook” the student into 

what can be experienced during the ac-

tivities. The brief also provides a way to 

highlight a selected IIRS that the teacher 

wants to emphasize during the lesson. 

There are various ways to deliver the 

brief, such as through a quote, story, 

poem, picture, or even a video. A teacher 

can select a variety of  mediums to pre-

sent selected IIRS to students during the 

brief. In addition, teachers are encour-

aged to provide time for individual stu-

dents to reflect on the brief (e.g., alone, 

paired, or whole class). Using a think-pair

-share strategy allows opportunity for 

students to begin thinking about the IIRS 

before entering into the first ABL activity. 

Five minutes is a reasonable amount of 

time to allocate for the brief. 

The experiential activities presented to 

students provide opportunity to work 

toward a desired goal and develop IIRS 

through social interaction. There are a 

variety of resources where these types of 

activities can be found (Frank, 2013; 

Panicucci, Faulkingham Hunt, Kohut, 

Rheingold, & Stratton, 2002; Rohnke, 

2009). For a 50-minute physical educa-

tion class a teacher could possibly cover 

as many as four activities or as few as 

one (including a brief at the start of class 

and a debrief at the end), depending on 

the type of activity, student grade and/or 

developmental level, pacing of the stu-

dents during the activity, and how well 

the class is managed.  

Though often overlooked, the debrief is 

arguably the most important component 

in helping students transfer their con-
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structed learning in ABL to areas outside 

of physical education (Stuhr & Suther-

land, 2013: Sutherland, Ressler, & Stuhr, 

2011). The debrief should be designed to 

increase the students’ inner awareness 

of the primary experience that occurred 

while engaged in the activity. In a 50-

minute PE lesson, twelve minutes is a 

suitable amount of time to conduct a 

debrief (Stuhr, Samalot-Rivera, Ortiz-

Stuhr, & Sutherland, 2013). However, the 

length of the debrief may vary depending 

on school context, teaching style, activi-

ties covered, and what occurred during 

the lesson.  

The teacher can increase student con-

nection and motivation toward participa-

tion in a debrief by making it a student-

centered session. Nevertheless, con-

ducting a successful debrief  can be one 

of the most difficult instructional tasks 

for teachers to complete (Sutherland, 

Ressler, & Stuhr, 2011; Sutherland & 

Stuhr, 2014). To help facilitate a success-

ful debrief a teacher can use props or 

instructional approaches to promote 

student engagement (Cain, Cummings, & 

Stanchfield, 2008). Here are three exam-

ples of props that could be used during a 

debrief session to help promote student-

centered discussion.  

 Web of Ideas – Using a ball of string, 

each student who responds/speaks 

holds onto a piece of the string and 

passes the remaining ball of string to 

the next speaker. Typically, after 5-7 

speakers, the students have created 

a web with the string. Then, the 

teacher can ask the class to think 

about what this web represents in 

terms of the particular IIRS they are 

working on for the lesson.  

 Pick-a-Postcard (2015). Spread these 

postcards out on the floor and have 

each student choose a postcard. 

Have the students sit down and si-

lently reflect on how their card rep-

resents a particular IIRS. Then have 

students share their response with a 

partner next to them. Finally, ask for 

volunteer students to share their 

response with the whole class. 

 Chiji Processing Dice (2015). These 

novel dice can be used in the debrief 

process to help students discuss 

their experience in the activity(s). 

There are four dice. The control die 

is rolled to determine which person 

will speak. The other three dice are 

used one at a time and answer the 

what, so what, and now what ques-

tions involving the activity and IIRS. 

The what die helps students process 

what just happened during the expe-

rience. The so what die focuses on 

how students felt about the experi-

ence. While the now what die helps 

bring attention to how the students 

might use the lesson(s) learned in 

the future.  

Another method that can help the teach-

er lead a student-centered debrief is 

called the Sunday Afternoon Drive de-

brief model (Sutherland, Stuhr, & Ress-

ler, 2012). This model is an extension of 

Kolb’s (1984) experiential learning cycle 

and has been found to be a valid tool in 

helping students value, develop, and 

transfer the IIRS to other areas of their 

life (Stuhr & Sutherland, 2013; Suther-

land, Stuhr, & Ressler, 2014). The Sunday 

Afternoon Drive debrief model uses the 

metaphor of driving a car as a way to 

explain the debriefing process. When the 

teacher starts the debrief they take on 

the role of a co-pilot in helping the stu-

dents drive the conversation toward a 

final take home message that is mean-

ingful for the group. The co-pilot repre-

sents the teacher’s role, as someone who 

will allow students to contribute signifi-

cantly to the conversation. Within this 

model the teacher uses various strate-

gies to help create a more student-

centered discussion that leads to a suc-

cessful debrief. 

 Who Sits Where in the Car repre-

sents where the students will sit 

during the debrief session. By having 

students sit in a complete circle the 

teacher creates a higher level of 

comfort, which promotes student-to

-student conversation. Sitting in a 

circle is a non-verbal signal that the 

students are in control and are en-

couraged to speak.   

 Choice of Vehicle represents the size 

of the discussion group during the 

debrief (i.e., pair, triad, or whole 

group). Having students discuss in 

smaller groups first, before moving 

to a whole class discussion increases 

student opportunity to be heard.  

 Start the Car represents the first 

initial activity used by the facilitator 

to help participants start the discus-

sion (e.g., crumple paper, quick 

whip, bouncing ball). Many of these 

reflection activities can be found in 

adventure education texts such as 

Cain, Cummings, & Stanchfield, 

(2008). 

 Follow the Road represents the facil-

itator’s ability to select key words or 

statements that hold the most po-

tential for further unpacking (i.e., 

prompting participants to further 

discuss or explain certain ideas or 

comments being made during the 

debrief). For example, after a stu-

dent has spoke the teacher may 

want to ask that student to elabo-

rate or provide an example of what 

they are talking about in order to 

capture a deeper understanding of 

what the student is trying to convey. 

 GPS Recalculating represents a way 

to steer the conversation back in 
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another direction.  The teacher       

should always have back-up questions 

or other topics ready to use in case 

the conversation dies down, stops, or 

even gets off-topic. 

 Nearing the Final Destination repre-

sents generalization of key topics of 

conversation. Here the facilitator 

wants to highlight the general mes-

sage that has emerged from the con-

versations and perhaps get the stu-

dents talking about possible strate-

gies that helped the group be suc-

cessful and/or hindered success. The 

teacher taking a few notes during the 

debrief process can be helpful in de-

termining what were some of the 

more salient points of discussion.    

 Final Destination represents helping 

the participants understand how best 

to incorporate or apply what was 

learned from the activity/debrief into 

their own lives. Here is where the 

teacher takes the general message of 

the conversation and tries to see if 

students can apply this topic to some 

area of their life.  

For further ABL props, tips, and other re-

sources related to the brief, experiential 

activity, and debrief please see Cain et al., 

2008; Frank, 2013; Panicucci et al., 2002; 

Priest & Gass, 2005.  

Examples of ABL Activities.  

This section includes three example ABL 

briefs, activities, and debriefs. We used an 

adapted version of a template created by 

Stuhr and Baringer (2005) to provide a 

“blueprint” of the elements that should 

be considered when designing ABL con-

tent. Grade level and other contextual 

factors at the individual school site should 

also be carefully considered before de-

signing and implementing ABL content. 

The example activities we provided are 

affiliated/aligned with the IIRS themes of 

communication, cooperation, and emo-

tional trust, yet the teacher can select 

among a variety of IIRS themes (e.g., help-

ing others, willingness to take risks, in-

creasing self-concept, conflict resolution 

skills) for students to practice and devel-

op. For additional information regarding 

IIRS themes please see the Collaborative 

for Academic, Social, and Emotional 

Learning (2015) website at http://

www.casel.org/social-and-emotional-

learning/. We end this section by provid-

ing some ABL assessment examples. 

1. Morphing (adapted from Frank, 2013) 

IIRS Student Learning Outcome: The stu-

dent will have an opportunity to demon-

strate proper communication skills 

(speaking with and listening to another 

classmate).  

Brief: Use a quote from Ralph Nichols to 

help students start to think about the im-

portance of active listening: “The most 

basic of all human needs is the need to 

understand and be understood. The best 

way to understand people is to listen to 

them" (Leadership Now, 2015, p. 1).  

Activity Description: Students try to win at 

the game rock/paper/scissors in order to 

morph from one character to another. 

Determine whether all students know the 

rules associated with rock/paper/scissors. 

Demonstrate the following characters 

associated with the activity: Egg (squatting 

down in a ball), chicken (hands under 

armpits squawking like a chicken), dino-

saur (arms up, making roaring noises), 

superhero (flying though the air), supreme

-being (arms crossed). Have the students 

show you their best impression of each 

character. The object of the game is to 

advance from the starting character (egg) 

up through the final character (supreme-

being). Everyone begins as an egg. Find 

another egg and play rock/paper/scissors. 

The winner becomes a chicken and then 

goes on to find another chicken to con-

duct another round of rock/paper/

scissors, while the non-winner moves 

down one character (e.g., chicken moves 

down egg, dinosaur down to chicken, 

etc.). Unless you are an egg, in which case 

you remain an egg if you are a non-

winner. Students can only challenge the 

same character that they currently repre-

sent (e.g., chicken versus chicken or su-

perhero versus superhero, etc.). Keep 

working through all the characters. When 

you become a supreme-being you can 

only be challenged by a superhero. If the 

supreme-being accepts the challenge 

from the superhero then they will play 

rock/paper/scissors. The winner will be-

come a supreme-being but the non-

winner will become an egg. The teacher 

may stop the activity once someone be-

comes a supreme-being and start another 

round with everyone (except the supreme

-being) starting back at an egg. 

Equipment: Open space where students 

can walk/move freely. 

Grouping: A class size of 8 or more. 

Facilitation Tip: After 1-2 rounds, if you 

are working with a new group of students, 

have them start with a brief introduction 

(name and something about themselves) 

prior to performing the rock/paper/

scissor. The emphasis should be placed on 

the IIRS of communication, rather than on 

who wins and becomes the supreme-

being.  

Potential Debrief Questions: How were 

you able to communicate effectively with 

other students? Were you able to actively 

listen when another classmate was speak-

ing to you? What do you need to do in 

order to be a good listener? Why is listen-

ing important? Where else do you find 

listening to others important?  

2. Marshmallows (adapted from Frank, 

2013) 

IIRS Student Learning Outcome: The stu-

dent will have an opportunity to demon-



 

10 THE CAHPERD e-JOURNAL Spring 2016

strate proper cooperation skills (e.g., be-

ing responsible for self and others by fol-

lowing the rules of the activity, sharing 

and listening to ideas/strategies, provid-

ing encouragement).   

Brief:  Short, creative animation on 

YouTube highlighting the importance of 

cooperation, found at https://

www.youtube.com/watch?

v=uL5mHE3H5wE (YouTube, 2015). 

Activity Description: Tell the class they are 

one side of a hot chocolate river (use lines 

or ropes as boundaries). The hot choco-

late cannot be touched. Students need to 

travel to the other side of the river using 

marshmallows that float on the hot choc-

olate. Students must follow these rules:  

 If they lose contact with the marsh-

mallow they lose that marshmallow. 

 They must get as many marshmallows 

to the other side as possible. 

 If anyone touches the hot chocolate 

the whole group must start over 

again. 

Equipment: Small 8”x10” foam pads or 

rubber circle polyspots (one per student, 

these represent the marshmallows used 

in the activity).  

Grouping: 8-10 students per group – but 

be careful to stress that they are all work-

ing together so it does not become a race 

between the groups. 

Facilitation Tip: Start each group off with 

12 marshmallows. After each successful 

attempt take 1-2 marshmallows away for 

added challenge.  

Potential Debrief Questions: How did you 

make sure that people stayed in contact 

with the marshmallows and that no one 

fell in? Is this an example of responsibility 

and How so? What happened when a 

marshmallow was lost? Was it okay to 

make a mistake? How can you demon-

strate responsibility when you make a 

mistake in life? 

3. Turnstile (adapted from Frank, 2013)  

IIRS Student Learning Outcome: The stu-

dent will have an opportunity to demon-

strate proper emotional trust skills (e.g., 

displaying positive attitude when con-

fronted by challenge).  

Brief: Poem on positive thinking and re-

membering to surround yourself with pos-

itive people, by Edgar A. Guest, found at 

http://www.behappyzone.com/

poems.html (Be Happy Zone, 2015). 

Activity Description: The entire group 

needs to solve a problem and each person 

will take an active role in implementing 

the solution. Objective is to get everyone 

from one side of the rope to the other 

(including the rope turners at some 

point). There are five progressions/

challenges. 

 Level 1 – Everyone must get through 

the rope without it stopping or touch-

ing him or her.  If the rope stops or 

touches someone then that person 

goes back to try again. 

 Level 2 – One person at a time runs 

in, jumps once and runs out. Same 

consequence for stopping or touching 

the rope. 

 Level 3 – People jump through in 

groups of two or three – run in to-

gether, jump once and run out. Same 

consequence for not being successful. 

 Level 4 – Same as level 2 except that 

if anyone misses the whole group 

starts over. 

 Level 5 – Same as level 4 except that 

every time the rope hits the ground a 

new person must be jumping. Touch-

ing, stopping, or no one in the rope 

means that group starts over. 

Equipment: Long 15’ to 20’ rope. 

Grouping: 8-10 students per group. 

Facilitation Tip: Be sure to have students 

slow turn the rope. The rope should turn 

towards the group going through to allow 

for more success. 

Potential Debrief Questions: How did you 

feel when you made a mistake? Did you or 

another student show emotional support 

when a group member made a mistake? 

Were you able to be supportive to others 

and if so, how? Did you say or hear any 

positive comments during the activity, if 

so what were they and were they helpful? 

Assessment For IIRS.  

ABL Assessment includes a combination of 

informal and formal measures driven by 

lesson and unit objectives. Commonly 

used informal strategies include de-

briefing, direct observation of expected 

behaviors, and formative checks for un-

derstanding during the lesson. Using a 

debrief session coupled with observation 

and formative checks allow the teacher to 

determine how students felt about the 

overall lesson, whether students worked 

well with each other, the level of success 

with a particular activity, or whether stu-

dents were able to grasp and connect the 

IIRS to other areas of their life.   

Formal assessments used within ABL in-

clude: T-charts, Y-charts, Sunday After-

noon Drive reflection rubric, cognitive test 

for the Hand of Fair Play, and The Body 

assessment (Dyson & Sutherland, 2014). A 

teacher can also use a written journal to 

document evidence of student learning/

transfer with the IIRS. A journal is an ex-

cellent tool for assessing the learning out-

comes associated with SHAPE America 

National Content Standard 4: The physi-

cally literate individual exhibits responsi-

ble personal and social behavior that re-

spects self and others (Society of Health 

and Physical Educators, 2014). Student 
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journal entries can provide the teacher with deeper insight beyond what might be observable in class, but can be very time con-

suming for teachers to read and grade.  Thus, the teacher may wish to select a few specific entries to read and/or grade to ex-

pedite the assessment process. 

The use of a ’photo journal’ can be a useful way to formally assess student knowledge of the IIRS. A photo journal is a unique 

way to capture IIRS in the form of a picture and corresponding narrative. This project-based assessment allows students to 

choose an IIRS that they feel strongly about, and a corresponding picture. Through written narrative the student will describe: 

(a) the IIRS, (b) how the picture is connected to the IIRS, (c) how the IIRS is related to their experience in ABL, and finally (d) how 

the IIRS is applicable in their own life. The photo journal can be used as a culminating authentic assessment for the ABL unit. 

While assessment is important, it is not within the scope of this paper to go into depth on its implementation. Instead, this sec-

tion included example assessment ideas a teacher could use within the classroom. For further information regarding ABL as-

sessment see Dyson and Sutherland (2014). 

Final Thoughts  

PE should provide opportunity for continued development of skills associated with personal and social respect and responsibil-

ity (SHAPE, 2014). A case can be made that ABL is a viable curriculum model that teachers can employ in order to promote the 

opportunity for students to learn about, practice, and potentially transfer knowledge associated with social-emotional learning 

(Stuhr & Sutherland, 2013). There continues to be a growing body of literature highlighting the practices and social-emotional 

learning benefits of this type of curricular model (Stuhr & Sutherland, 2013; Sutherland et al., 2012; Sutherland & Stuhr, 2014). 

This paper adds to the existing literature by providing some of the more salient/basic principles that define ABL, while the cor-

responding examples and references offer pragmatic ideas of what ABL can look like for PE teachers. If one of the goals for PE is 

to create a caring culture that impacts positively how students feel about their experience, then ABL can contribute to this out-

come.  
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ABSTRACT 

This study examined the relationship between Fit-

nessGram test results, self-reported physical activi-

ty levels (PAQ-C), CST scores, and cumulative GPAs 

of Hispanic middle school students in a large, inner 

city middle school.    It was hypothesized that stu-

dents who scored higher on the FitnessGram and 

reported higher levels of daily physical activity 

would also achieve higher academic performance 

levels. The results partially support the hypothesis 

because positive associations were found between 

fitness scores and academic performance for some 

of the subgroups.  Similar to previous studies, the 

association between fitness and academics ap-

peared to be stronger for females than males.  Re-

sults varied by grade level with students in the 7th 

grade having a strong association between Fit-

nessGram scores and academic performance, 

whereas there were only partial associations be-

tween those variables for the 6th and 8th grade 

students.  In contrast with studies involving stu-

dents in high socioeconomic areas, the results did 

not reveal a positive association between reported 

physical activity (PAQ-C results) and academic per-

formance.  This may be partially because academic 

performance was hampered by limited language 

skills.  Higher levels of reported daily physical activ-

ity were positively associated with higher Fit-

nessGram test scores.   

Note: all tables cited in article can be viewed 

on pages 17—19. 

 

 It can be argued that students with high fitness levels tend to 

also perform at high academic levels (Dwyer, Sallis, Blizzard, Lazarus, & 

Dean, 2001).  Studies have consistently shown there is a positive rela-

tionship between physical fitness test scores and academic achieve-

ment (Field, Diego & Sanders, 2001; Taras, 2005).  Castelli, Hillman, 

Buck, and Erwin (2007) compared physical fitness test scores of 3rd and 

5th graders and found them positively correlated to such academic 

achievement measures as math and reading standardized test scores 

and total Grade Point Average (GPA).  A study conducted by Coe, Pivar-

nik, Womack, Reeves, and Malina (2006) also found a positive relation-

ship between vigorous physical activity and higher grades in school.  A 

study conducted by the California Department of Education (CDE, 

2001), focused on 900,000 students enrolled in the 5th , 7th  and 9th 

grades found another positive correlation between fitness test scores 

and academic accomplishments.  Grissom (2005) compared the 2002 

California FitnessGram scores of 5th, 7th, and 9th graders with their 

reading and mathematics scores on the Stanford Achievement Test and 

found a consistent, positive relationship. Further, Grissom (2005) found 

a higher correlation between physical fitness and academic test scores 

for females than males.  Chomitz, Slining, McGowan, Mitchell, Dawson, 

and Hacker (2008) found, when examining the fitness, math, and Eng-

lish scores of 4th, 6th, and 8th grades in Massachusetts, the odds of 

passing both the Massachusetts Comprehensive Assessment System 

Mathematics test (MCAS) and the MCAS English test increased as the 

number of fitness tests passed increased (p <. 0001 and p <. 05, respec-

tively).  The results of these studies provide strong evidence regarding 

the potential of quality physical education programs to provide benefits 

for other academic subjects.  Additionally, numerous studies have 

found differences in other demographic factors such as ethnicity and 

socioeconomics (Fahlman, Hall & Lock, 2006; Grieser, Neumark-

Szteainer, Saksvig, Lee, Felton & Kubiki, 2008; Pangrazi & Corbin, 2008; 

Yoo, Lounsbery, Bungum & Gast, 2010).   

In a study conducted by Johnson, Brusseau, Graser, Darst, & Kulinna 

(2010) adolescents in lower socioeconomic areas, have been shown to 
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be less physically active, in part, because 

they have less access to play and recrea-

tion areas than adolescents who live in 

more affluent areas).  In addition, higher 

percentages of Hispanic adolescents are 

English Language Learners (ELL) than the 

statewide average and, as a group, Latino 

adolescents achieve below the state av-

erages in California Standards Tests (CST) 

for English and Math (CDC, 2013).  Conse-

quently, while statewide studies have 

consistently shown a positive relationship 

between FitnessGram scores and other 

academic indicators, it appears to be im-

portant to determine whether that is also 

true for students at a predominately His-

panic, low socioeconomic school.  In this 

study, FitnessGram test scores were com-

pared to CST results in math, English, and 

GPA by self-reported physical activity 

levels using the Physical Activity Ques-

tionnaire for Older Children (PAQ-C) 

(Kowalski, Crocker & Donen, 2004).   Fit-

ness test scores were also compared by 

grade level and gender.  Comparing re-

sults based on gender and grade level 

should provide a better understanding of 

the link between physical fitness, physical 

activity level, and academic performance 

for a predominantly Hispanic adolescent 

group.  

Methodology 

Participants: The data for this study was 

collected at a middle school (grades 6-8) 

located in Southern California.  This par-

ticular middle school has an approximate 

enrollment of 2400 students and over 

99% Hispanic.  Approximately 24% were 

classified as ELL students and approxi-

mately 80% qualified for the free or as-

sisted school breakfast/lunch program.  

Specifically, 232 middle school students, 

119 boys and 123 girls ranging from the 

ages of 11-15 were evaluated and the 

sample size per grade level were as fol-

lows: 83 students in the 6th grade, 92 in 

the 7th grade and 57 in the 8th grade.  

One male physical education instructor 

taught all students and their scores were 

compared for the FitnessGram PAQ-C 

survey, CST-Math, and CST-ELA tests.  

Permission to utilize this data was provid-

ed by the school district IRB.  Permission 

to complete the PAQ-C was achieved 

through a parent mailing that was sent to 

parent/guardians as part of a program 

information packet at the beginning of 

the school year.  The FitnessGram scores 

were initially computed as part of the 

student assessment process.    

Measurements: A total of four measure-

ments were used to gather data for the 

study.      

1. The FitnessGram test was adminis-

tered to all the students using the stand-

ard testing procedure.  The state of Cali-

fornia requires that all students in the 

5th, 7th, and 9th grade be tested using 

the fitness gram test.  The FitnessGram 

uses criterion-referenced standards to 

determine whether a student is in the 

healthy fitness zone (HFZ) for aerobic 

capacity, body composition, muscular 

strength, muscular endurance, and flexi-

bility.  A student scoring in the healthy 

fitness zone achieved one point for each 

of the six tests that were passed.  Overall 

PFT scores ranged from zero (none of the 

standards met), to six (all standards met 

or exceeded).   

2. The Physical Activity Questionnaire for 

Older Children (PAQ-C) was filled out by 

all the students to determine their levels 

of physical activity.  The PAQ-C was creat-

ed to assess physical activity in school-

aged children in grades 4-8, approximate-

ly ages 8-14.  The questionnaire consists 

of 10 questions that require students to 

recall the amount of physical activity they 

performed in the past seven days.  A 

score of 1 indicates the students’ recent 

physical activity level was very low and a 

score of 5 indicates that students’ recent 

physical activity level was very high.    

3.  Students in grades 2-11 are required 

to take the CST-Math and CST-English 

Language Arts portion of the STAR test.  

The CST-English Language Arts portions 

consist of 75 multiple-choice questions 

and the CST-Math consist of 65 multiple-

choice questions.  The test is scored by 

the state of California and scores range 

between 150 (low) and 600 (high).   

4. Grade Point Averages (GPA’s) were 

collected for the first semester of the 

school year.  The GPA’s calculations were 

based on all six classes the students took 

for that same semester.  The scores have 

a possible range of 0.0 (lowest) to 4.0 

(highest).  

Procedures: The FitnessGram data was 

obtained by the physical education teach-

er testing all of the students during the 

month of March and then evaluating the 

results using the guidelines specified by 

the Cooper Institute (Cooper Institute, 

2014).   The physical activity levels of the 

students were collected by having all of 

the students complete the PAQ-C ques-

tionnaire. The questionnaire was calcu-

lated by hand, using the specifications 

required by the PAQ-C (Kowalski, Crock-

er, & Donen, 2004).   The CST and GPA 

data were collected for the school by 

logging into a program known as “My 

Data”.  All of the data was then uploaded 

into an Excel spreadsheet.   

Data Analysis: The data was analyzed 

using Excel and SPSS.  One-way ANOVA 

was used to determine the significance (p 

< .05) between the means of the varia-

bles involved in the study.  

Results  

Table 1 shows a comparison of the mean 

scores of male and female students who 

passed and did not pass the FitnessGram.  

In addition, the means scores of  
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CST-Math, CST-ELA, GPA and PAQ-C are 

compared by gender.  The results indi-

cate that boys and girls who passed five 

or more subtests had higher mean scores 

in every academic category compared to 

the students who did not pass the Fitness 

gram test.  The difference was significant 

(p < .05) for seven of the 12 categories.  

Compared to the boys, the girls Fit-

nessGram scores had a stronger associa-

tion with their academic scores for all 

four variables.   The results also revealed 

a positive significant relationship be-

tween FitnessGram scores and PAQ-C 

scores for both boys and girls. 

Table 2 shows the mean scores for the 

CST Math, CST ELA, GPA and PAQ-C by 

grade level between the students who 

passed at least five subtests of the Fit-

nessGram test compared to the students 

who passed less than five subtests.  

While the 7th and 8th grade students 

who passed five or more FitnessGram 

subtests had significantly higher mean 

scores on all three academic variables 

compared to the students who passed 

less than five subtests, no significant 

differences were found at the 6th grade 

level.  Self reported physical activity 

scores (PAC-Q) were significantly higher 

for students who passed five or more 

FitnessGram subtests. 

Student mean scores for the CST-Math, 

CST-ELA, GPA and the FitnessGram are 

shown in Table 3.  The scores are divided 

into three categories, depending on their 

PAQ-C results.  The PAQ-C scores are di-

vided into three categories:  students 

who scored between 1-2.4,  students 

who scored 2.5-3.4 and  students who 

scored between 3.5 and 5.  The results 

indicate that students who reported 

higher levels of daily physical activity 

scored significantly higher on the Fitness 

gram test, however there was no associa-

tion with their scores on the academic 

indicators.  

Discussion 

This study examined the relationship be-

tween FitnessGram test results, self-

reported physical activity levels, and aca-

demic performance of Hispanic middle 

school students in a large inner city mid-

dle school.  It was hypothesized that stu-

dents who scored higher on the Fit-

nessGram and reported higher levels of 

daily physical activity would also achieve 

higher academic performance levels.  The 

results partially support the hypothesis 

because positive associations were found 

between fitness scores and academic 

performance for some of the subgroups.  

Similar to the studies by Grissom (2005) 

and Coe et al. (2006) the association be-

tween fitness and academics appeared to 

be stronger for females than males.  Spe-

cifically, girls who passed five out of six 

subtests of the FitnessGram had signifi-

cantly higher scores for the CST-Math, 

ELA, and GPA than girls who passed few-

er of the subtests (see Table 1).   It is in-

teresting that the results varied by grade 

level.  Specifically, students in the 7th 

grade had a strong association between 

FitnessGram scores and academic perfor-

mance, whereas there were only partial 

associations between those variables for 

the 6th and 8th grade students (see Table 

2).  These results contrast with those of 

statewide studies (CDE,2001; Castelli, 

2007).   A possible reason for the grade 

level differences may have been that 

group dynamics and motivation within 

specific classes affected the scores 

(Domangue & Solmon, 2010).   

Surprisingly, the results did not reveal a 

positive association between reported 

physical activity (PAQ-C results) and aca-

demic performance.  This may be partial-

ly due to the fact almost a quarter of the 

students at this school were reported as 

being ELL students and the average CST 

Math and English-Language Arts scores 

for these students were approximately 

30 points below the statewide average 

(CDE, 2013).  Consequently, regardless of 

their level of physical activity, their aca-

demic performance may have been ham-

pered by limited language skills.  It is im-

portant to note, however, that Fit-

nessGram results were significantly asso-

ciated with scores on the Physical Activity 

Questionnaire for Children (PAQ-C).  That 

is, higher levels of self-reported daily 

physical activity were positively associat-

ed with higher FitnessGram test scores 

(see Table 3).  These results contrast with 

Morrow & Freedsom (1994) who found a 

low relationship between fitness scores 

and physical activity among youth.    

Limitations and Recommendations 

A limitation of the results of this study 

may be student motivation.  Higher or 

lower levels of student motivation may 

have impacted the scores for all of aca-

demic tests, the PAQ-C reporting, and the 

FitnessGram.  In addition, the socioeco-

nomic status may have impacted the re-

sults; other studies, based on state wide 

data, show that students with higher so-

cioeconomic status generally perform 

better academically (Evans, 2004).  Since 

many of the students were classified as 

being ELL students, their academic per-

formance may have been hampered by 

limited language skills.  In the future, 

examining other factors related to physi-

cal fitness such as aerobic capacity or 

body composition might result in more 

specific knowledge as to which compo-

nents of physical fitness are most specifi-

cally related to higher academic perfor-

mance.  Identifying these specific compo-

nents physical education programs may 

be able to provide more relevant and 

specific help to students who typically do 

not perform well on the FitnessGram 

test.  
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TABLES 

Table 1. Table 1   CST Math, CST ELA, GPA and PAQ-C Means by Gender for Middle School Students Who 

Passed 5 or More Fitness Gram Sub-Tests vs. Students Who Passed Less than 5 Subtests. 

________________________________________________________________________________________________ 

Academic score                     Mean scores of students          Mean scores of students  

Variable (N)                           who passed less than 5 tests       who passed 5 or 6 tests 
________________________________________________________________________________________

  

 

CST-Math 

Boys (109)              327 (51)    339 (58)      

Girls (123)              336 (60)    346 (63)      

Total (232)             332 (111)    343 (121)  

     

CST- ELA 

Boys (109)             314 (51)    327 (58)    

Girls (123)    332 (60)    347 (63) *   

Total (232)               324 (111)    337 (121) * 

 

G.P.A. 

Boys (109)              2.22 (51)    2.26 (58)      

Girls (123)              2.63 (60)    2.85 (63)* 

Total (232)              2.44 (111)    2.57 (121) * 

 

PAQ-C 

Boys (109)     2.57 (51)                            2.95 (58)* 

Girls (123)     2.40 (60)                                          2.62 (63) * 

 

 
*significant differences, p < 0.05  
 

 

 
 
 

Total (232)   2.48 (111)                                          2.78 (121)* 
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Table 2.  Table 2 CST-Math, CST-ELA, GPA and PAQ-C Means by Grade Level for Students Who Passed 5 or 

More FitnessGram Sub-Tests vs. Students Who Passed Less than 5 Subtests 

__________________________________________________________________________________________________________ 

Academic                                              Mean scores - passed                        Mean scores – passed 

Variables                                               less than 5 subtests                             5 or 6 subtests          

__________________________________________________________________________________________________________ 

CST-Math 

6th graders (84)             342 (50)            336 (34) 

7th graders (92)             343 (35)            355 (57)* 

8th graders (57)             301 (27)            326 (30)* 

Total (232)             332 (112)            343 (121)* 

 

CST-ELA 

6th graders (84)              323 (50)               326 (34) 

7th graders (92)              341 (35)               352 (57)* 

8th graders (57)             301 (27)               322 (30)* 

Total  (232)             324 (112)               337 (121)* 

 

G.P.A. 

6th graders (84)              2.42 (50)                2.47 (34) 

7th graders (92)             2.61 (35)                2.86 (57)* 

8th graders (57)             2.27 (27)                2.10 (30) 

Total (232)             2.44 (112)                2.57 (121) 

 

PAQ-C 

6th graders (84)                                      2.49 (50)                                                 2.76 (34)* 

7th graders (92)              2.51 (35)                                                      2.80 (57)* 

8th graders (57)              2.42 (27)                                                      2.75 (30)* 

 

*significant differences, p < 0.05  

 

 

Total (232)            2.48 (111)                                                    2.78 (121)*  
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Academics                        PAQ 1-2.4   PAQ 2.5-3.4      PAQ 3.5-5                           

                                                    n=98                                n=109                                               n=25                                            

__________________________________________________________________________________________________________ 

CST-Math         335                                    341                               331 

 

CST-ELA           332      330                                          329 

 

GPA            2.34      2.68                                         2.45 

 

FitnessGram                     3.80      4.70                                        5.12* 
__________________________________________________________________________________________________________ 

*significant differences, p< 0.05  

 

 

 

 

 

Table 3.  A Comparison of  CST-Math, CST-ELA and G.P.A. Mean Scores with Self-Report Physical Activity  

Level (PAQ-C) 
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               2016 CAHPERD CONFERENCE 
                 Hyatt Regency & Santa Clara Convention Center 

               March 10-12, 2016 

 Physical Literacy 

 Common Core 

 The New Coordinated 
School Health Model 

 Assessment & Grading 

 Health Education 

 Utilizing Social Media 

 Dance for Physical           
Education and the Arts 

 Adapted Physical Education 

HIGHLIGHTED                 

SESSIONS 
Practical Strategies for  Integrating 

the Common Core Standards into  

Instruction 

 

High Speed Games that  

Promote Academic Rigor 

 

Student Literacy:  

A School Wide Responsibility 

 

Building the Best Physical Education 

Program for Your School 

 

National Board Certification 

 

Developing Assessment Tools for PE 

and the  Common Core 

 

Backwards Design 

 

Standards Based Reporting in Physi-

cal Education 

 

Coaching Athletes for  

Peak Performance 

 

Line Dancing for Fun &  Fitness 

 

Inclusive Games from  

Around the World 

 

Active Assessment:  

Engaging the Mind AND Body 

 

Physical Activity & the  Classroom: 

Health and  Academic Success 

 

TGFU: Intro to Teaching  

Games for Understanding 

 

Sport Education:  A Teaching Model 

SUMMIT SESSIONS IN-

CLUDE: 
Practical Strategies for                     

Integrating the CCSS into                        

Instruction 
Experience how teachers in the field are             

using the Common Core State Standards to 

strengthen instruction in physical education. 

CAHPERD Tech Camp 
Learn practical applications for using                  

technology in the gym, classroom, or                  

outdoors! 

OPEN Curriculum Coach                           

Certification Program 
Become a certified OPEN Community  

Curriculum Coach for the world’s fastest 

 growing physical education program! 

Leadership & Advocacy in  

Health and Physical Education 
Join educational leaders as they discuss  

strategies and trends that impact  

health and physical education. 

CPR Certification 
Upon successful completion of the course, par-

ticipants will earn a 2-year AHA Heartsaver 

Certification Card. (Extra f ee - amount TBD) 

Presidential Youth Fitness               

Program 
Learn the 5 foundational elements needed to 

implement this national program in your 

school. 

FEATURED   SPEAKERS 

 

Dean Kreillaars, Ph.D.,            

University of Manitoba 

 

A key architect in the Physical 

Literacy movement! 

Joey Feith 

A physical education teacher 

from Montreal, Canada and 

Founder of                                    

ThePhysicalEducator.com: an 

online resource for physical                

education teachers. He has been 

instrumental in building the 

online #physed community. 

 Hyatt Regency Santa Clara 

5101 Great America Pkwy 

Santa Clara, CA 95054 

408-200-1234 

Getting There! 

San Jose Airport – 6 miles 

San Francisco Airport – 31 miles 

 

Sponsored by: 

California Association for Health, 

Physical Education, Recreation and 

Dance 

www.cahperd.org 

916-922-3596 
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The California Association for Health, Physical Education, Recreation, and Dance issues this call 

for papers anticipated to appear in the Fall (2016) edition of the CAHPERD e-Journal. The e-

Journal contains two types of articles: (a) practical manuscripts related to teaching, professional 

practice or performance, (b) research articles in the HPERD disciplines.  All submissions will be 

subject to a blind per review process.  Authors who are professionally engaged in the study of 

HPERD and related fields are encouraged to submit articles for review and potential publica-

tion.  Authors need not be professional writers.  Graduate students in the HPERD disciplines are 

also encouraged to submit.  The editors will give priority consideration to those articles that relate 

directly to HPERD issues confronting California professionals.  Authors may not submit the same 

article to this e-Journal and other publications for simultaneous review.    

   

Authors seeking publication in the e-Journal should include the following materials: (1) Cover let-

ter indicating the desire to have materials reviewed for possible publication. The cover letter 

should indicate acknowledgement that CAHPERD will hold the copyright to all information pub-

lished in the e-Journal. (2) Email attachment of the desired publication as a word document only. 

(3) Biographical information about the author (not to exceed 25 words). 

 

Manuscripts should not exceed 2500 words (not including references or graphics). References 

should be listed numerically as they appear in the text. Text citations should be made by placing a 

number in parentheses at the appropriate point. The order of information included in the manu-

script should be as follows: (1) Cover letter, (2) Title Page, (3) Title page with author(s) and affili-

ation information, (4) Abstract, (5) Text, (6) References, (7) Tables, (8) Figures, and (9) Acknowl-

edgements, if appropriate. 

 

 

 

Manuscripts for this issue may be submitted electronically to Tim Hamel at  

thamel@csufresno.edu 

 

Submission deadline is September 1, 2016  
 

CALL FOR PAPERS 


