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Abstract: The purpose of this study was to examine the values of movement and physical activity
(MoPA) using government policy documents (e.g., laws and curricula) on early childhood education
and care (ECEC) from Denmark, Finland, Iceland, Norway, and Sweden. This descriptive, compar-
ative study was designed based on curriculum theory and used word count and content analyses
to identify similarities and differences in the occurrence of MoPA in the ECEC policies of Nordic
countries. Seven terms were identified as MoPA-related in Nordic policy documents. These terms
occurred in various content contexts: development, environment, expression, health and well-being,
learning and play, albeit sparsely. MoPA was referred to as both a goal in and of itself and as a means
of achieving other goals (e.g., learning or development in another area). Formulations specifically
dedicated to MoPA as a goal were present in the Danish and Finnish curricula and, to some extent,
also in the Norwegian curriculum, while the Icelandic and Swedish curricula mentioned MoPA
mostly as a means. Findings indicated that MoPA, which is important for children’s development,
health, and well-being, is a low-priority value, to varying degrees, in the ECEC policies enacted by
Nordic countries and the guidance provided to educators and stakeholders therein is inexplicit.

Keywords: curriculum; education; movement; physical activity; preschool; early childhood educa-
tion and care; children; Nordic

1. Introduction

Children develop rapidly during early childhood, especially in the domain of move-
ment and physical activity (MoPA). Motor development refers to physical growth and a
child’s increasing ability to independently direct their MoPA and explore their environ-
ment [1], which is important for the development of other essential non-motor compe-
tencies including cognitive, communication and language, social and emotional skills [2].
MoPA impacts children’s overall development and their ability to interact through play [3].
Early childhood development lays the foundation for a lifetime of mental and physical
health as well as for future academic achievement and overall well-being [4]. Children
who do not participate regularly in motor skill-enriched activities may never reach their
genetic potential for motor skill control, which underlies sustainable physical fitness later
in life [5]. Early childhood development is currently receiving increasing attention and is
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included in the Sustainable Development Goals by World Health Organization (WHO),
United Nations Children’s Fund (UNICEF) and Lancet Commission [6,7].

Fundamental movement skills (FMS) include stability, locomotor and object control
skills, and are vital for motor development in children [8]. The benefits of PA and disadvan-
tages of physical inactivity are well recognized [9] and global guidelines on PA for all age
groups are published by the World Health Organization (WHO) [10]. Childhood PA and
inactivity seem to track into adulthood [11–13]. The relationship between FMS in childhood
and lifelong PA [14] highlights the importance of learning FMS in early childhood [15].
As most children attend early childhood education and care (ECEC), it is a well suited
arena for developing FMS; this process depends on knowledge and motivation among
teachers [16], which are often dictated by governmental and institutional curricula [17].

During the last century, the Nordic countries Denmark, Finland, Iceland, Norway,
and Sweden established a welfare model, which includes developing an equal society and
access to ECEC for all children. This means that children are the responsibility of not only
the family but also of society, just like school education [18]. ECEC includes children up
to school age in the Nordic countries [19]. Broström et al., (2018) conclude that almost all
Nordic children between 1–5 years old spend a considerable portion of their daily lives
in ECEC [18]. The Organization for Economic Co-operation and Development (OECD)’s
ECEC policies address the needs of children between 0–8 years of age [20] as important
and recognize the concept of ‘lifelong learning’. This strengthens ECEC as an educational
institution, which now is considered to be the first stage of lifelong learning, important for
laying the foundations for future learning [21]. Karila (2012) argues that ECEC is widely
seen as an investment in the future [22]. The goal of lifelong learning is explicitly stated in
most Nordic countries’ ECEC legislation [22–24] and has been implemented in the context
of the welfare state and connected to welfare policy areas [22]. The Nordic countries are
close geographically, but also culturally [25] and share many common beliefs and values.
ECEC in the Nordic countries, sometimes called the “Nordic model”, has been a topic of
global interest and used as a good example to follow by many countries [19].

Since a growing number of children attend ECEC, expectations that it will support
the development and learning of the youngest children are high. ECEC are governed
by different policies embodied in both laws and curricula. These formal binding gov-
erning documents are essentially a representation of the values of a society that serve to
guide the work and organize the knowledge concerning ECEC. Engel et al. (2015) argue
that the framework of a curriculum plays a key role in ensuring the quality of ECEC ser-
vices [26]. The law and the curriculum reflect the knowledge that has been legitimized by
society [27,28] and what should be educated [29]. Moreover, policy documents govern and
guide different actors (e.g., teachers and politicians) [30] in organizing ECEC to optimize
children’s development, and if matters are not presented conspicuously, it might be ignored
and consequently affect the children’s daily life both in the short and long-term.

In this study, “curriculum theory” was used as a theoretical framework since the
study sheds light on policy documents such as laws and curricula and how MoPA is
valued in these documents and their limitations. According to Young (2013), curriculum
theory concerns identifying curriculum constraints and what qualifies as knowledge, what
knowledge is legitimized through curriculum formulations and the selection of knowledge
in curriculum construction [27,31–33]. In curriculum theory, the curriculum is a concept
that not only includes policy documents prescribed by the government but also includes
the entire school system in which teaching, and learning occur. Deng and Luke (2018,
p. 82) state that the “selection and organization of subject matter is one of the most
basic, ubiquitous, and central moments of curriculum formation” [34]. These processes
are influenced by different interests and desires, and curriculum settlements are often
the result of many political and ideological compromises (ibid). According to Bernstein
(2000), education is a field where struggles occur between different opinions and actors,
competing to define the field and ultimately to determine what knowledge is to be counted
as legitimate [27,35]. Young (2013, p. 110) argues that a “national curriculum should limit
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itself to the key concepts of the core subjects” and that the curriculum should guarantee
that all children have the same and equal possibilities to develop an equivalent knowledge
base regardless of background, conditions and location [31]. Curricula reflect the values
and atmosphere of a society regarding how different tasks are approached, e.g., the role of
ECEC. It guides the values, goals and contents of the work of early childhood educators
and serves as a point of reference for teachers and schools [30]. In Nordic countries, the
laws and curricula are binding documents and guides equal ECEC. These must uphold
an obligation to provide equable (equal in quality) education and care (Educare). Linné
(2015) argues that researching from a curriculum theory perspective means to be interested
in the knowledge referred to, the content realized, and how transfer and valuation are
implemented [36], and thus what knowledge is selected and valued. MoPA expressed for
its own sake and value was considered to be a goal, while when expressed for the purpose
of achieving other goals such as development in other areas [37,38], MoPA represented
a means.

Comparative studies can shed light on what is unique to a countries’ culture and
what is shared between cultures, which could be valuable for developing effective MoPA
policies and education practices that support lifelong participation in MoPA in Nordic
as well as other countries. Such studies have been published on Nordic ECEC policy
documents; however, there are concerns about the quality and content of those conducted
in Nordic countries [39,40], as well as their values of democracy, caring and competence [41],
quality aspects of different curricula [2], the current and future directions of Nordic ECEC
policy-making [22] and central dimensions and dilemmas in Nordic ECEC [18]. Other
studies have been conducted between some Nordic countries and other countries, such
as play and learning in Norway, Finland, China and Hong Kong [42] as well as the use
of legislative documents to examine the sustainability of ECEC policies across different
countries [43–46]. An international study investigated the national recommendations
regarding PA for children under the age of 5 in 10 countries [47]. To the best of our
knowledge, no comparative studies have been published on how MoPA is presented and
valued in Nordic legislation and curricula.

Since MoPA has increasingly been flagged as an important issue within ECEC [48,49]
and for sustainability [6,7] and health by the WHO [10], it is vital to investigate how
MoPA is conceptualized in current ECEC policies in Nordic countries. Given that national
laws and curricula are formal, state-governed, binding documents intended to guide and
regulate ECEC that represent the values and priorities of a society and culture, these were
the primary source material included in this study. Through a comparative study of how
MoPA is represented and valued in these documents, the present study can shed light on
and expand our understanding of how MoPA is valued in the Nordic countries.

The purpose of the present study was to identify and discuss the similarities and
differences among the ECEC law and curricula adopted by the Nordic countries. Toward
this end, the following research questions were formulated:

a. Which terms related to movement and physical activity (MoPA) are present?
b. In what content context do movement and physical activity (MoPA) related terms occur?
c. Is movement and physical activity (MoPA) expressed for its own sake as a goal or as

a means to achieving other goals?

Organization of ECEC in Nordic Countries and Documents Included in the Study

Children in the Nordic countries start ECEC between 8 months and 1 year of age and
start compulsory school between 5 and 6 years old. Different terms are used for ECEC
in the five Nordic countries that need to be acknowledged when reading the laws and
curricula included in the study (see Appendix A).

In Denmark, ECEC (dagtilbud) covers all daycare facilities including family daycare
(0–2-year-olds), day nursery (0–2-year-olds) and kindergarten (2/3–5/6-year-olds). The
year and month of typical kindergarten starting times vary within the Danish Municipali-
ties. Compulsory school typically starts in August of the year the child turns 6 years old.
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Most daycare facilities are public. The percentage of children attending kindergartens
(børnehave) is 97% whereas the percentage of children attending any daycare facility is
66% for those aged 0–2 years due to maternity leave (2017). ECEC is regulated by the
Day-Care Facilities Act (Dagtilbudsloven nr. 2/2020, Chapter 2), and the Executive Or-
der on pedagogical objectives and content in six curriculum themes (Bekendtgørelse om
pædagogiske mål og indhold i seks læreplanstemaer 2018), one theme being ‘body, sense
and movement’.

In Finland, ECEC encompasses children aged 0 to 7 years old. There are different
ECEC centers, including municipal (73%) or private (28%), or family daycare (7%) (2018).
Approximately 74% of the 1 to 6-year-old children participate in ECEC. The participation
rate increases with age: under 1 (1%), 2 (66%) and 5 (89%)-year-old children. Upon turning
six years old, all children start obligatory preschool (pre-primary school, esikoulu), and
the school begins in the year when children turn seven. ECEC is regulated by law, by the
Act on ECEC (Varhaiskasvatuslaki 540/2018), and the Curriculum for ECEC (Varhaiskas-
vatussuunnitelman perusteet 2018) determined by the government and Finnish National
Agency for Education.

In Iceland, preschool (leikskóli) constitutes the first level of the education system and
is attended by children below the compulsory school age, which usually starts when the
child turns 6. Voluntarily and at the request of parents, preschools provide upbringing,
care and education for children of preschool age, 1 to 5/6 years old. ECEC is regulated by
the Preschool Act (Lög um leikskóla 90/2008). The Icelandic national curriculum–Guide
for preschools, (Aðalnámskrá leikskóla–Almennur hluti 2011) contains the framework and
conditions for learning and teaching based on the principles of existing laws, regulations
and international conventions and is directed by the Ministry of Education. In 2019, 90% of
children attended pre-schools, 75% of children in the age of 1 to 2 years and about 99% of
children 3 to 5 years old.

In Norway, kindergarten (Barnehage) is voluntarily offered to all children 0/1–5/6 years
of age. 93% (2020) of children aged 1 to 5 years attend kindergarten (March 2020: 85% age
1–2 years, 97% age 3–5 years). About 97% attend kindergarten full time. Kindergartens
are divided into public and private, with about half of each type of kindergarten. All
institutions are subject to common legislation and policy. ECEC is regulated by The
Kindergarten Act (Barnehageloven 2021), a separate law for kindergartens administered by
the Ministry of Education and Research. The law states the kindergartens’ responsibility for
children’s welfare and rights, kindergarten practices, organization, and administration. The
Framework Plan for Kindergartens (Rammeplan for barnehagen 2017) regulate content and
tasks and is divided into nine chapters concerning core values, administration, organization,
educational activities, disciplines, and practices. Compulsory school generally starts the
year in which children turn 6.

In Sweden, preschool (förskola) refers to a voluntary form of schooling that occurs
prior to compulsory school, which usually starts when the child turns 6. There are munici-
pal (72%) and private (28%) preschools (2019), both regulated by the same national policy
documents. The child attends preschool from the age of 1 until 5/6 years old. Almost 85%
of children aged 1 to 5 attend preschools, and about 95% of children in the 4 to 5 age group
attended preschools in 2020. ECEC is regulated by the Education Act (Skollag 2010), a law
divided into 29 chapters concerning the entire school system. Chapter 8 covers preschool
and, as such, was included in the present study. The Curriculum for the Preschool (Läro-
plan för förskolan 2018) is a regulatory national curriculum that formulates fundamental
values, learning directives, goals and content together with specific responsibilities for staff
and the head of the preschool.

2. Materials and Methods

A document analysis approach was employed to investigate the national policies
of five Nordic countries to provide an overview of whether and how these documents
position and value MoPA. Documents and artifacts are ready-made sources of data that
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are easily accessible and have the advantage of stability. The study was performed by a
team of two researchers from each Nordic country specializing in MoPA among children
and adolescents. Since the documents are written in each country’s language, and each
country uses terms unique to its entity, the primary investigation was conducted by the
researchers in their native language, drawing on their knowledge of any language-specific
characteristics. In addition, the researchers shared a “coding frame” [50] during the
data collection and analysis processes, which was an evolving document containing the
identified keywords and the contexts in which they occurred. During the ongoing process
of collecting data, the interplay between individual and group reflections was manifested
through dialogue within the research group, both on the national level and among the
whole group of 10 researchers from all five countries. The policy documents were analyzed
in several steps (Figure 1).
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First, the existing national policy documents (law and curriculum) in the five countries
were obtained. Key terms (words) relevant to MoPA in these policy documents were
next identified. A word-frequency analysis [40] was performed on each policy document
(law and curriculum) to determine which key terms occurred in each national policy
document and to what extent. As the policy documents were in five different languages,
the key terms were identified in each language and then translated into English to facilitate
clear, continuous discussions within the research group. The policy documents from
each country were read carefully and thoroughly. Key MoPA-related terms contained in
sentences were identified and defined as meaningful units. These meaningful units were
collated and analyzed for similarities. Based on this analysis, categories were formulated.
With this deeper understanding of the content, text passages assigned to each category were
further compared to each other to ensure consistency within the categories. This research
strategy represents a content analysis of documents to identify patterns in a replicable
and systematic manner [51] and use these to generate categories according to meaning
or connotation that facilitate further downstream analysis [52]. Both the word-frequency
count and the content context review were performed independently by two researchers for
each country. After comparing notes, the two researchers made a consolidated assessment
to independently check the coding [53].
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An analysis of the meaningful units from the categories was performed according
to whether MoPA was expressed as a goal or a means. When MoPA was referred to for
their own sake, it was considered to be being expressed as a goal. If MoPA was mentioned
to reach other goals, it was categorized as a means. Finally, a consolidated assessment
was conducted to assure that all steps were done in a similar manner in all countries. The
resulting characteristics extracted from the five national curricula were compared and
similarities and differences were identified and discussed.

3. Results

The results are presented under the three headings: “MoPA-related terms in ECEC law
and curricula”, “Content related to MoPA in ECEC curriculum” and “MoPA as a goal or
means in ECEC curriculum”. Under each heading, the similarities and differences between
the Nordic countries are described.

3.1. MoPA-Related Terms in ECEC Law and Curricula

The word count analyses identified terms in the laws and curricula related to MoPA.
The number of words in the documents differed between Nordic countries. The total word
count for the law documents ranged from 1179 (Sweden) to 6414 (Finland) and, for the
curricula, from 4860 (Denmark) to 13,933 (Iceland). In total, seven different MoPA-related
terms were identified in the documents: bod* (e.g., body), coord* (e.g., coordination),
íþrótt/liikunta* (a Nordic concept related to but not equal to sport), motor*, move* (e.g.,
movement), physic* activ* (e.g., PA) and physic* educ* (e.g., physical education) (Table 1).

Table 1. The frequency of MoPA-related terms identified in policy documents from Denmark, Finland, Iceland, Norway
and Sweden.

Denmark Finland Iceland Norway Sweden Total

Law Curric Law Curric Law Curric Law Curric Law Curric Law Curric

Total word count 3588 4860 6414 13,275 3255 13,933 4457 8014 1179 5055 18,893 45137
Bod* (body) 1 16 0 11 1 5 0 8 0 1 2 41

Coordin* (coordination) 0 0 0 0 0 0 0 1 0 1 0 2
íþrótt/liikunta* 0 0 1 21 0 1 0 0 0 0 1 22

Motor* 0 4 0 3 1 2 0 2 0 3 1 14
Move* (movement) 2 18 1 19 0 17 0 6 0 5 3 65
Physic* activ* (PA) 0 0 0 6 0 2 0 2 0 3 0 13

Physic* educ*
(physical education) 0 0 0 2 0 3 0 0 0 0 0 5

Total 3 38 2 62 2 30 0 19 0 13 7 162

*—Linguistic inflexions of the word.

In the law documents, the searched terms appeared infrequently in three countries’
documents (Denmark 2, Finland 2 and Iceland 2) and not at all in those from the other two
(Norway 0 and Sweden 0). The four terms that occurred were bod* (Denmark 1 and Iceland
1), íþrótt/liikunta* (Finland 1), motor* (Iceland 1) and move* (Denmark 2 and Finland 1).

The MoPA-related terms appeared more frequently in the curricula than in the law
documents. Three terms occurred in all five countries’ curricula (bod*, motor* and move*)
and one term (physic* activ*) appeared in four countries (Finland, Iceland, Norway and
Sweden). Two terms were mentioned by two countries: íþrótt/liikunta* and physic* educ*
(Finland and Iceland), and one term, coordin*, was mentioned by two countries (Norway
and Sweden). The terms that were most frequently present in the curricula across all five
countries were move* (65 mentions), followed by bod* (41 mentions), íþrótt/liikunta*
(22 mentions; 21 in Finland and 1 in Iceland), motor* (15 mentions), physic* activ* (13 men-
tions), physic* educ* (5 mentions) and coordin* (2 mentions).

3.2. Content Related to MoPA in ECEC Curriculum

The documents used for content analysis are the national curricula from the five coun-
tries. The laws were not included since the presence of MoPA-related terms were low.
Content analyses based on the MoPA-related terms were used to identify the contexts
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surrounding these terms. These analyses resulted in the following context categories:
Development, Environment, Expression, Health & Well-being, Learning and Play (Table 2).

Table 2. Terms appearing in the national curricula from Denmark, Finland, Iceland, Norway and
Sweden and their context categories.

Term Context Category Country

Bod* (body) Development DK, FI, NO
Environment DK, FI, NO
Expression FI, IS
Health & Well-being DK, FI, NO, SE
Learning FI, NO
Play DK, FI, NO,

Coordin* (coordination) Development NO
Health & Well-being SE

íþrótt/liikunta* Development FI, IS
Environment FI
Health & Well-being FI

Motor* (motor . . . ) Development DK, FI, NO
Health & Well-being FI, SE
Learning IS
Play SE

Move* (movement) Development DK, FI, IS, NO, SE
Environment DK, FI, IS, NO, SE
Expression DK, IS, SE
Health & Well-being DK, FI, NO
Learning DK, FI
Play FI

Physic* activ* (PA) Development FI, IS, NO, SE
Environment FI
Health & Well-being FI, IS, SE
Learning FI, IS
Play FI

Physic* educ* (physical education) Development FI
Learning FI, IS

*—Linguistic inflexions of the word.

Development. MoPA-related terms appeared in the context of development and
were present in all five curricula, however in various ways. In all countries, children are
encouraged to engage in different types of bodily movement experiences to affect many
aspects of development especially, motor, social and personal development. All-round
movements are intended to promote children’s active exploration of the world and the
potential of their bodies, alone and together with other children, therefore also supporting
children’s social interaction. Norway focuses on children’s development of motor skills,
physical control, coordination, strength and agility. Denmark focuses on the ECEC staff
as role models for finding joy in movement and to support and encourage children with
limited experience with their body, senses and movement.

Environment. MoPA-related terms appeared in the context of the environment in all
countries. In Denmark, Norway, Sweden and Finland, children should be supported by
staff and the surrounding environment in experiencing the joy of movement. In Denmark
and Norway, the outdoor and indoor spaces should be well suited for imagination and
creativity. ECEC shall be an arena for daily PA, and it shall promote the joy of movement
and motor development in children. Additionally, parents should be involved to secure
good conditions for movement as well as provide movement challenges outside of ECEC.
The Norwegian curriculum also highlighted that the staff should ensure that all children
are active, and the Finnish curriculum also mentions cooperation from parents. In Iceland
and Finland, the safety of the environment (indoor and outdoor) was also highlighted.
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Expression. MoPA-related terms appeared in the context of expression in Denmark,
Iceland, Finland, and Sweden. Expression in the Finnish curriculum has diverse meanings,
such as different forms of art and culture, means of self-expression and communication,
senses and the body as a research instrument. The Finnish curriculum does not include
the aesthetic dimension, which is mentioned in Danish, Icelandic and Swedish curricula.
In Denmark, sensory learning environments should handle aesthetic dimensions with a
focus on children’s playful exploration and creative movement experiments, whereas the
focus in the other countries is that children should be provided with a variety of different
activities to be presented as different aesthetic means of expression.

Health & Well-being. MoPA-related terms appeared in the context of health and well-
being in all countries and should improve when children are encouraged to use, challenge,
experiment, feel and take care of their bodies through calmness and movement. In Finland,
Sweden, Norway and Iceland, the focus is on the children gaining an understanding and/or
knowledge of the importance of proper health (e.g., nutrition) and well-being including
positive self-perception and exploring their own feelings/emotions but not in direct relation
to MoPA. The Finnish curriculum also underlines the psycho-social safety issue.

Learning. MoPA-related terms appeared in the context of learning in four countries
but are not mentioned in the Swedish curriculum. In Denmark and Norway, MoPA and/or
using the body is central for learning. In Iceland, the joy of movement and/or physical
education should be used to promote learning. In Finland, the focus on learning is a
combination of academic skills (e.g., mathematical thinking, linguistic skills), as well as
achieving knowledge on own body and general health aspects as well as the general
promotion of the joy of movement.

Play. MoPA-related terms appeared in the context of play in the Finnish and Norwe-
gian curricula and to some extent in the Swedish and Danish curricula. In Denmark and
Norway, wild, adventurous, dangerous, and challenging games, and activities, referred
to as “risky play”, were highlighted. In Finland, play is considered to be a child-oriented,
creative, and natural way of learning.

3.3. MoPA as a Goal or Means in ECEC Curriculum

The meaningful units from the categories in the Nordic ECEC curricula were analyzed
regarding whether MoPA was expressed as either goals or means. When MoPA was
emphasized for its own sake, it was seen as a goal. If MoPA was emphasized for other
areas, it was seen as a means. Table 3 uses excerpts to illustrate the distribution of goals and
means throughout the five curricula. The MoPA-related terms were used both as goals and
means in some variation in all five curricula. MoPA as a goal itself was described clearly
and in detail in the Danish, Finnish, and Norwegian curricula and vaguely in the Icelandic
and Swedish documents, which focused more on general means. In the detailed Finnish
curriculum, MoPA was seen as an important learning element as well as a tool and method
for learning academic skills. MoPA as a goal appeared in most of the identified context
categories in the Danish and Norwegian curricula. In the Icelandic and Swedish curricula,
MoPA was emphasized as a means for other areas of development to a large extent. MoPA
development and learning were infrequently referred to as goals in the Icelandic and
Swedish curricula, especially in the latter where MoPA was rarely formulated as a goal.
The Icelandic curriculum contained short formulations that emphasized the importance of
MoPA for health, social development, and interaction with the external world, while the
Swedish curriculum focused on health, well-being and aesthetic development (Table 3).
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Table 3. Excerpts reflective of MoPA as a goal and means in the national curricula from Denmark (DK), Finland (FI), Iceland (IS), Norway (NO) and Sweden (SE) according to context
category.

Categories Denmark Finland Iceland Norway Sweden

Development

Goal: “The pedagogical
environment should support the
stimulation of the three basic
motor senses ( . . . ) which is
crucial for the child’s motor
development and automatization
of movement (gross as well as
fine functions)”
Means: “The body is a source of
awareness of other things and
other people and one’s own body
in the world, including in
aesthetic, social, emotional and
movement processes”

Goal: “Regular and supervised
PA plays a key role in children’s
holistic development and
learning of motor skills”
Means: “PA in a group develops
children’s cognitive, social and
emotional skills, such as
interaction and
self-regulations skills”.

Goal: No results
Means: “PA positively affects
children’s social interaction,
their relationship to the
external world, and their
competence in both daily and
novel situations”.

Goal:” Kindergarten shall be
an arena for daily PA, and it
shall promote the joy of
movement and motor
development in the children”.
Means: “By engaging with
this learning area (Body,
movement, food and health),
the children shall be enabled
to use their bodies to sense,
experience, play, learn
and create”.

Goal: “Children should be
given the opportunity to
develop comprehensive
mobility by being able to
participate in physical
activities and spend time in
different natural
environments”.
Means: “Education should
give children the opportunity
to experience the joy of
movement and thereby
develop their interest in being
physically active”.

Environment

Goal: No results
Means: “Nature experiences
during childhood have an
emotional, a bodily, a social and a
cognitive dimension”.

Goal: “PA refers to various kinds
of activity with different levels of
physical strain, including playing
indoors and outdoors, field trips
and supervised PA. In addition to
supervised exercise, it is ensured
that children get plenty of
opportunities for independent
PA both indoors and outdoors
every day and season”.
Means: “Different senses, as well
as equipment made out of
different materials encouraging
children to be physically active,
are utilized in the
physical activities”.

Goal: “Preschool should
provide a safe environment
and space encouraging all
children to engage in varied
indoors and outdoors
movement”.
Means: “Playgrounds are an
educational space with
different landscapes, grounds
and vegetation encouraging
exploration, movement
and expression”.

Goal: “ . . . experience
well-being, joy and
achievement through a
variety of physical activities,
indoors and out, all year
round”.
Means: “Staff shall design the
physical environment so that
all children are given the
opportunity to actively
participate in play and other
activities and so that toys and
equipment are accessible to
the children”.

Goal: No results
Means: “promote a good,
accessible environment for
care, play, movement,
development and learning,”
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Table 3. Cont.

Categories Denmark Finland Iceland Norway Sweden

Expression

Goal: “Sensory learning
environments should take
account of the aesthetic
dimension with focus on
children’s playful exploration
and creative movement
experiments”.
Means: No results

Goal: “The initiatives of younger
children are often physical and
non-verbal. Understanding and
responding to these require
sensitive presence and familiarity
with the child”.
Means: “Children are
encouraged to consider and
describe their mathematical
observations by expressing and
examining them, for example by
using their body or different
devices and images”.

Goal: “Preschools should
encourage children’s
interpretation and expression
in varied ways and create
space for play, dance and
physical expression”.
Means: No results

Goal: No results
Means: No results

Goal: No results
Means: “Education should
give children the opportunity
to experience, portray and
communicate through
different aesthetic forms of
expression such as image,
form, drama, movement,
singing, music and dance”.

Health & Well-being

Goal: “The body is the source of
mental health (e.g., well-being) as
well as physical health (e.g.,
nutrition, hygiene, mobility”.
Means: “Children exist in the
world through their bodies, and
the basis of physical and mental
well-being is formed when they
are encouraged to use, challenge,
experience, feel and take care of
their body through calmness
and motion”.

Goal: “PA is children’s ways of
being, basis of lifelong well-being
together with guardians, children
are also encouraged to exercise in
their free time both indoors
and outdoors”.
Means: “Sufficient daily PA is
important for the child’s healthy
growth, development, learning
and overall well-being”.

Goal: No results
Means: “Daily PA as a basis
for psychological, physical
and social well-being and
good health. Emphasis on
challenging outdoor activities
to enhance health and
wellness. PA as part of a
healthy lifestyle”.

Goal: “ . . . .feel confident in
their own bodies, gain a
positive view of themselves
and explore their
own feelings”.
Means: “Kindergartens shall
enable all of the children to
discover the joy of movement,
an appreciation for food and
food culture, emotional and
social well-being and good
physical and mental health”.

Goal: No results
Means: “When PA, nutritious
meals and a healthy lifestyle
are a natural part of
children’s day, education can
help children understand
how this can affect health and
well-being”.
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Table 3. Cont.

Categories Denmark Finland Iceland Norway Sweden

Learning

Goal: “The pedagogical learning
environment should support all
children in experiencing the joy
of movement and joy of their
body, both in quiet and active
situations so that the children feel
comfortable with their bodies,
including bodily sensations,
body functions, senses and
various forms of movement”.
Means: “The pedagogical
learning environment supports
children’s general learning,
including curiosity, drive,
self-esteem and movement
within and across the following
themes: 1. Comprehensive
personal development. 2. Social
development. 3. Communication
and language. 4. Body, senses
and movement. 5. Nature,
outdoor life and natural
phenomena. 6. Culture,
aesthetics and community”.

Goal: “In ECEC, children gather
versatile experiences of different
physical activities and games,
such as traditional outdoor
games as well as moving to
stories and music”.
Means: “Measuring is
experimented with and the
concepts of location and relation
are practiced with the children,
for example through games
involving physical activities, by
drawing or using
different instruments”.

Goal: “Through physical
education, the children learn
about PA and develop
motor skills”.
Means: “Children enjoy a PA
that promotes learning.”

Goal: “The children shall be
able to use their entire body
and all of their senses in their
learning processes”.
Means: use their bodies and
senses to develop
spatial awareness”.

Goal: No results
Means: No results
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Table 3. Cont.

Categories Denmark Finland Iceland Norway Sweden

Play

Goal: “There should be room for
the “being” and “doing” of
the body”
Means: The outdoor space allows
for bodily sensation, movement,
imagination and creativity, and
the ground is well suited for
somersaulting and wild,
adventurous and dangerous
games and activities”.

Goal: “PA refers to various kinds
of activity with different levels of
physical strain, including playing
indoors and outdoors, field trips
and structured PA. Learning
environments provide the
children with alternatives for
doing things that they enjoy, PA
in versatile and fast ways, games
and play . . . . . . ”.
Means: “They shall support
children’s natural curiosity and
desire to learn as well as guide
them in play, be physically active,
explore, express themselves
through art as well as
experience art”.

Goal: No results
Means: “Play tests different
competencies, and movement
is an important part of it”.

Goal: “ . . . evaluate and
master risky play through
physical challenges”.
Means: “The children shall be
included in activities in
which they can engage in PA,
play and social interaction
and experience motivation
and achievement according
to their abilities”.

Goal: No results
Means: “Play can also
challenge and stimulate
children’s motor skills,
communication,
collaboration, and
problem-solving, as well as
the ability to think in terms of
images and symbols”.
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4. Discussion

The present study focused on the value of MoPA in ECEC as embodied in the current
laws and curricula of Nordic countries. Curriculum theory served as a framework, where
the central object was education values, for example, what counts as knowledge, which
knowledge is legitimized through curriculum formulations and the selection of knowledge
for incorporation into a curriculum [27].

4.1. Similarities and Differences in Laws and Curricula

Findings showed that MoPA-related terms were present in Nordic curricula, but
were not a part of the law, except on a few occasions in Denmark, Iceland, and Finland.
Seven MoPA-related terms were identified in the policy documents: body, coordination,
íþrótt/liikunta, motor, movement, PA, and physical education.

Some terms were used similarly by all Nordic countries, while others differed. Three
terms (body, motor, and movement) occurred in all five countries and one term (PA) ap-
peared in four countries (Finland, Iceland, Norway, and Sweden). The dominant term
present in all curricula and the most used term in four out of five countries was move-
ment. íþrótt/liikunta (a Nordic concept related to but not equal to sport) and physi-
cal education were only mentioned by Iceland and Finland, though the Nordic concept
idræt/liikunta/íþrótt/idrett/idrott is common in general everyday language in all Nordic
countries. The term “sport” was not mentioned in any of the laws nor in the curricula.
The name of the school subject in Sweden and Denmark is “Idrott och hälsa” and “Idræt”,
respectively, but was not mentioned in their ECEC policy documents. Coordination was
only mentioned in the Norwegian and Swedish curricula. On the whole, minor parts of the
curricula were devoted to MoPA, and MoPA-related terms represented a remarkably small
part of the curricula relative to the total word counts of the governing documents, especially
the laws. MoPA’s absence in law documents and its sparse occurrence in the curricula of
Nordic countries indicates that MoPA is relatively low valued in these societies [27,28].
To increase the value of MoPA, which is important for health [10] and sustainability [6,7]
from a lifelong perspective, [13,54,55], understanding and attitudes toward MoPA must
be reconsidered.

The seven MoPA-related terms occurred in six different content contexts: development,
environment, expression, health & well-being, learning and play. The same terms occurred
in several contexts and variations within the same national curriculum and between
different national curricula. MoPA-related terms appeared in the learning context in four of
the five curricula but were completely absent from the fifth. The learning aspect of MoPA
was not present in the Swedish curriculum. It is problematic that some knowledge areas
are more valuable for children to learn than other areas. Inherent in most school curricula
is some sort of curriculum hierarchy—that is, an assumption that some school subjects
are more valuable than others [31,56]. Mathematics and language occupy a privileged
position on top of the traditional curriculum hierarchy. They emphasize ‘abstraction from
everyday life’, consist of a supposedly universal ‘language of ideas’ and are perceived
to have clearly defined boundaries with established knowledge [57]. Ideas in society are
reflected in curricula for school. However, the same phenomenon of curriculum hierarchy
seems to be present in ECEC according to the findings of this study. That MoPA-related
terms occurred in different content contexts may reflect the overall importance of MoPA,
which seems to be a vague and low priority.

When MoPA is referred to for its own sake, it can be seen as a goal, while if the
benefits of MoPA was emphasized in the context of other goals, it represents a means to
another end [38]. MoPA was used as both a goal and a means in the documents analyzed.
As a goal, MoPA was described clearly and appeared in detail in most of the identified
context categories in the Danish, Finnish and Norwegian curricula, yet remained vaguely
referenced in the Icelandic and Swedish curricula, where the focus was more general.
In the Icelandic and Swedish curricula, MoPA was emphasized as a means of achieving
other goals relatively frequently yet, references to development and learning MoPA as
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the goal itself were sparse in these curricula, especially in Sweden. If the matter is not
clearly expressed as a goal it will hardly be interpreted and legitimized as important
knowledge and practice [27]. The importance of knowledge in MoPA is often overlooked
and interpreted as a natural part of development that the children undergo without the
need for a specific focus on learning [58]. The conceptualization of MoPA as a natural
part of development seems to dominate in all Nordic countries. However, there were
differences between the five Nordic countries. Knowledge in MoPA was described as a
goal and means in Denmark, Finland, and Norway, while it largely was described as a
means for achieving other goals in Iceland and Sweden, which is an interesting observation
that warrants further exploration in future studies.

Risk-oriented play was mentioned in the Danish and Norwegian curricula. Risky play
assumes that the child is physically active in outdoor play and limitations on children’s
play opportunities may be fundamentally hindering their healthy development [59]. The
promotion of risky play may be a major agent in young children’s development and gaining
physical and cognitive competencies as well as creativity, norms and self-efficacy [60,61].
Thorough safety efforts should be balanced with opportunities for children to develop
physical competence. Safety issues were only mentioned in the Finnish curriculum. It is
challenging for ECEC educators to promote opportunities in which children are allowed
to choose freely and follow their interests in play even when these seem risky. Children
engage in risky play predominantly when outdoors, but risks also present themselves
indoors [62]. Risky play refers to physically active play as well as to FMS and knowledge
in MoPA. The similarities and differences in the formulations of risky play and safety
in the five Nordic curricula may reflect different societal values of children’s ability to
develop physical competencies as well as norms and self-efficacy. There is an ongoing
discussion about safety and whether today’s children are overprotected and never given the
chance to develop the physical skills and self-confidence required to effectively cope with
everyday risks in life. The different outcomes of those discussions can be seen in the five
curricula. Overall, safety efforts must be comprehensive while still allowing opportunities
for children to develop FMS and MoPA that support a lifelong PA perspective [63].

The foundations of FMS are laid in early childhood [8] and should, therefore, be
emphasized in the curriculum for ECEC. The importance of movement is often overlooked
because it is a natural part of human life [58]. Though it is crucial for the child’s general
development [4,64,65], it is differentially emphasized and specified in the policy documents
for ECEC in Nordic countries.

4.2. The Value of MoPA in ECEC

The sparse and diverse occurrence of MoPA-related terms gives the impression that
MoPA is not as important as other matters in ECEC. Based on the low number and variety
of MoPA-related terms used in policy documents relative to the total number of words,
the diversity among the contexts in which the terms appear and the dissimilarity in the
frequency with which MoPA is used as a goal rather than means, one is left to question
whether MoPA is valued for ECEC in Nordic countries. According to Vallberg Roth (2014),
learning the Nordic languages seems to be the most valued content in Nordic ECEC cur-
ricula [40]. Hännikäinen (2016) also concludes that language plays a crucial role in the
learning/content areas specified in Nordic policy documents. Language and communi-
cation are perceived to be of utmost importance, potentially challenging the educators,
while MoPA is infrequently mentioned and even hidden. It may thus appear that MoPA is
given low priority in ECEC since what counts as legitimized knowledge is derived through
policy formulations and the selection of topics in curriculum construction [33]. The sparse
occurrence of terms related to MoPA does not motivate educators to implement MoPA in
daily routines and thus influences practice in a negative way. Content selection processes
are influenced by societal interests and trends. The final, agreed-upon curriculum is often
what remains after a series of political, pedagogical, and ideological compromises [28,34,66]
and is left up to the interpretation of educators in practice. Education is a field where
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struggles often occur between different actors, who are competing to define the field and
ultimately to determine what knowledge is important [27,35]. Curricula should provide a
guarantee that all children have the same and equal opportunity to develop an equivalent
knowledge base, which includes MoPA, regardless of background and condition. Policy
documents aim to guide teachers, politicians, and others to create a high-quality MoPA
education for children in their most rapid physical development period. As the occurrence
of MoPA-related terms is diverse and sparse, whether the curriculum guarantees that
all children have an equal opportunity to develop motor competence and engage in PA
remains debatable. Children who do not participate regularly in structured MoPA in the
context of their homes may not have any access to MoPA in ECEC either if it is not valued
in the curriculum. Children must learn FMS early in life, as these underlie sustainable
physical fitness and a lifetime of rewarding, enriching PA [5]. Education in ECEC is vital
because most children attend ECEC in the Nordic countries, which allows it to play a
compensatory role. The WHO has reported that children of all ages around the globe are
not physically active enough to fulfill the health recommendations [10]. This is a paradox
as children have the right to develop to full potential and health [67].

Health outcomes from early childhood are essential for sustainability [6,7] and is
included in the convention on the rights of the child [67]. While children must be physically
active in the present so they can enjoy meaningful lives through play and engaging in
joyful MoPA during their childhoods, MoPA is also important from a long-term perspective.
Therefore, ECEC should be future-oriented and seen as a high-yield investment [68,69].
During the early childhood years, when most children attend ECEC in the Nordic coun-
tries, it is important to be physically active to a high extent, to develop their movement
potential and to be physically literate [63]. Childhood development including FMS lays
the foundation for a lifetime of mental and physical health as well as future education,
productivity in working life and well-being [4].

Barriers to the implementation of FMS for public health benefits exist [70] and many
children’s FMS are shown to be low [71,72]. Barriers arising from political and institutional
curricular conflicts are drivers of the identified barriers preventing the adoption and
implementation of FMS interventions for children [17]. Children’s developmental status,
as well as the quality of care at home, parenting practices and access to ECEC, are used as
indicators in UNICEF-supported surveys on children’s health around the world [6,7,73].
Theories of child development have served as the foundation for curriculum models.,
which reflect differences in values concerning what is important for young children to
learn, as well as the process by which children are believed to learn and develop. These
variations reveal the matters in focus and inform the role of teachers and how children
should participate in learning [74]. Teaching competence in MoPA is crucial. Preschool-
teacher education in the Nordic countries has been reformed in the past decade. There are
variations among the countries, but all have placed an emphasis on strengthening education
and moving it to a higher academic level [18]. Further investigations are warranted in
future studies regarding MoPA in the Nordic countries, and within the countries’ higher
education institutions.

The study also raises the question of who influences the formulation of policy doc-
uments. Since education is a field as other fields where struggles to define the field
occur [27,35], those who ultimately formulate the documents are given preferential inter-
pretation to what knowledge is deemed important and what should be included and given
priority in the curriculum. Since this study shows differences in the policy documents stud-
ied, it could be of interest to examine who is given access to formulating these documents
in the Nordic countries.

This study has some limitations. First, only binding policy documents were included
in the investigation. In each country, additional manuals are available to guide educational
practices. Second, law texts and curricula in their original native languages were used
as these contain the most accurate representation of the content being analyzed. After
the analysis, the results were translated into English. We considered the documents in
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their original language to be the most faithful and feared that information might be lost by
translating these earlier in the analysis process. Third, the study involved ten researchers
and continuous meetings were held to ensure and assess the research procedure. Despite
these limitations, the present study contributes novel information regarding MoPA in the
Nordic countries’ policy documents.

5. Conclusions

There is variation between Nordic policy documents for ECEC, but also some sim-
ilarities. As the MoPA-related terms occurred infrequently relative to the total number
of words contained in all five curricula and did not occur in the law documents in all
countries, it can be concluded that the development of children’s MoPA is not prioritized
in the policy documents for ECEC. For MoPA education to be equitable and effective,
the matters comprising it must have sufficient intrinsic value in terms of knowledge and
understanding to make them valued, pursued for its own sake and not solely as a means of
achieving other goals. The sparse and diverse occurrence of MoPA-related terms, especially
in the laws, but also in the curricula, actualizes the need to change the formulations to
guarantee regular MoPA for all children in ECEC to ensure they develop to their full
potential. Most children in the Nordic countries attend ECEC, which allows it to play a
compensatory role in promoting MoPA. The WHO has reported that children of all ages
around the globe are not physically active enough to fulfill the health recommendations,
which is a paradox as children have the right to develop to full potential and health. Early
childhood development is currently receiving increasing attention and is included in the
Sustainable Development Goals by WHO and UNICEF. The findings from the present
study support that MoPA, which is undeniably important for children’s development,
health, and well-being, is a low priority value according to the Nordic policy documents
delineating ECEC and the guidance provided therein to educators is inexplicit. Thus, the
value of MoPA could be improved in the Nordic policy documents, which would benefit
from being more specific and detailed so that ECEC staff with professional backgrounds
can readily transform and integrate the content into the children’s daily practices. Future
studies are warranted to investigate how different topics are valued in ECEC in the Nordic
countries as well as to determine to what extent ECEC teacher education informs and
prepares future ECEC teachers for using and teaching MoPA, but also, to what extent
MoPA contributes to daily ECEC in Nordic countries.
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Denmark
Law
Dagtilbudsloven, kap 2 [Day-Care Facilities Act (2/2020): Chapter 2]
https://www.retsinformation.dk/eli/lta/2020/1326 (accessed on 14 October 2020)
Curriculum
Bekendtgørelse om pædagogiske mål og indhold i seks læreplaner [Executive Order on
pedagogical objectives and content in six curriculum themes (968/2018)]
https://www.retsinformation.dk/eli/lta/2018/968 (accessed on 14 October 2020)
Finland
Law
Varhaiskasvatuslaki 540/2018
https://www.finlex.fi/fi/laki/alkup/2018/20180540 (accessed on 25 November 2020)
Curriculum
Varhaiskasvatussuunnitelman perusteet 2018
https:
//www.oph.fi/sites/default/files/documents/varhaiskasvatussuunnitelman_perusteet.pdf
(accessed on 2 November 2020)
Iceland
Law
Lög um leikskóla 90/2008 [Preschool Act 90/2008].
https://www.althingi.is/lagas/nuna/2008090.html (accessed on 23 October 2020)
Curriculum
Aðalnámskrá leikskóla—Almennur hluti 2011 [The IcelandIc national curriculum—Guide
for Preschools].
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/forsidumyndir/
lokadrogleiksk_vefur.pdf (accessed on 23 October 2020)
Norway
Law
Lov om barnehager (Barnehageloven, 2021) [Act relating to kindergarten (The Kindergarten
Act, 2021)].
https://lovdata.no/dokument/NL/lov/2005-06-17-64 (accessed on 16 November 2020)
Curriculum
Rammeplan for barnehagen (Kunnskapsdepartementet, 2017) [Framework Plan for
Kindergartens (Ministry of Education and Research, 2017)].
https://www.udir.no/laring-og-trivsel/rammeplan-forbarnehagen/(accessed on 2
November 2020)
Sweden
Law
Skollag (2010:800). [The Education Act SFS 2010:800]
http://www.riksdagen.se/sv/Dokument-Lagar/Lagar/Svenskforfattningssamling/Skollag-20
10800_sfs-2010-800/?bet=2010:800 (accessed on 1 September 2020)
Curriculum
Läroplan för förskolan: Lpfö -18. [Curriculum for the Preschool, Lpfö 18]
https://www.skolverket.se/undervisning/forskolan/laroplan-for-forskolan/laroplan-lpfo-18
-for-forskolan (accessed on 1 September 2020)

References
1. Gallahue, D.L.; Ozmun, J.C.; Goodway, J. Understanding Motor Development: Infants, Children, Adolescents, Adults; Mcgraw-Hill:

Boston, MA, USA, 2006.
2. Samuelsson, I.P.; Sheridan, S.; Williams, P. Five preschool curricula—Comparative perspective. Int. J. Early Child. 2006, 38, 11–30.

[CrossRef]
3. Payne, V.G.; Isaacs, L.D. Human Motor Development: A Lifespan Approach; Routledge: London, UK, 2017.
4. Shonkoff, J.P.; Richter, L.; van der Gaag, J.; Bhutta, Z.A. An integrated scientific framework for child survival and early childhood

development. Pediatrics 2012, 129, e460–e472. [CrossRef]
5. Myer, G.D.; Faigenbaum, A.D.; Edwards, N.M.; Clark, J.F.; Best, T.M.; Sallis, R.E. Sixty minutes of what? A developing brain

perspective for activating children with an integrative exercise approach. Br. J. Sports Med. 2015, 49, 1510–1516. [CrossRef]
[PubMed]

6. Clark, H.; Coll-Seck, A.M.; Banerjee, A.; Peterson, S.; Dalglish, S.L.; Ameratunga, S.; Balabanova, D.; Bhan, M.K.; Bhutta, Z.A.;
Borrazzo, J.; et al. A future for the world’s children? A WHO–UNICEF–Lancet Commission. Lancet 2020, 395, 605–658. [PubMed]

https://www.retsinformation.dk/eli/lta/2020/1326
https://www.retsinformation.dk/eli/lta/2018/968
https://www.finlex.fi/fi/laki/alkup/2018/20180540
https://www.oph.fi/sites/default/files/documents/varhaiskasvatussuunnitelman_perusteet.pdf
https://www.oph.fi/sites/default/files/documents/varhaiskasvatussuunnitelman_perusteet.pdf
https://www.althingi.is/lagas/nuna/2008090.html
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/forsidumyndir/lokadrogleiksk_vefur.pdf
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/forsidumyndir/lokadrogleiksk_vefur.pdf
https://lovdata.no/dokument/NL/lov/2005-06-17-64
https://www.udir.no/laring-og-trivsel/rammeplan-forbarnehagen/(accessed
http://www.riksdagen.se/sv/Dokument-Lagar/Lagar/Svenskforfattningssamling/Skollag-2010800_sfs-2010-800/?bet=2010:800
http://www.riksdagen.se/sv/Dokument-Lagar/Lagar/Svenskforfattningssamling/Skollag-2010800_sfs-2010-800/?bet=2010:800
https://www.skolverket.se/undervisning/forskolan/laroplan-for-forskolan/laroplan-lpfo-18-for-forskolan
https://www.skolverket.se/undervisning/forskolan/laroplan-for-forskolan/laroplan-lpfo-18-for-forskolan
http://doi.org/10.1007/BF03165975
http://doi.org/10.1542/peds.2011-0366
http://doi.org/10.1136/bjsports-2014-093661
http://www.ncbi.nlm.nih.gov/pubmed/25617423
http://www.ncbi.nlm.nih.gov/pubmed/32085821


Int. J. Environ. Res. Public Health 2021, 18, 13226 18 of 20

7. Richter, L.M.; Daelmans, B.; Lombardi, J.; Heymann, J.; Boo, F.L.; Behrman, J.R.; Lu, C.; Lucas, J.E.; Perez-Escamilla, R.; Dua,
T.; et al. Investing in the foundation of sustainable development: Pathways to scale up for early childhood development. Lancet
2017, 389, 103–118. [CrossRef]

8. Eddy, L.H.; Wood, M.L.; Shire, K.A.; Bingham, D.D.; Bonnick, E.; Creaser, A.; Mon-Williams, M.; Hill, L.J. A systematic review of
randomized and case-controlled trials investigating the effectiveness of school-based motor skill interventions in 3- to 12-year-old
children. Child. Care Health Dev. 2019, 45, 773–790. [CrossRef] [PubMed]

9. Lee, I.M.; Shiroma, E.J.; Lobelo, F.; Puska, P.; Blair, S.N.; Katzmarzyk, P.T.; Lancet Physical Activity Series Working Group. Effect
of physical inactivity on major non-communicable diseases worldwide: An analysis of burden of disease and life expectancy.
Lancet 2012, 380, 219–229. [CrossRef]

10. World Health Organization. Guidelines on Physical Activity, Sedentary Behaviour and Sleep for Children under 5 Years of Age: Web
Annex: Evidence Profiles; World Health Organization: Geneva, Switzerland, 2019.

11. Janz, K.F.; Dawson, J.D.; Mahoney, L.T. Tracking physical fitness and physical activity from childhood to adolescence: The
Muscatine study. Med. Sci. Sports Exerc. 2000, 32, 1250–1257. [CrossRef] [PubMed]

12. Tammelin, R.; Yang, X.; Leskinen, E.; Kankaanpaa, A.; Hirvensalo, M.; Tammelin, T.; Raitakari, O.T. Tracking of physical activity
from early childhood through youth into adulthood. Med. Sci. Sports Exerc. 2014, 46, 955–962.

13. Telama, R. Tracking of physical activity from childhood to adulthood: A review. Obes. Facts 2009, 2, 187–195. [CrossRef]
14. Holfelder, B.; Schott, N. Relationship of fundamental movement skills and physical activity in children and adolescents: A

systematic review. Psychol. Sport Exerc. 2014, 15, 382–391. [CrossRef]
15. Barnett, L.M.; Morgan, P.J.; Van Beurden, E.; Ball, K.; Lubans, D.R. A reverse pathway? Actual and perceived skill proficiency and

physical activity. Med. Sci. Sports Exerc. 2011, 43, 898–904. [CrossRef] [PubMed]
16. Eddy, L.; Hill, L.J.; Mon-Williams, M.; Preston, N.; Daly-Smith, A.; Medd, G.; Bingham, D.D. Fundamental movement skills and

their assessment in primary schools from the perspective of teachers. Meas. Phys. Educ. Exerc. Sci. 2021, 25, 236–249. [CrossRef]
17. Ma, J.; Hogan, M.J.; Eyre, E.L.; Lander, N.; Barnett, L.M.; Duncan, M.J. Using Collective Intelligence to identify barriers to

implementing and sustaining effective Fundamental Movement Skill interventions: A rationale and application example. J. Sports
Sci. 2020, 39, 691–698. [CrossRef] [PubMed]

18. Broström, S.; Einarsdottir, J.; Samuelsson, I.P. The Nordic perspective on early childhood education and care. In International
Handbook of Early Childhood Education; Springer: Berlin/Heidelberg, Germany, 2018; pp. 867–888.

19. Hännikäinen, M. Younger children in ECEC: Focus on the national steering documents in the Nordic countries. Early Child. Dev.
Care 2016, 186, 1001–1016. [CrossRef]

20. OECD. Starting Strong III: A Quality Toolbox for Early Childhood Education and Care; OECD: Paris, France, 2012; ISBN 9789264123564.
21. Chapple, S.; Richardson, D. Doing Better for Children; OECD: Paris, France, 2009; Volume 168.
22. Karila, K. A Nordic perspective on early childhood education and care policy. Eur. J. Educ. 2012, 47, 584–595. [CrossRef]
23. Pramling Samuelsson, I.; Sheridan, S. A turning-point or a backward slide: The challenge facing the Swedish preschool today.

Early Years 2010, 30, 219–227. [CrossRef]
24. Østrem, S.; Bjar, H.; Føsker, L.I.R.; Hogsnes, H.D.; Jansen, T.T.; Nordtømme, S.; Tholin, K.R. Alle Teller Mer: En Evaluering av

Hvordan Rammeplan for Barnehagens Innhold og Oppgaver Blir Innført, Brukt og Erfart. (The Evaluation of How the Curriculum for ECEC
Content and Tasks Are Introduced, Used and Experinced); HIVE-rapport 1/2009; Högskolen I Vestfold: Tonsberg, Norway, 2009.

25. Godhe, A.-L. Digital literacies or digital competence: Conceptualizations in Nordic curricula. Media Commun. 2019, 7, 25–35.
[CrossRef]

26. Engel, A.; Barnett, W.S.; Anders, Y.; Taguma, M. Early Childhood Education and Care Policy Review; OECD: Paris, France, 2015.
27. Bernstein, B. Pedagogy, Symbolic Control and Identity; Rowman & Littlefield Publishers: Lanham, MD, USA, 2000.
28. Lundgren, U.P. Political governing and curriculum change–from active to reactive curriculum reforms: The need for a reorientation

of curriculum theory. In International Conversations on Curriculum Studies; Brill Sense: Leiden, The Newtherland, 2009; pp. 109–122.
29. Lundgren, U. Didaktikens namn. In Forskning om Utbildning: En Antologi; Selander, S., Ed.; B. Östlings Bokförlag Symposion:

Stockholm, Sweden, 1992; pp. 68–83.
30. Hansén, S.-E.; Sjöberg, J. Att förstå och använda läroplanen. In Allmändidaktik-Vetenskap för Lärare; Hansén, S.-E., Forsman, L., Eds.;

Studentlitteratur: Lund, Sweden, 2017; pp. 269–289.
31. Young, M. Overcoming the crisis in curriculum theory: A knowledge-based approach. J. Curric. Stud. 2013, 45, 101–118.

[CrossRef]
32. Lundgren, U.P. Curriculum Theory Revisted: The Swedish Case. In Curriculum Theory Revisited: Curriculum as Content, Pedagogy

and Evaluation; Forsberg, E., Ed.; Uppsala University: Uppsala, Sweden, 2007; pp. 21–30.
33. Wahlström, N. Läroplansteori och Didaktik; Gleerups Utbildning AB: Malmö, Sweden, 2015.
34. Deng, Z. Pedagogical content knowledge reconceived: Bringing curriculum thinking into the conversation on teachers’ content

knowledge. Teach. Teach. Educ. 2018, 72, 155–164. [CrossRef]
35. Evans, J.; Davies, B. The poverty of theory: Class configurations in the discourse of Physical Education and Health (PEH) This

paper was presented as the 2005 Scholar paper for the British Educational Research Association Physical Education and Sport
Pedagogy Special Interest Group. Phys. Educ. Sport Pedagog. 2008, 13, 199–213.

36. Linné, A. Curriculum theory and didactics–towards a theoretical rethinking. Nord. J. Stud. Educ. Policy 2015, 2015, 27002.
[CrossRef]

http://doi.org/10.1016/S0140-6736(16)31698-1
http://doi.org/10.1111/cch.12712
http://www.ncbi.nlm.nih.gov/pubmed/31329292
http://doi.org/10.1016/S0140-6736(12)61031-9
http://doi.org/10.1097/00005768-200007000-00011
http://www.ncbi.nlm.nih.gov/pubmed/10912890
http://doi.org/10.1159/000222244
http://doi.org/10.1016/j.psychsport.2014.03.005
http://doi.org/10.1249/MSS.0b013e3181fdfadd
http://www.ncbi.nlm.nih.gov/pubmed/20962694
http://doi.org/10.1080/1091367X.2021.1874955
http://doi.org/10.1080/02640414.2020.1841395
http://www.ncbi.nlm.nih.gov/pubmed/33121348
http://doi.org/10.1080/03004430.2015.1071806
http://doi.org/10.1111/ejed.12007
http://doi.org/10.1080/09575146.2010.513328
http://doi.org/10.17645/mac.v7i2.1888
http://doi.org/10.1080/00220272.2013.764505
http://doi.org/10.1016/j.tate.2017.11.021
http://doi.org/10.3402/nstep.v1.27002


Int. J. Environ. Res. Public Health 2021, 18, 13226 19 of 20

37. Sallis, J.F.; Owen, N. Ecological models. Health Behav. Health Educ. Theory Res. Pract. 1997, 2, 403–424.
38. McNamee, M. The nature and values of physical education. In The Routledge Reader in Physical Education; Bailey, R., Kirk, D., Eds.;

Routledge: London, UK, 2005; pp. 9–28.
39. Vallberg Roth, A.-C. Nordisk Komparativ Analys av Riktlinjer för Kvalitet och Innehåll i Förskolorna; Nordiska Ministerrådet: Copen-

hagen, Denmark, 2013.
40. Vallberg Roth, A.-C. Nordic comparative analysis of guidelines for quality and content in early childhood education. Nord.

Barnehage Forsk. 2014, 8, 1–35. [CrossRef]
41. Einarsdottir, J.; Purola, A.M.; Johansson, E.M.; Broström, S.; Emilson, A. Democracy, caring and competence: Values perspectives

in ECEC curricula in the Nordic countries. Int. J. Early Years Educ. 2015, 23, 97–114. [CrossRef]
42. Hu, A.; Ødegaard, E.E. Play and/or learning: Comparative analysis of dominant concepts in national curriculum guidelines

for early childhood education in Norway, Finland, China, and Hong Kong. In Annual Review of Comparative and International
Education 2018; Emerald Publishing Limited: Bingley, UK, 2019.

43. Ärlemalm-Hagsér, E.; Davis, J. Examining the rhetoric: A comparison of how sustainability and young children’s participation
and agency are framed in Australian and Swedish early childhood education curricula. Contemp. Issues Early Child. 2014, 15,
231–244. [CrossRef]

44. Weldemariam, K.; Boyd, D.; Hirst, N.; Sageidet, B.M.; Browder, J.K.; Grogan, L.; Hughes, F. A critical analysis of concepts
associated with sustainability in early childhood curriculum frameworks across five national contexts. Int. J. Early Child. 2017, 49,
333–351. [CrossRef]

45. Kim, S. A Comparative Study of Early Childhood Curriculum Documents Focused on Education for Sustainability in South
Korea and Australia. Ph.D. Thesis, Queensland University of Technology, Brisbane City, QLD, Australia, 2016.

46. Li, M.; Zhang, Y.; Yuan, L.; Birkeland, Å. A critical analysis of education for sustainability in early childhood curriculum
documents in China and Norway. ECNU Rev. Educ. 2019, 2, 441–457. [CrossRef]

47. Howells, K.; Sääkslahti, A. Physical activity recommendations for early childhood: An international analysis of then different
countries current national policies and practices for those under the age of 5. In Physical Education in Early Childhood Education
and Care Researches—Best Practices—Situation, 1st ed.; Antala, B., Demirhan, G., Carraro, A., Oktar, C., Oz, H., Kaplánová, A.,
Eds.; Slovak Scientific Society for Physical Education and Sport and Fédération Internationale D’Éducation Physique: Bratislava,
Slovakia, 2019; pp. 321–336.

48. Loprinzi, P.D.; Davis, R.E.; Fu, Y.C. Early motor skill competence as a mediator of child and adult physical activity. Prev. Med.
Rep. 2015, 2, 833–838. [CrossRef]

49. Carson, V.; Hunter, S.; Kuzik, N.; Wiebe, S.A.; Spence, J.C.; Friedman, A.; Tremblay, M.S.; Slater, L.; Hinkley, T. Systematic review
of physical activity and cognitive development in early childhood. J. Sci. Med. Sport 2016, 19, 573–578. [CrossRef]

50. Silverman, D. Interpreting Qualitative Data; Sage Publications Limited: Beijing, China, 2019.
51. Graneheim, U.H.; Lundman, B. Qualitative content analysis in nursing research: Concepts, procedures and measures to achieve

trustworthiness. Nurse Educ. Today 2004, 24, 105–112. [CrossRef] [PubMed]
52. Weber, R.P. Basic Content Analysis; Sage: Beijing, China, 1990.
53. Haney, W.; Russell, M.; Gulek, C.; Fierros, E. Drawing on Education: Using Student Drawings to Promote Middle School

Improvement. Sch. Middle 1998, 7, 38–43.
54. Malina, R.M. Physical activity and fitness: Pathways from childhood to adulthood. Am. J. Hum. Biol. Off. J. Hum. Biol. Assoc.

2001, 13, 162–172. [CrossRef]
55. Van Mechelen, W.I.L.L.E.M.; Twisk, J.W.; Post, G.B.; Snel, J.A.N.; Kemper, H.C. Physical activity of young people: The Amsterdam

Longitudinal Growth and Health Study. Med. Sci. Sports Exerc. 2000, 32, 1610–1616. [CrossRef]
56. Bleazby, J. Why some school subjects have a higher status than others: The epistemology of the traditional curriculum hierarchy.

Oxf. Rev. Educ. 2015, 41, 671–689. [CrossRef]
57. Teese, R.; Polesel, J. Undemocratic Schooling: Equity and Quality in Mass Secondary Education in Australia; Melbourne Univ. Publishing:

Melbourne, VIC, Australia, 2003.
58. Gagen, L.M.; Getchell, N. Viewing Children’s Movement Through an Ecological Lens: Using the Interaction of Constraints to

Design Positive Movement Experiences. In Physical Activity and Health Promotion in the Early Years; Springer: Berlin/Heidelberg,
Germany, 2018; pp. 57–74.

59. Eager, D.; Little, H. Risk deficit disorder. In Proceedings of the IPWEA International Public Works Conference, Canberra,
Australia, 21–24 August 2011.

60. Fromberg, D.; Bergen, D. Introduction in, DP Fromberg and D. Play from Birth to Twelve: Contexts, Perspectives and Meanings;
Routledge: New York, NY, USA, 2006.

61. Brussoni, M.; Olsen, L.L.; Pike, I.; Sleet, D.A. Risky play and children’s safety: Balancing priorities for optimal child development.
Int. J. Environ. Res. Public Health 2012, 9, 3134–3148. [CrossRef]

62. Sandseter, E.B.H.; Kleppe, R.; Sando, O.J. The prevalence of risky play in young children’s indoor and outdoor free play. Early
Child. Educ. J. 2021, 49, 303–312. [CrossRef]

63. Whitehead, M. Physical Literacy: Throughout the Lifecourse; Routledge: London, UK, 2010.
64. Diamond, A. Close interrelation of motor development and cognitive development and of the cerebellum and prefrontal cortex.

Child. Dev. 2000, 71, 44–56. [CrossRef] [PubMed]

http://doi.org/10.7577/nbf.693
http://doi.org/10.1080/09669760.2014.970521
http://doi.org/10.2304/ciec.2014.15.3.231
http://doi.org/10.1007/s13158-017-0202-8
http://doi.org/10.1177/2096531119893483
http://doi.org/10.1016/j.pmedr.2015.09.015
http://doi.org/10.1016/j.jsams.2015.07.011
http://doi.org/10.1016/j.nedt.2003.10.001
http://www.ncbi.nlm.nih.gov/pubmed/14769454
http://doi.org/10.1002/1520-6300(200102/03)13:2&lt;162::AID-AJHB1025&gt;3.0.CO;2-T
http://doi.org/10.1097/00005768-200009000-00014
http://doi.org/10.1080/03054985.2015.1090966
http://doi.org/10.3390/ijerph9093134
http://doi.org/10.1007/s10643-020-01074-0
http://doi.org/10.1111/1467-8624.00117
http://www.ncbi.nlm.nih.gov/pubmed/10836557


Int. J. Environ. Res. Public Health 2021, 18, 13226 20 of 20

65. Goodway, J.D.; Ozmun, J.C.; Gallahue, D.L. Motor development in young children. In Handbook of Research on the Education of
Young Children; Routledge: London, UK, 2013; pp. 103–115.

66. Deng, Z.; Luke, A. Subject matter: Defining and theorizing school subjects. In The SAGE Handbook of Curriculum and Instruction;
SAGE: Newcastle upon Tyne, UK, 2008; pp. 66–87.

67. United Nations. Convention on the Rights of the Child: General Comment No. 7. Implementing Child. Rights in Early Childhood; United
Nations Geneva: Geneva, Switzerlands, 2005.

68. Haug, P. From indifference to invasion: The relationship from a Norwegian perspective. In Early Childhood and Compulsory
Education; Routledge: London, UK, 2012; pp. 120–137.

69. Kjørholt, A.; Qvortrup, J. The Modern Child. and the Flexible Labour Market.: Early Childhood Education and Care; Springer:
Berlin/Heidelberg, Germany, 2011.

70. Koorts, H.; Naylor, P.J.; Laws, R.; Love, P.; Maple, J.L.; van Nassau, F. What hinders and helps academics to conduct Dissemination
and Implementation (D&I) research in the field of nutrition and physical activity? An international perspective. Int. J. Behav. Nutr.
Phys. Act. 2020, 17, 7.

71. Barnett, L.M.; Lai, S.K.; Veldman, S.L.; Hardy, L.L.; Cliff, D.P.; Morgan, P.J.; Zask, A.; Lubans, D.R.; Shultz, S.P.; Ridgers, N.D.; et al.
Correlates of gross motor competence in children and adolescents: A systematic review and meta-analysis. Sports Med. 2016, 46,
1663–1688. [CrossRef] [PubMed]

72. Robinson, L.E.; Stodden, D.F.; Barnett, L.M.; Lopes, V.P.; Logan, S.W.; Rodrigues, L.P.; D’Hondt, E. Motor competence and its
effect on positive developmental trajectories of health. Sports Med. 2015, 45, 1273–1284. [CrossRef] [PubMed]

73. Richter, L.M.; Cappa, C.; Issa, G.; Lu, C.; Petrowski, N.; Naicker, S.N. Data for action on early childhood development. Lancet
2020, 396, 1784–1786. [CrossRef]

74. Goffin, S.G. The Role of Curriculum Models in Early Childhood Education; ERIC Clearinghouse on Elementary and Early Childhood
Education, University of Illinois: Champaign, IL, USA, 2000.

http://doi.org/10.1007/s40279-016-0495-z
http://www.ncbi.nlm.nih.gov/pubmed/26894274
http://doi.org/10.1007/s40279-015-0351-6
http://www.ncbi.nlm.nih.gov/pubmed/26201678
http://doi.org/10.1016/S0140-6736(20)32482-X

	Introduction 
	Materials and Methods 
	Results 
	MoPA-Related Terms in ECEC Law and Curricula 
	Content Related to MoPA in ECEC Curriculum 
	MoPA as a Goal or Means in ECEC Curriculum 

	Discussion 
	Similarities and Differences in Laws and Curricula 
	The Value of MoPA in ECEC 

	Conclusions 
	
	References

