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Abstract
The main theoretical and pedagogical foundations of Meaningful Physical Education (Meaningful PE) are outlined in this chapter. We begin by articulating the main rationale for prioritizing meaningful experiences in physical education. This provides a platform for identifying potential and desired outcomes of Meaningful PE for participants. We provide distinct characteristics of Meaningful PE and share appropriate teaching and learning principles and strategies. This chapter provides a conceptual and pedagogical foundation upon which to base the practical discussions and decision-making processes highlighted in the chapters that follow.

Introduction
We believe in the inherent value of movement in our lives and those of the students we teach. When meaningfulness is prioritized, students’ experiences in physical education have the potential to enrich the quality of their lives (Kretchmar, 2008). Prioritizing the facilitation of meaningful experiences has the potential to shift the focus of current physical education programs to better meet the needs of contemporary learners (Quennerstedt, 2019).

Ideas about prioritizing meaningful physical education are not especially new; they are present in the physical education and sport pedagogy literature throughout the past 50 years, with scholars arguing for the inherent value potential of movement as a site of meaning-making to enhance human existence (Arnold, 1979; Chen, 1998; Ennis, 2017; Jewett & Bain, 1985; Kretchmar, 2007; Metheny, 1968; O’Connor, 2019). These arguments are also complimented by recent developments in the field of positive psychology where it is recognized that meaning and meaningfulness are valued concepts to clarify questions of human well-being and flourishing (Leontiev, 2013). By prioritizing meaningfulness in physical education, teachers would work with children and youth to identify features of an experience that are meaningful to them, such as those that are enjoyable, challenging, involve important opportunities for learning across several domains, and are personally relevant; the types of intrinsically motivating experiences that are likely to lead to a commitment to active participation (Teixeira et al., 2012). Through collaboration with their teachers, children and youth may develop a deeper awareness of what they find meaningful and may be more likely to seek out these types of experiences in other contexts beyond physical education. There is, however, limited guidance for teachers in how they might promote meaningful experiences in physical education. 

As part of the Routledge Focus on Sport Pedagogy series, we aim to provide clear descriptions of how several practitioners (teachers and teacher educators) have used the idea of meaningful experiences as the main filter for their pedagogical decisions and actions. Bringing together these descriptions has allowed us to develop a prototypical outline of the Meaningful PE approach, which we articulate in this chapter. The Meaningful PE approach offers guidance to support how practitioners can identify and enhance the quality of physical education experiences for learners. Fundamentally, we argue that greater attention to the meaningfulness of experience can promote richer and more impactful learning for young people in physical education to influence the quality of their ongoing engagement with movement and physical activity participation. 

What do we mean by meaningful?
Kretchmar (2007) defines meaning ‘in a broad, common sense way. It includes all emotions, perceptions, hopes, dreams, and other cognitions – in short, the full range of human experience’ (p. 382). All experiences therefore have meaning in that the individual interprets and makes sense of the experience through attaching a value, symbol or emotion to it. However, often the noun meaning has been conflated with the adjective meaningful. Meaningfulness is an individual and subjective construct that entails a value judgment(s) or interpretation of the meaning of circumstances (Baumeister et al., 2013). 

Metheny (1968) suggests an experience becomes meaningful when ‘we seize upon it, take it into ourselves, and become involved with it’ (p. 5). Meaningfulness is therefore an interpretation of the significance something holds for an individual and involves the participant becoming aware and making sense of an experience in relation to past, present, and future experiences through a process of synthesis and reconciliation (Jarvis, 1987). Many psychologists now generally accept that meaningfulness involves a tripartite structure: a) purpose: a motivational component, related to goals, aims and direction, b) feelings of significance: an emotional component involving evaluation of life’s inherent value and worth, and, c) coherence: a cognitive component related to understanding of one’s life making sense and being comprehensible (Martela & Steger, 2016). Based on these proposals, it follows that meaningfulness in physical education involves considering the purposes and goals of movement, judgements related to the emotional value of the experience, and a sense of coherence where physical education can be connected to other life experiences (Chen, 1998). Based on this definition, the primary theme of Meaningful PE is to support students in coming to value physical education through experiencing meaningfulness (i.e., interpreting an experience as having personal significance) and recognizing ways participation enhances the quality of their lives. 

Why Meaningful PE?
A consideration of why to use Meaningful PE begins with questioning one’s overarching vision or philosophy for teaching. For us (and the other contributing authors), prioritizing meaningful experiences is crucial if we want children to experience some of the things in and about movement culture that have been and are so central to the quality of our own lives. It has become part of our individual and collective vision for physical education (Ní Chróinín et al., 2019). We want children to walk through the doors of a gym or dance studio or enter onto a field, hiking trail, bike path or body of water and be filled with a sense of excitement, joy, and adventure rather than dread, boredom, or fear. Beyond our personal beliefs and perspectives, however, there are some other broader reasons that support our position. 

In many contexts there is a current emphasis on what we and some others see as a narrow set of utilitarian, health-based outcomes for young people where disease prevention through personal fitness is privileged over seeking the joy of movement. Along with others (Ennis, 2017; Kretchmar, 2008; Lambert, 2020; O’Connor, 2019; Thorburn, 2018), we resist this view, arguing that physical education is better positioned as an opportunity for students to engage in active participation in ways that make experiences more meaningful and enrich their lives. As Kretchmar (2006) suggests: ‘one of the greatest things about physical activity and play is that they make our lives go better, not just longer. It is the quality of life, the joy of being alive’ (p. 6). In this way, meaningful physical education places the quality and personal significance of students’ experiences at the forefront of a teacher’s pedagogical decision-making (Kretchmar, 2008). 

Prioritizing meaningful experiences also links to some of the major purposes of physical education, represented in policy documents and also in the beliefs and values of key stakeholders (such as teachers, students, parents, and administrators). Major analyses identify a range of benefits for young people that are linked to participation in physical education. For example, Engström (2008) identified several ways physical education supports learners’ participation in active lifestyles well into adulthood. This may be reflected in learners achieving increased motor competence or learning to value and participate in a physically active lifestyle that reflects social and cultural awareness of individuals, communities, and the environment (McEvoy et al. 2017). We take a slightly broader view of the overall purposes of physical education, aligning ourselves with the purpose of democratic transformation (Ennis, 2017), where ‘different ways of being in the world as some-body are both possible and encouraged’ (Quennerstedt, 2019, p. 611). In this way, education is viewed as a continual transforming of experience, with an aim of cultivating experiences that lead to the growth of further experience (Dewey, 1938). Although we aim to emphasize the positive qualities and values of a meaningful experience (those that encourage further exploration and participation), at times, a meaningful experience might also have a negative value (e.g., unpleasant interpersonal interactions or finding a challenge ‘beyond reach’). Dewey (1938) distinguishes these experiences by describing them as educative and miseducative, with educative experiences being those whereby the individual seeks continuity of the experience rather than avoidance. Educative experiences that prompt reflection tend to produce powerful learning (Rodgers, 2002). From this perspective, having learners seek and become aware of the personal meaning of movement through reflection becomes part of the core purpose of physical education, where it is understood as a ‘suitable learning context for initiation into a range of worthwhile social and cultural practices’ (Thorburn, 2018, p. 26).

What is Meaningful PE based on and what does it consist of?
In finding an experience meaningful, attention is drawn to its quality, which influences the likelihood of individuals seeking the experience again or avoiding it. According to Dewey (1938, p. 44) individuals attach value to the experience ‘because of a transaction taking place’ between an individual and aspects of the environment, which in physical education could be: peers; the teacher; the gymnasium, swimming pool, dance studio or playing field; objects such as balls, nets, or apparatus, or; the tasks that represent subject matter (Quennerstedt et al., 2011). Personal meaning transactions and interpretations are therefore not constructed solely within but in relation to culture (Bruner, 1990), where individuals make connections to ‘something that reaches beyond the actual experience, linking it to something else’ (Leontiev, 2013, p. 462). Thus, attending closely to the meaningfulness of experiences necessitates consideration of the ways in which meaningfulness involves a complex mix of individual cognitive and affective elements as well as relational, social, and cultural dimensions. By aligning Meaningful PE with a transformative purpose and recognizing the social nature of learning, social constructivism serves as an appropriate theoretical basis upon which to ground its teaching and learning principles. Social constructivist perspectives ‘focus on the interdependence of social and individual processes in the co-construction of knowledge’ (Palincsar, 1998, p. 345). 

Pedagogically, our approach is built from a major review of literature we conducted on studies focused on meaningful experiences in physical education and youth sport since 1987. We drew from Kretchmar’s (2006) assertion that meaningful experiences in physical education tend to consist of several features: social interaction, challenge, fun, motor competence, and delight. In that review of 50 peer-reviewed empirical research studies, we found support for the first four of those features, while adding another: personally relevant learning (Beni et al., 2017). Although we did not find empirical support for delight, we believe it is worthy to acknowledge because it supports a perspective that physical education can promote ‘temporary and special affective states that are memorable in their own right but are also motivators for additional delights at higher levels of skill, knowledge and understanding’ (Kretchmar, 2005, p. 205).

Social interaction: Teachers should carefully consider how opportunities for social interaction are organized and structured based on students’ needs and desires. Social interaction can occur in positive ways, supporting ongoing participation (Light, 2010), learning (Lyngstad et al., 2020), and a sense of accomplishment, particularly when working in teams (Domville et al., 2019; Koekoek & Knoppers, 2015; Ní Chróinín, Fletcher & Griffin, 2018). This requires consideration of all relationships in the learning environment (e.g., student-student, student-teacher) and therefore, teachers should aim to foster a strongly developed sense of community in the classroom (Azzarito & Ennis, 2003). 

Challenge: Kretchmar (2006) identifies ‘just-right’ or optimal challenges as essential in tempting children to enter and invest in developing their personal playgrounds. Optimal challenges possess the lure of success, which can be achieved with sufficient support, time, effort, persistence, and patience (Mandigo & Holt, 2006). Dyson (1995) showed that when students were provided with opportunities to choose their level of challenge, they found physical education more meaningful. Challenge can also serve as motivation to continued participation. Students in a study by Gillison et al. (2012) felt motivated by appropriate levels of challenge because they were provided with: a sense of achievement, explicit outcomes which served as reasons to try an activity, the option to set one’s own goals and self-improvement in skills or fitness. Inappropriate levels of challenge can have harmful effects on participation: when the level of challenge is too easy or too hard, it can induce boredom, which leads to apathy (i.e., ‘meaninglessness’) toward physical education (Dismore & Bailey, 2011). Careful consideration should be given to the presentation of competition, as some children thrive in interpersonal competition while others do not. A balanced approach to competition might involve avoiding activities that emphasize winning more than learning, the use of alternative scoring systems that reward aspects of participation beyond winning (e.g., spirit points to reward positive social behaviours), and encouraging a focus on achieving personal bests. This can be done by having students set personal process-oriented goals across domains during competitive activities, such as encouraging teammates, limiting erroneous decisions in game play, or focusing on efficient or consistent skill execution.

Fun: Fun has been identified by students in primary/elementary (Dyson, 1995) and high school (Dismore & Bailey, 2011) as contributing to the meaningfulness they experience in physical education; however, the reasons for physical education being fun differ across the age/grade levels: primary students often identify playing games, running around (or similar) and being with friends as sources of fun, while secondary students sometimes interpret fun in relation to challenge and learning (Dismore & Bailey, 2011). There is debate about the place of fun in physical education (e.g., Quennerstedt, 2013), however, many children identify fun as the main reason they continue to participate; its absence can be a deal breaker when children evaluate their experiences (Ladwig et al. 2018). While fun alone is too low an aim, it can result in new or existing relationships, motivation, increased effort, and learning (Hopple, 2018; Kretchmar, 2006). We position fun as a vehicle for learning and engagement, a necessary but often insufficient condition for experiences to be ascribed as meaningful. Fun should be considered in the context of learning, where the absence of learning is as problematic for teachers as the absence of fun is for students. 

Motor competence: Physical education is more positive when students perceive they are competent in performing skills associated with tasks, while lack of competence can inhibit enjoyment and social interaction and detract from meaningfulness. Secondary students often put more effort into physical education when their perceived competence is high (Gray et al. 2008). While motor competence is a central feature of meaningful physical education, we caution against an overemphasis on skill performance over other types of learning. Beni et al. (2019) showed that children valued motor competence but also recognized the contributions that social and cognitive competence made to a meaningful physical education experience. Moreover, overemphasizing skill performance above all else can also exclude or isolate some students (Fitzgerald, 2005).

Personally relevant learning: Helping children make connections between physical education and other pursuits outside of school is important in promoting children’s ongoing commitment to an active lifestyle; however, many children lack an understanding of how physical education relates to out-of-school activities (Parker et al. 2018). Children need to understand what they are learning, why this learning can be important, and how this learning can be applied to their lives. Teachers should therefore actively make connections and explain reasons why things are being learned, but also offer content that is accessible and culturally/contextually relevant to students (Braga et al. 2015). 

Delight: According to Kretchmar (2005, p. 202), delight ‘first and foremost, is a memorable experience. Its subjective qualities are such that it stands out from the ordinary’. Elsewhere, Kretchmar (2006) distinguishes delight from other concepts, stating: ‘Delight is different from fun, just as “love” is different from “like”, and “excellence” is not the same thing as “competence”’ (p. 7). Delight is more enduring than fun and grounded in ‘powerful intrinsic satisfactions’ (Kretchmar, 2008, p. 162). Delight attaches itself to genuine achievements and is a ‘condition of rest, of fulfilment… to experience delight, one must achieve a close tie with something that is desirable but often lies at a distance or is typically out of reach’ (Kretchmar, 2005, p. 205). Young people did not identify delight as contributing to a meaningful physical education experience (Beni et al., 2017), perhaps because it is such an elusive concept and is therefore challenging to articulate. Moreover, delight is not easily planned for, and as such, a teacher might aim to provide meaningful experiences in physical education such that students may experience delight in their own time through engagement with their own personal playgrounds. 

While children in many of the articles reviewed often referred to one or more of these features as major contributors to how they experienced meaningful experiences in physical education (e.g., ‘I found it meaningful because I was challenged), the features usually worked together and were therefore more integrated than isolated (e.g., ‘Today was fun because I got to be in a group with my friends and we spoke about playing the same game at the park this weekend’). Modifications to a task based on one of the features can therefore have an impact on the others (e.g., adjusting the level of challenge can have effects on fun and students’ engagement with motor competence). It would not be expected that all features necessarily be present in all lessons or that each feature be given equal weight (see Chapter 5). Rather, decisions will need to be made based on the outcomes selected for student learning in conjunction with their needs and interests within each unique context and the teacher’s own beliefs. 

Elsewhere we have shown how the features can be used to guide teachers’ and teacher educators’ decisions as they occur lesson-to-lesson (guiding overall lesson and unit planning) and in the moment (Fletcher et al., 2019). We are open to the possibility that in a given context some of these principles and features may be unsuitable or inappropriate for a variety of reasons. It is therefore important that teachers draw on their own expertise and judgement to make decisions. We are also very mindful that these features likely do not paint a complete picture of what might contribute to learners finding a physical education experience meaningful. For instance, we think that creativity and self-expression are but some of the other things that could contribute to how some students experience meaningfulness, and suggest to teachers that the features identified by Beni et al. (2017) are not used in a reductive sense but as a useful basis upon which to begin conversing with students about what they find meaningful in physical education.

How do I teach using Meaningful PE?
In response to some early experimentation with ideas about Meaningful PE, we and others have relied largely on using the features of meaningful physical education (both those described above and those identified by students independently) to facilitate a shared language in the physical education class. These ideas have been helpful to address some gaps in the knowledge of how to prioritize meaningfulness and think about what Meaningful PE is, and how we might support children to enter into and become immersed in movement cultures (Kretchmar, 2000). At the same time, we feel there is more to it than asking students whether they had fun, were challenged, and so on. That is, there are both broad and specific principles and strategies that work well in supporting students in, for example, interacting positively with others, experiencing optimal levels of challenge, developing motor competence, having fun, and seeing the personal relevance in what they are learning in physical education. Alongside these features, analysis of the nature of meaningfulness outlined above provides direction on what pedagogies of meaningfulness entail. In particular, the retrospective and personal characteristics of meaningfulness point to the value of reflective and democratic pedagogies as central to Meaningful PE. In the following sections we identify key strategies that facilitate meaningfulness in ways that reflect the spirit of Meaningful PE as both democratic and reflective. 

We offer Meaningful PE as a provisional and flexible set of ideas that can help teachers and students make decisions about how to facilitate meaningful experiences in physical education. Meaningful PE can be applied across all physical education content (e.g. dance, gymnastics, aquatics, games) and linked to the particular outcomes and expectations of official curriculum and policy documents across various contexts. While we see Meaningful PE as having characteristics that make it distinct from other approaches (that is, the prioritization of facilitating meaningful experiences for students), we also aim to position it in such a way that it may bring together seemingly disparate or competing ideas and models in physical education, thus reducing fragmentation and improving coherence in the field (O’Connor & Jess, 2020). It is therefore not offered ‘in competition’ with other models and approaches to teaching physical education. Rather, we see Meaningful PE as an overarching framework, informing how models and approaches are selected and implemented. 

Meaningful PE is democratic
Democratic principles (Thorburn, 2018) lie at the heart of the Meaningful PE approach. Meaningful experiences require personal investment, ownership of learning, and personal relevance in ways that demand a democratic approach. In this way, Meaningful PE is, at its core, inclusive and promotes ‘genuinely pluralistic physical education practices’ and outcomes (Quennerstedt, 2019, p. 611) by supporting a variety of learning needs and interests. This involves teachers and students working together to set goals and agree on activities within a flexible curriculum ‘as close to the learners as possible’ (Ennis, 2017). In this way, the teacher and students are positioned as learning collaborators, as students want increased opportunities for autonomy and agency so that they are able to make choices about their experiences and to use their voices to contribute to the planning and delivery of physical education (Enright & O’Sullivan, 2010). Autonomy-supportive strategies promote intrinsic forms of motivation, which have been shown to facilitate longer commitment to active participation across the lifespan (Teixeira et al., 2012). 

Teachers should aim to be student-centred in much of their decision-making, providing students with more control of their experience to engage with tasks that have personal relevance and carry out activities they find meaningful in their own right. For example, teachers can involve students in planning decisions by actively seeking input on unit design and being responsive to students’ perspectives. The involvement of children in genuine dialogue within democratic processes can help them learn to mediate personal and cultural elements, to negotiate with each other and with teachers to compromise in making and enacting collective decisions (Dyson, 1995). This is not to imply ‘anything goes’ or that children’s preferences can always be accommodated, but rather, through discussion and negotiation students can be supported in engaging with and finding some value in physical activity experiences that may not be appealing initially or be given alternatives to draw them into an experience. Students might collaborate with teachers to make decisions about the type, nature, and duration of tasks (Enright & O’Sullivan, 2010). They might also make decisions about how they participate in tasks, such as selecting roles to take on in a Sport Education unit based on their personal interest. A degree of developmental appropriateness should be considered when making decisions about how much choice to give students and how to involve them in decision-making; it is recommended that both be gradually introduced to ensure children are not overwhelmed, as this opportunity and responsibility may be unfamiliar to them (Beni et al., 2019). It is expected that the level of co-construction would increase developmentally with age.

This also requires the teacher to be intentional about how they promote both student-student and student-teacher relationships. Teaching qualities that promote positive interaction include counselling, listening, questioning, honesty, playfulness, a sense of humour and self-reflection. General strategies to help students feel they matter are using students’ names when giving encouragement, smiling and making eye contact, showing interest in and respect for each student, and sharing attention evenly around the class. Models such as Sport Education, Teaching for Personal and Social Responsibility, or Cooperative Learning offer opportunities and learning experiences that support positive social interaction. 

In addition to offering opportunities to make choices and be involved in decision-making, other characteristics of autonomy-supportive classrooms include listening to children and providing time for independent work, acknowledging others’ perspectives and feelings, and praising improvement and effort (Mandigo & Holt, 2006). Strategies that support students in making autonomous decisions about their engagement include: selecting specific tasks based on personal level of interest or challenge; contributing to group composition decisions (Koekoek & Knoppers, 2015); modifying tasks to tailor the level of challenge to individual skill levels; and identifying tasks to be assessed in culminating activities (Beni et al., 2019). The use of parallel activities during lessons, for example, where one is competitive and one is not, or one is team-based and one is a paired/individual activity, provides opportunities for students to make choices about their participation and inform how they might make similar choices in the future and identify preferred forms of engagement. 

In facilitating these types of experiences the teacher thus serves as an ‘activity broker’ (Kretchmar, 2000) who is motivated to plan meaningful experiences for and with students. Insight on students’ needs and interests is therefore central to guiding pedagogical decision-making both prior to a lesson and in the moment. Being an activity broker requires an emphasis on student choice and responsibility, as well as a knowledge of the local communities where students can access physical activities they find personally relevant, while also being aware of the barriers and facilitators to participation (for example, socioeconomic conditions). To help children make these connections, teachers can use community physical activity notice boards to promote local opportunities, plan field trips to local play venues, or invite guest speakers who might act as role models and contacts in helping children access opportunities outside of school. For example, teacher and blogger Andy Vasily offered a ‘Connections to Community’ unit, where his Grade 5 class visited local bike paths, skate parks, and playing fields (Vasily, 2018). Students were then encouraged to engage with their preferred activity and space with family and friends. 

Meaningful PE is reflective
You will recall that meaningfulness in physical education is related to both the desire to achieve a purpose or goal of movement aligned with judgements related to the emotional value of the experience in striving to achieve the goal (Chen, 1998). Opportunities to set goals, and to reflect on their achievement is central to identification of experiences as meaningful. Reflection in and on experience is therefore crucial in order for both teachers and students to identify and become aware of the meaning made from certain situations (Dewey, 1916). For teachers, both reflection in- and on-action can be used to consider the ways students are finding experiences meaningful. Teachers can gauge the quality of student experience in the lesson through observation and questioning; for example, a ‘check-in’ might involve the teacher asking students about the quality of experience of a particular task or whether the task is something they would like to pursue outside of school. 

Reflective processes are also important for students to engage in so they may become aware of the ways they experience meaningfulness in physical education. Reflection is central in other examples of meaning-making pedagogies. For example, Standal (2015) suggests reflection is in itself a meaning-making process, moving ‘the learner from one experience to the next’ (p. 110) and helping develop a deeper understanding of the experience. Similarly, O’Connor (2019) involved students in guided reflection (narrative and silent) about the value of particular movement experiences. Beyond their personal experience in a task or activity, attention can also be drawn to discussions about physical activity participation in the wider community, through asking: Who has access? Who benefits? and Who is disadvantaged? These discussions can help individuals make sense of their own experiences as well as promote actions towards a more socially just world.

In order to engage students in reflective processes, a teacher might use goal-setting, introduce a PE Diary, or use paired, small and large group discussions during and after participation. Goal-setting can facilitate personally relevant learning for students where opportunities to transfer learning to their lives outside of school can be identified. We recommend identifying short- and long-term goals for student learning. Using a poster to represent the features (both existing and those identified by students beyond what was supported in Beni et al. 2017) in developmentally appropriate language is one way to support students in understanding and making sense of things that they find meaningful on a recurring basis. Alternatives for difficult terms for young learners might include: 
· Being with others (social interaction); 
· Developing or getting better at skills (motor competence); and 
· Making connections (personally relevant learning). 

Children can become increasingly familiar with the ideas of meaningful physical education if teachers consistently use a shared language to communicate learning outcomes and encourage students to set goals and reflect on their experiences. A reflective diary provides a space for students to identify the nature and extent of the meaning they make in physical education and make sense of their experiences (Ní Chróinín, Fletcher & Griffin, 2018), while also serving as an assessment tool for teachers. Based on the centrality of reflection in order to understand and identify ways students make meaning and experience meaningfulness, we feel it is worth sacrificing some time for physical activity in a physical education lesson in order to embed reflective processes.

It is worth pointing out how our ideas about Meaningful PE as an approach for teachers is both similar and different to another approach we have written about: Learning About Meaningful Physical Education (LAMPE). LAMPE was developed as a framework to help teacher educators (i.e. those who teach teachers) support pre-service teachers in learning how to promote and prioritize meaningful experiences for the students whom they will eventually work with. Following several years of studying our own practice as teacher educators, we developed several pedagogical principles of LAMPE (Ní Chróinín, Fletcher & O’Sullivan, 2018). These are referred to in more detail in Chapter Six. LAMPE differs slightly from Meaningful PE due to the learners involved. In LAMPE, pre-service teachers are positioned as learners while in Meaningful PE, school-aged students are learners. It is our hope that through LAMPE pre-service teachers may enact Meaningful PE as an approach in their teaching once they graduate and enter the workforce.  

What lies ahead?
In this edited text we have gathered an international group of practitioners who describe their engagement with ideas related to Meaningful PE. Each has used some aspect of the Meaningful PE approach or LAMPE to enable them to prioritize meaningfulness for the learners with whom they work. You will notice that some authors use many parts of the approach (e.g., reference to the features of Meaningful PE, goal-setting, reflection, autonomy-supportive strategies, allowing students to make decisions), while others use some. To us, this represents the flexibility of the approach. Because the Meaningful PE framework is relatively new, we aim to learn from these and other practitioners about the aspects of the approach that make sense and are effective based on the contexts in which they work, including the students’ needs and interests, and the teacher’s beliefs and values. 

This is a practical book oriented towards guiding the application of Meaningful PE by practitioners. We have used bold, italicized text to highlight where and how the authors have used specific aspects of Meaningful PE (e.g. reflection, autonomy-support, use of the features) in each chapter. The book consists of four sections. The current chapter is the only part of Section One, where our aim has been to provide an introduction to the Meaningful PE approach and to the remainder of the book. Chapters in Sections Two and Three are written by practitioners in schools and universities, respectively. Each of these chapters follows a rough outline, including: 
· The social contexts in which they are implementing Meaningful PE (who and where they are teaching) and why Meaningful PE is appropriate for their practice (particularly in terms of how the idea of meaningful experiences serves as a vision or philosophy of their respective practices and objective for students), 
· What Meaningful PE consists of in their practice (in particular, how principles related to democratic and reflective practices, and the features of Meaningful PE are used)
· How they implemented some or all of the Meaningful PE approach in terms of pedagogical strategies and decision-making. 

The four chapters in Section Two are written from the perspective of teachers, each of whom describes how they used the Meaningful PE approach with learners in K-12 schools. Section Three consists of three chapters from teacher educators who have used ideas from the LAMPE project (Ní Chróinín, Fletcher & O’Sullivan, 2018) to teach pre-service teachers in universities. In Section Four, we provide a brief synopsis of Meaningful PE, offering several steps we feel might be helpful to teachers who want to implement Meaningful PE in their practice. Also in Section Four, several students (most of whom are also teachers) from a master’s course in Meaningful Physical Education at the University of Alberta provide brief pedagogical cases based on their personal teaching experiences and interactions with Meaningful PE. Mary O’Sullivan also offers her thoughts about the chapters in the book and the future for Meaningful PE.

Fundamentally, in this book we argue for greater attention to be given to the meaningfulness of PE experiences, in order to promote richer and more impactful learning that influences the quality of participants’ engagement with physical activity participation – now and in the future. We hope that practitioners who work in a variety of contexts and with a variety of learners find some of the ideas useful in supporting their practice(s), and ultimately, to make physical education meaningful to the people for whom physical education is designed: our students. 
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