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Abstract 

Physical inactivity is a primary driver of Sri Lanka's growing Non-Communicable Disease 

(NCD) burden, placing the country among one of the most physically inactive populations in 

the South-East Asia Region. Despite Sri Lanka's endorsement of the Global Action Plan on 

Physical Activity (GAPPA) (2018 – 2030) and ongoing Health and Physical Education 

(HPE) curriculum reforms, no empirical evidence exists on how GAPPA's school-based 

Physical Education (PE) recommendations are being translated into national curriculum 

practice. Addressing this gap, this qualitative case study aimed to examine how national 

policymakers in Sri Lanka's Ministry of Education (MoE) and National Institute of Education 

(NIE) perceive and navigate this translation process, exploring their awareness of GAPPA, 

their interpretations of its relevance, and the cultural and contextual factors shaping it. The 

study combined a content analysis of the existing Grade 10 and Grade 11 national HPE 

curricula and teachers' guides, assessed against a codebook of 17 sub-codes derived from 

GAPPA's Action 3.1 school-based PE recommendations, with a thematic analysis of semi-

structured interviews with eight purposively selected policymakers. Both sets of findings 

were interpreted through the policy transfer framework of Dolowitz and Marsh (2000) and 

Kirk's (2010) concept of sportification. The content analysis revealed limited and uneven 

GAPPA alignment across both curriculum documents, with no sub-code achieving a Fully 

Present rating. NCD prevention emerged as the strongest area of alignment, while physical 

literacy, teacher training, active travel, and sedentary behaviour reduction were largely or 

absent. The thematic analysis identified eight themes, with sport dominance and exam-

oriented culture emerging as the most pervasive constraints, collectively revealing a reform 

process driven by genuine ambition at the NIE level but undermined by differential GAPPA 

awareness, limited PE specialist capacity, resource scarcity, sociocultural barriers, and 

political instability. The integrative analysis characterized Sri Lanka's GAPPA translation as 

voluntary but selective, incomplete, and structurally constrained, reflecting not a failure of 

intent, but a failure of conditions. The findings contribute to an emerging evidence base on 

GAPPA implementation in lower-middle-income country contexts, offering transferable 

lessons and practical insights for comparable South-East Asian countries facing similar 

challenges in translating global physical activity policy into national educational practice.  
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Chapter 1  

1. Introduction 

Physical inactivity has emerged as one of the defining health crises of the 21st century (Pierce 

& Quinn, 2024, p. 118), identified as the fourth leading risk factor for global mortality (Kerr 

& Booth, 2022, p. 817). It significantly drives the escalating burden of Non-Communicable 

Diseases (NCDs), including cardiovascular disease, type 2 diabetes, stroke, and certain 

cancers worldwide (World Health Organization [WHO], 2018, p. 6). As a WHO member 

state situated within the South-East Asia Region, Sri Lanka is not immune to this global 

physical inactivity crisis. The country faces significant and growing challenges in promoting 

sufficient levels of physical activity among its population, alongside a rapidly growing NCD 

burden, with cardiovascular diseases, diabetes, and obesity increasingly prevalent among 

both adult and child populations (Ministry of Health [MoH] Sri Lanka, 2021).  

Recognizing the critical and growing need to confront global physical inactivity, the WHO 

(2018) launched the Global Action Plan on Physical Activity (GAPPA) (2018–2030), titled 

"More Active People for a Healthier World," providing a comprehensive framework of 

policy actions designed to achieve a 15% relative reduction in the global prevalence of 

physical inactivity by 2030. Representing the most ambitious international commitment to 

promoting physical activity to date, GAPPA calls for a whole-of-society approach involving 

governments, civil society, the private sector, academia, and communities (WHO, 2018, p. 

8).  

GAPPA explicitly identifies schools and Physical Education (PE) as key settings and 

mechanisms for achieving its goals, positioning PE curricula as front-line instruments of global 

health policy (WHO, 2018, p. 36). High-income countries such as Finland, Australia, and the 

United Kingdom have demonstrated significant progress in aligning their PE curricula with 

global health frameworks such as GAPPA, yielding positive outcomes for children's physical 

activity levels and overall health (Milton et al., 2021, p. 628; Hardman, 2008, p. 12). However, 

the translation of such frameworks into national PE curricula in lower-middle-income country 

contexts remains largely unexplored (WHO, 2022, p. 11).  
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Sri Lanka has initiated Health and Physical Education (HPE) curriculum reforms to address 

growing physical inactivity among its population as one of its key objectives. However, 

questions remain about the extent to which these reforms are explicitly informed by global 

policy frameworks such as GAPPA. This qualitative case study aims to examine 

policymakers' perspectives on translating GAPPA into national HPE curricula, with a 

specific focus on school-based PE recommendations. It seeks to explore policymakers' 

awareness of these recommendations, the extent to which they are reflected in the HPE 

curriculum, and the cultural and contextual factors that influence the translation process. In 

doing so, the study contributes to an emerging evidence base that can inform future 

curriculum reform, policy development, and GAPPA implementation in Sri Lanka and 

comparable lower-middle-income country contexts. This chapter outlines the background 

of the study, the problem statement, the significance of the study, and the summary.  

1.1 Background of the study 

Over the past two decades, physical inactivity has progressively transitioned from a largely 

overlooked lifestyle concern to a central priority of global health policy, most notably 

reflected in the adoption of the GAPPA (WHO, 2022, p. 2). It calls upon member states to 

adopt a whole-of-society approach to promoting physical activity, positioning PE curricula 

as critical vehicles for embedding active behaviours within communities and societies. 

1.1.1 Physical inactivity as a global crisis 

Physical inactivity is defined as the failure to meet internationally recommended levels of 

physical activity (WHO, 2022, p. 4), specifically a minimum of 60 minutes of moderate-to-

vigorous intensity aerobic activity daily for children and a minimum of 150 minutes of 

moderate-intensity aerobic activity per week for adults (WHO, 2020, pp. 1–4). Surveillance 

data indicate that 31% of adults failed to meet recommended activity levels, representing a 

five-percentage-point increase from the 2010 baseline, confirming that the world is critically 

off track to meet GAPPA's ambitious target of a 15% relative reduction in global physical 

inactivity by 2030 (Strain et al., 2024, p. 1232; WHO, 2024, p. 4).  
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1.1.2 PE as a key mechanism for GAPPA implementation 

Among the multiple settings and mechanisms for promoting physical activity at the 

population level, GAPPA explicitly identifies schools as key settings for achieving its goals, 

calling for quality PE and opportunities for physical activity in school environments as 

essential components of a whole-of-society approach to physical activity promotion (WHO, 

2018, p. 36). Most fundamentally, schools provide systematic and equitable access to 

virtually all children and adolescents regardless of socioeconomic background, geographic 

location, or family circumstance, making them one of the few institutions capable of reaching 

entire populations at relatively low per-capita cost (UNESCO, 2015, p. 17). Furthermore, 

schools reach children during the critical developmental period of childhood and 

adolescence, when physical activity habits, attitudes, and competencies are being formed and 

when interventions are most likely to have lasting effects on lifelong behaviour patterns 

(Strong et al., 2005, p. 736). Kriemler et al. (2011, p. 926) further demonstrate that schools 

offer a structured and organized environment in which physical activity can be systematically 

integrated into the daily experience of all children through multiple mechanisms, including 

PE lessons, active breaks and recess, active transport to and from school, extracurricular sport 

and recreation, and the creation of physically active school cultures that reinforce positive 

attitudes toward movement and health.  

1.1.3 Sri Lanka - NCD burden and physical inactivity 

As a lower-middle-income country with a population of approximately 22 million, Sri Lanka 

occupies a distinctive and increasingly vulnerable developmental position within the global 

physical inactivity crisis (World Bank, 2023; WHO, 2024; Department of Census and 

Statistics, Sri Lanka, 2022). According to the MoH, Sri Lanka (2021, pp. 2–3), 39.4% of 

adults are overweight, and 11.0% are obese, raised fasting blood glucose affects 14.6% of 

the adult population, and raised blood pressure affects 34.8%. These figures have increased 

substantially over the past two decades, reflecting the combined effects of dietary change, 

reduced physical activity, and increasing sedentary behaviours, collectively signaling an 

urgent and growing NCD burden that threatens to undermine Sri Lanka's broader human 

development gains. 
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1.1.4 Sri Lanka's engagement with GAPPA 

Sri Lanka's engagement with GAPPA reveals a critical and deeply concerning asymmetry 

between the health and education sectors. GAPPA is well recognized within the health sector, 

with the MoH, Sri Lanka, having actively engaged with its implementation framework 

through a national situational analysis structured around GAPPA's four strategic objectives 

(Kumarapeli, 2021). However, GAPPA awareness and engagement appear significantly 

weaker within the education sector, even though Sri Lanka's education system is centrally 

administered through the Ministry of Education (MoE), reaching virtually all Sri Lankan 

children with gross enrolment rates of approximately 93% at the primary level and 89% at 

the secondary level (UNESCO Institute for Statistics, 2022), positioning the school system 

as one of the most powerful potential vehicles for population-level physical activity 

promotion. 

Moreover, PE has been a component of Sri Lanka's school curriculum since independence in 

1948, reflecting an early recognition of the importance of physical development alongside 

academic achievement (Marasingha, 2003, p. 1). This long-standing curricular presence has 

resulted in a relatively established PE infrastructure compared to many other South Asian 

countries, including trained PE teachers, dedicated HPE curriculum documents, and a 

formally assessed HPE subject at the secondary level. Despite this comparatively strong 

foundation, however, no formal mechanism has been identified through which GAPPA's 

objectives and policy actions, specifically its school-based PE recommendations, are 

systematically reviewed for their implications for national HPE curriculum development, 

representing a significant institutional gap (Milton et al., 2021, p. 625). 

1.2 Problem statement 

Physical inactivity is a primary driver of Sri Lanka's growing NCD burden, which accounts 

for 80% of all deaths and places an increasing strain on the country's health system and 

national economy (MoH, Sri Lanka, 2022). With an adolescent inactivity rate of 74% and an 

adult inactivity rate of 45%, among the highest in the South-East Asia Region, the urgency 

of effective physical activity policy action in Sri Lanka has never been greater (WHO 

SEARO, 2021). 
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Despite Sri Lanka's endorsement of GAPPA and the existence of a WHO South-East Asia 

regional road map for GAPPA implementation, the translation of GAPPA's goals into 

national educational practice through HPE curricula remains critically unexplored. The 

National Institute of Education (NIE), as the body responsible for curriculum development 

in Sri Lanka's general education system, has initiated HPE curriculum reforms, yet significant 

questions remain about whether these reforms are explicitly and systematically informed by 

GAPPA's school-based PE recommendations, or whether any alignment between global 

physical activity governance and national curriculum practice is occurring by coincidence 

rather than deliberate design. 

Most critically, the perspectives of the MoE and NIE policymakers who occupy the most 

important translation junctures in this process (their awareness of GAPPA, their 

interpretations of its relevance for Sri Lankan HPE, and their experiences of the facilitating 

factors and barriers to effective policy translation) remain entirely unexamined in the existing 

literature. This absence of empirical evidence represents a fundamental gap in Sri Lanka's 

capacity to develop the evidence-informed physical activity policies needed to make 

meaningful progress toward GAPPA's 2030 targets, a gap that this study directly and urgently 

seeks to address.  

1.3 Significance of the study 

This study holds significant importance across scholarly, policy, educational, regional, and 

developmental dimensions. Scholastically, it provides the first systematic empirical 

examination of how education policymakers in the Sri Lankan context perceive and navigate 

the translation of GAPPA into national HPE curricula, applying Dolowitz and Marsh's (2000) 

policy transfer framework and the concept of sportification (Kirk, 2010) as its theoretical and 

conceptual background. 

From a policy perspective, the study generates urgently needed context-specific evidence to 

inform more effective GAPPA implementation in Sri Lanka, providing the MoE, MoH, and 

NIE with grounded recommendations for strengthening inter-ministerial coordination, 

improving policymaker awareness, aligning HPE curriculum reform with GAPPA's 
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objectives, and addressing the sportification barriers that constrain health-oriented PE 

reform. 

Educationally, the study contributes to an understanding of the systemic changes needed to 

realize the health promotion potential of Sri Lanka's school system, informing curriculum 

developers, teacher educators, school administrators, and education managers about the 

enabling conditions required for quality, health-oriented, and inclusive PE. 

Regionally, the study's findings are transferable to comparable lower-middle-income 

countries across the South-East Asia Region, including Bangladesh, Nepal, Myanmar, and 

Bhutan, that face similar challenges in translating GAPPA into educational practice, 

contributing to a more equitable vision of global physical activity policy implementation in 

which the benefits of GAPPA extend beyond well-resourced, high-income country contexts 

to the developing country settings where the physical inactivity burden is most acute and the 

need for evidence-based policy action is most urgent. 

Beyond these dimensions, the study makes a meaningful contribution to the United Nations 

(UN) 2030 Agenda for Sustainable Development, reflecting the recognition that physical 

activity promotion through PE is not merely a health concern but a fundamental development 

imperative intersecting with human well-being, social equity, and sustainable development 

across multiple Sustainable Development Goals (SDGs). 

Most directly, it contributes to SDG 3 (Good Health and Well-being) by generating empirical 

evidence to support more effective GAPPA translation into national HPE curricula, and to 

SDG 4 (Quality Education) by demonstrating how global health frameworks can be 

translated into quality, inclusive PE that develops physical literacy for all children regardless 

of background. By examining gender disparities in PE access, the study connects to SDG 5 

(Gender Equality), while its focus on structural inequalities between urban and rural PE 

provision connects to SDG 10 (Reduced Inequalities). Its examination of inter-ministerial 

coordination and whole-of-government approaches to physical activity policy connects to 

SDG 16 (Peace, Justice and Strong Institutions), generating evidence on how governments 

can build the institutional mechanisms and cross-sectoral partnerships necessary for effective 

global health policy implementation. Finally, by producing context-specific evidence 
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transferable to comparable developing country contexts across the region, the study 

contributes to SDG 17 (Partnerships for the Goals), supporting the development of a regional 

knowledge base needed to strengthen physical activity policy implementation across the 

developing world (WHO, 2018, pp. 7–8).  

1.4 Summary 

This chapter introduced the study and established its rationale and context. Physical inactivity 

was identified as a defining global health crisis and primary driver of NCDs, with GAPPA 

introduced as the WHO's most ambitious international response, explicitly positioning 

schools and PE as key mechanisms for achieving its 2030 targets. Sri Lanka's acute NCD 

burden, alarmingly high physical inactivity rates, and critical asymmetry in GAPPA 

engagement between the health and education sectors were established as the central 

contextual problem. Despite PE being a component of Sri Lanka's school curriculum since 

independence in 1948, no formal mechanism exists through which GAPPA's school-based 

PE recommendations are systematically reviewed for their implications for national HPE 

curriculum development, a gap this study directly seeks to address. The study's significance 

was outlined across scholarly, policy, educational, regional, and developmental dimensions, 

including contributions to multiple SDGs. The following chapter presents the study's aim and 

research questions. 
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Chapter 2 

2. Aim and Research Questions 

This chapter presents the study's aim, which is pursued through three research objectives, 

each supported by two research questions. Together, these are constructed in a logical and 

sequential manner to provide a coherent investigative pathway toward achieving the study's 

ultimate aim. 

2.1 Aim of the study 

This qualitative case study examines how national policymakers in Sri Lanka's MoE and NIE 

perceive and navigate the translation of GAPPA into national HPE curricula. Specifically, it 

explores policymakers' awareness of GAPPA, their interpretations of its relevance for Sri 

Lankan HPE, and the cultural and contextual factors that facilitate or constrain the translation 

process. In doing so, the study aims to generate context-specific evidence that can inform 

more effective GAPPA translation, physical activity policy development, and HPE 

curriculum reform in Sri Lanka and comparable lower-middle-income country contexts.   

2.2 Research objectives and questions 

1. To examine the awareness of national policymakers regarding GAPPA's school-based 

physical activity recommendations and their implications for national HPE curriculum 

development in Sri Lanka. 

 a) To what extent are national policymakers aware of GAPPA and its school-

 based physical activity recommendations? 

b) Through what channels and processes have national policymakers become aware 

of GAPPA and its school-based physical activity recommendations? 

2. To analyze how GAPPA's school-based physical activity recommendations are 

represented in the national HPE curriculum in Sri Lanka. 
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 a) How do policymakers interpret the relevance of GAPPA for national HPE 

 curriculum development and reform in the Sri Lankan context? 

b) Which of GAPPA's school-based physical activity recommendations are reflected 

in national HPE curriculum documents? 

3. To identify the cultural and contextual factors that influence the translation of GAPPA's 

school-based physical activity recommendations into national HPE curricula in Sri Lanka. 

a) What cultural factors shape how GAPPA's school-based physical activity 

recommendations are interpreted and adopted into national HPE curricula? 

b) What institutional and contextual factors affect the translation of GAPPA's school-

based physical activity recommendations into national HPE curricula? 

The research objectives and questions of this study were formulated through a systematic 

process of identifying the critical gaps emerging from the problem statement and the broader 

literature on global physical activity policy and curriculum development. The three 

objectives were developed to address the study's problem progressively and logically, 

moving from awareness to representation to contextual influence, reflecting the key 

dimensions of Dolowitz and Marsh's (2000) policy transfer framework, which directs 

attention to who transfers policy, what is transferred, and what factors facilitate or constrain 

the transfer process. The concept of sportification (Kirk, 2010) further enriches this 

framework by providing a critical lens through which to examine how the dominance of 

competitive sport within Sri Lankan PE culture may influence the translation of GAPPA's 

school-based PE recommendations into curriculum practice. 

2.3 Summary 

This chapter presented the study's aim, three research objectives, and six research questions, 

providing a coherent investigative pathway toward the study's ultimate aim. The three 

objectives were developed progressively, moving from awareness to representation, to 

contextual influence, reflecting the key dimensions of Dolowitz and Marsh's (2000) policy 

transfer framework, with the concept of sportification (Kirk, 2010) providing a 
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complementary lens for examining how sport dominance within Sri Lankan PE culture may 

influence the translation process. The following chapter presents the previous research, 

situating the study within the broader scholarly and policy context of global physical activity 

promotion, GAPPA implementation, and HPE curriculum reform. 
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Chapter 3  

3. Previous Research  

This chapter presents a critical review of the literature informing this study across four 

interconnected themes, establishing the evidence base and identifying the critical gaps this 

study directly seeks to address.  

3.1 Physical inactivity as a global crisis and its disparities  

Beyond the statistical overview provided in the introduction, the literature reveals important 

nuances about the trajectory, structural determinants, and regional disparities of the global 

physical inactivity crisis. More recent WHO (2024, pp. 5-6) surveillance data indicate that 

lower-middle-income countries now record the highest inactivity levels at 38%, with South 

Asia being the second most affected WHO region at 45% in 2022, reflecting deep structural 

inequalities driven by rapid urbanization, declining occupational physical activity, and the 

expansion of screen-based sedentary leisure.  

According to WHO (2024, p. 4), gender adds another layer of structural inequality. 

Particularly in South and South-East Asian contexts, where women and girls, alongside older 

adults, people with disabilities, those of low socioeconomic position, indigenous peoples, 

and marginalized communities, face the greatest barriers to participation due to limited 

access to safe, affordable, and appropriate spaces. In these regional contexts, cultural norms, 

safety concerns, and gender-differentiated expectations create additional structural barriers 

that operate beyond and independently of income and infrastructure constraints alone.  

Moreover, physical inactivity disproportionately affects adolescents and older adults. The 

entrenched barriers driving adolescent inactivity, including examination-oriented school 

cultures, declining active transport, rising screen time, and PE systems that marginalize non-

sport participants, show no meaningful improvement despite growing policy attention 

(WHO, 2018, p. 7; Guthold et al., 2020, p. 33). Meanwhile, older adults face compounding 

risks from declining physical capacity, limited access to appropriate programmes, and social 
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isolation, collectively elevating their inactivity risk beyond that of the general adult 

population.  

The cumulative health burden of these disparities carries profound and inequitably 

distributed economic consequences, with direct healthcare costs estimated at INT$54 billion 

(International Dollars 54 billion) globally, 57% of which is borne by the public sector, 

alongside an additional INT$14 billion in lost productivity (Ding et al., 2016, p. 1311). More 

recent projections by Santos et al. (2023, p. 32) estimate that 499.2 million new preventable 

cases of major non-communicable diseases will occur globally by 2030 if inactivity levels 

remain unchanged, with 74% of those cases occurring in low- and middle-income countries, 

confirming that the heaviest health and economic burdens are concentrated among the world's 

poorest and least active populations.  

3.2 GAPPA's school-based PE recommendations  

As the WHO (2018, p. 25) sets out, GAPPA's four strategic objectives provide a universally 

applicable framework for 20 multidimensional policy actions, designed to work in 

combination to create societies that intrinsically value and prioritize physical activity as a 

regular part of everyday life. Collectively, they address the social, environmental, 

behavioural, and governance dimensions of physical inactivity, spanning communication 

campaigns, urban planning, healthcare counselling, data surveillance, and sustainable 

financing mechanisms (WHO, 2018, pp. 27–41).  

Of the 20 policy actions, Action 3.1 under Create Active People carries GAPPA's school-

based PE recommendations and holds the most direct relevance to the present study. GAPPA 

calls on member states to strengthen the provision of good-quality PE and positive 

experiences of active recreation, sports, and play for girls and boys across all pre-primary, 

primary, secondary, and tertiary educational institutions, applying the whole-of-school 

approach to establish lifelong health and physical literacy and promote enjoyment of physical 

activity according to each individual's capacity and ability (WHO, 2018, p. 35). At the 

national implementation level, Action 3.1 translates into a comprehensive set of school-based 

recommendations covering several interconnected dimensions. These include strengthening 
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national education policy, monitoring, and implementation mechanisms to ensure quality and 

inclusive PE for all school-aged boys and girls; implementing whole-of-school physical 

activity programmes guided by the principles of WHO Health Promoting Schools; promoting 

walking and cycling to school programmes, including road safety and cycle training for 

children of all ages and abilities; and reducing sedentary behaviour among children and 

adolescents in school settings. Further recommendations focus on developing guidance for 

childcare providers on promoting physical activity in early childhood settings, as well as 

strengthening pre-service and in-service training for PE teachers alongside the development 

of quality coaching and officiating programmes (WHO, 2018, pp. 76–77).  

3.3 Global progress toward GAPPA's 2030 targets  

WHO (2022, p. 8) found that progress toward GAPPA's 2030 targets has been slow and 

uneven, with physical inactivity and the policy responses to address it deeply inequitable 

across world regions and country income levels. While 47% of countries have a standalone 

national physical activity policy, only 38% have a policy that is operational, and only 30% 

have national physical activity guidelines covering all age groups, confirming a profound 

implementation gap between the global policy commitments made through GAPPA 

endorsement and the operational national policies needed to translate those commitments 

into practice (WHO, 2022, pp. 30-35). High-income countries are considerably better 

positioned, with the European Region recording the highest proportion of countries with an 

operational physical activity policy and the African Region the lowest, widening inequities 

in access to environments and opportunities that support participation.  

Klepac Pogrmilovic et al. (2020, p. 1) further found that while formal written policies exist 

in 92% of countries surveyed, their comprehensiveness and effectiveness were generally 

rated as low to moderate, pointing to a critical distinction between the existence of policy on 

paper and its meaningful operationalization in practice. This gap reflects deeper structural 

disparities in institutional resources, technical expertise, and governance capacity, creating a 

self-reinforcing cycle in which the countries most in need of effective physical activity policy 

are the least equipped to develop and implement it. Murphy et al. (2023, p. 10) confirmed 

this pattern, identifying significant differences between country income levels in GAPPA 

awareness and engagement, with lower-income countries facing not merely shared but 
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qualitatively more severe barriers, including more acute resource constraints and lower 

baseline awareness among decision-makers, making effective GAPPA translation 

considerably more challenging in the contexts where it is most urgently needed.  

3.4 PE curriculum policy globally  

PE has long been recognized as a central pillar of education sector efforts to raise student 

physical activity levels, increasingly positioned as a strategic vehicle through which schools 

can systematically address physical inactivity among young people (WHO, 2018, p. 17). 

However, according to UNESCO (2015, p. 12), a substantial disconnect exists between the 

ambitious goals set out in international policy frameworks and what actually happens in PE 

lessons across school systems globally. Hardman (2008, p. 23) also exposed strong 

inequalities in PE delivery across countries and income groups, revealing wide disparities in 

time allocated to PE, curriculum design, teacher qualifications, and overall quality of 

provision, making clear that access to meaningful PE is heavily shaped by national wealth 

and institutional capacity. Complementing this, Kriemler et al. (2011) found that quality PE 

is best understood as a cluster of interconnected strategies, including teacher professional 

development, thoughtful curriculum design, adequate facilities, appropriate assessment, and 

community partnerships, rather than a single measurable standard. Crucially, in developing 

country contexts, deficits across these dimensions rarely appear in isolation but tend to occur 

simultaneously, creating compounding challenges that resist simple, single-focus solutions 

and demand coordinated, multi-dimensional approaches rather than piecemeal interventions.  

3.5 Summary  

This chapter reviewed the literature across four interconnected themes: physical inactivity as 

a global crisis, GAPPA's school-based PE recommendations, global progress toward 

GAPPA's 2030 targets, and PE curriculum policy globally, collectively establishing the 

evidence base and identifying the critical gaps this study directly seeks to address. Across 

these themes, a consistent pattern emerged of profound implementation gaps between global 

physical activity policy commitments and national educational practice, most acutely in 

lower-middle-income country contexts, with Sri Lanka's limited systematic engagement with 
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GAPPA identified as the central gap the study addresses. The following chapter presents the 

theoretical perspectives underpinning the study. 
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Chapter 4  

4. Theoretical Perspectives  

This chapter presents the theoretical and conceptual frameworks that underpin this study. 

Policy transfer theory, as developed by Dolowitz and Marsh (2000), serves as the major 

theoretical background, providing a structured analytical framework for examining how 

policies are adopted, adapted, and translated across different political and institutional 

contexts. Kriks's (2010) concept of sportification complements this by serving as the 

conceptual background, offering a culturally grounded lens through which the dominance of 

competitive sport within PE and its implications for health-oriented policy reform can be 

understood. Although rooted in distinct scholarly traditions, these two frameworks address 

different but complementary dimensions of the central problem this study examines.  

4.1 Policy transfer theory  

Policy Transfer Theory Dolowitz and Marsh (2000, p. 5) define policy transfer as the process 

by which knowledge about policies, administrative arrangements, institutions, and ideas in 

one political setting is used in the development of policies in another political setting. This 

definition is directly applicable to this study: GAPPA represents the global policy setting, 

while Sri Lanka's national HPE curriculum represents the national educational setting into 

which its school-based PE recommendations are or are not being transferred.  

The theory thus provides a theoretically grounded vocabulary for examining not merely 

whether transfer has occurred, but how, by whom, and to what degree. While Dolowitz and 

Marsh’s (2000) framework encompasses numerous dimensions, this study draws selectively 

on four (who transfers, degrees of transfer, voluntary and coercive transfer, and the three 

categories of transfer failure) as these are most directly aligned with the study’s three research 

objectives, data sources, and contextual focus. This selective application reflects purposive 

theoretical reasoning consistent with qualitative research practice (Creswell & Poth, 2018, 

pp. 23–35), and how these selected dimensions were validated through the study's findings 

is addressed further in the discussion chapter.  
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Dolowitz and Marsh (2000, p. 10) argue that policy transfer rarely involves a single actor, 

but rather a range of agents including elected officials, civil servants, supranational 

institutions, and policy entrepreneurs. In this study, the relevant actors include Sri Lankan 

MoE officials, NIE curriculum developers, PE teacher educators, and international 

organizations such as the WHO. Understanding who is aware of GAPPA and who plays an 

active or passive role in its adoption is therefore central to Research Objective 1, which 

examines policymakers' awareness of GAPPA and its school-based recommendations.  

Also, they (2000, p. 12) identify several objects of transfer, including policy goals, 

instruments, institutional structures, and ideas. In this study, the primary object of potential 

transfer is GAPPA's school-based PE recommendations, encompassing goals, pedagogical 

principles, and implementation directives for quality and inclusive physical education. 

Examining what is represented in Sri Lanka's HPE curriculum documents, and what is absent, 

forms the analytical core of Research Objective 2.  

The theory provides analytical language for examining not just whether transfer has occurred, 

but how, by whom, and to what degree. Dolowitz and Marsh (2000, p. 7) identify several 

dimensions directly relevant to this study, including different degrees of transfer, ranging 

from copying to hybridization and inspiration, where a policy elsewhere merely stimulates a 

different domestic solution. These degrees of transfer provide the analytical categories 

through which this study interprets how GAPPA's school-based recommendations are 

reflected or not in Sri Lanka's HPE curriculum documents and policymakers' accounts.  

Dolowitz and Marsh (2000, p. 14) further distinguish between voluntary transfer, where 

governments freely choose to draw on policy ideas from elsewhere, and coercive transfer, 

where transfer is compelled through external pressure. This distinction is directly relevant to 

Research Objective 1, which examines policymakers' awareness of GAPPA, since voluntary 

transfer requires awareness, and its absence renders even voluntary transfer impossible. Most 

critically, Dolowitz and Marsh (2000, pp. 17–18) identify three categories of transfer failure: 

uninformed transfer, where too little knowledge exists about how a policy operates in its 

original context; incomplete transfer, where key elements are omitted during the transfer 

process; and inappropriate transfer, where insufficient attention is paid to the economic, 
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social, cultural, and ideological differences between the originating and receiving contexts. 

These three categories directly inform Research Objective 3, which examines the cultural 

and contextual factors shaping the translation process.  

4.2 Sportification  

Kirk (2010, p. 35) uses the term sportification to describe the process through which 

competitive sport came to dominate PE globally, transforming it from a subject with diverse 

health-oriented and developmental purposes into a vehicle primarily for transmitting 

competitive sport skills and culture. It is important to note that Kirk's (2010) 

conceptualization of sportification differs from broader sociological uses of the term, which 

typically refer to the general spread of sport logic into non-sport domains such as work, 

education, and leisure. Kirk's (2010) application is specifically concerned with the internal 

transformation of PE as a school subject, focusing on how the values, structures, and practices 

of competitive sport became so deeply embedded within PE pedagogy and curriculum that 

they displaced the subject's broader developmental and health-oriented purposes.  

This transformation, Kirk (2010) argues, became so deeply institutionalized that it has proven 

remarkably resistant to reform, persisting even where curriculum documents and policy 

frameworks aspire to broader health-oriented and inclusive PE provision. This concept is 

particularly relevant to Sri Lanka, where competitive sport has historically dominated PE, 

leaving health promotion, physical literacy, and inclusive movement comparatively 

marginalized in both curriculum design and classroom practice (Marasingha, 2003, p. 2).  

Sportification, therefore, provides an analytical lens for interpreting why certain GAPPA 

recommendations may be resisted or reinterpreted through a sport-centred cultural lens, even 

where policymakers possess awareness of GAPPA's broader health-oriented goals. Also, 

Sportification therefore complements Dolowitz and Marsh's (2000) three categories of 

transfer failure by offering a culturally grounded explanation for why inappropriate and 

incomplete transfer may occur in the Sri Lankan HPE context. In this study, it is mobilized 

alongside policy transfer theory as a complementary analytical lens to explore Research 

Objective 2, which examines how GAPPA's school-based PE recommendations are 
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represented in curriculum documents, and Research Objective 3, which examines the cultural 

and contextual factors shaping how those recommendations are interpreted and adopted. 

Figure 1 illustrates how both theoretical frameworks work together to achieve the study's 

three research objectives.  

Figure 1:  

Theoretical and conceptual framework of the study 
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4.3 Summary  

This chapter presented the theoretical and conceptual framework underpinning the study. 

Dolowitz and Marsh's (2000) policy transfer theory provided analytical categories for 

examining how, by whom, and to what degree GAPPA's school-based recommendations are 

transferred into Sri Lanka's national HPE curriculum, while Kirk's (2010) concept of 

sportification explained the structural and cultural forces within PE that may resist health-

oriented reform even when transfer occurs. Together, these two frameworks form an 

integrated analytical foundation directly informing the study's three research objectives. 

 

 

 

 

 

 

 

 

 

 



28 
 

Chapter 5  

5. Methodology  

This chapter discusses the overall research methodology, including the justification for its 

selection and the underlying philosophical background.  

5.1 Overall research paradigm  

This study aimed to address a critical gap in Sri Lanka's capacity to develop evidence-

informed physical activity policies by examining MoE and NIE policymakers' perspectives 

on translating GAPPA's school-based PE recommendations into national HPE curricula, 

including their awareness of GAPPA, their interpretations of its relevance, and their 

experiences of the facilitating factors and barriers to effective policy translation, generating 

empirical evidence relevant not only to Sri Lanka but to comparable lower-and middle-

income South Asian country contexts more broadly.  

5.1.1 Research philosophy  

In terms of research philosophy, the study was situated within a constructivist philosophical 

paradigm, recognizing that meaning and knowledge are actively constructed through social 

and cultural interaction rather than discovered as objective facts (Creswell & Poth, 2018, pp. 

24-25). This was directly appropriate for the phenomenon under investigation, which does 

not have a single fixed reality but is constituted through the perceptions and institutional 

experiences of the policymakers involved. Ontologically, a relativist position was adopted, 

acknowledging that different policymakers may construct fundamentally different realities 

about GAPPA's relevance and translation. Epistemologically, an interpretivist stance 

recognized that the social world must be understood through the subjective meanings 

individuals attach to their experiences (Creswell & Poth, 2018, p. 25). Axiologically, the 

study acknowledged that the researcher's professional background in PE and health policy 

inevitably shaped how questions were framed, data collected, and findings interpreted.  
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5.1.2 Research approach  

This study employed an abductive approach as its overarching research logic, within which 

deductive and inductive reasoning were applied to distinct components of the empirical 

analysis (Timmermans & Tavory, 2012, p. 170). Within this logic, a deductive approach was 

applied to the content analysis of HPE curriculum documents, using a codebook derived from 

GAPPA's Action 3.1 school-based recommendations (WHO, 2018, p. 35) to systematically 

assess curriculum alignment. An inductive approach was then applied to the thematic 

analysis of semi-structured interview data, allowing themes to emerge directly from 

policymakers' own accounts without imposing predetermined categories (Saunders et al., 

2019, p. 155). The findings from both components were subsequently brought into abductive 

dialogue with the study's theoretical frameworks, producing an empirically grounded and 

theoretically coherent explanation of the overall GAPPA translation process within Sri 

Lanka's HPE system.  

5.1.3 Methodological choice  

This study adopted a qualitative methodology, defined as an approach for exploring and 

understanding the meanings individuals ascribe to a social phenomenon through interpretive 

analysis of textual data (Tracy, 2020, pp. 7-8). This was appropriate for two reasons, first, 

the study's research questions concerned policymakers' perceptions and experiences of the 

GAPPA translation process, which are inherently subjective and cannot be captured through 

quantitative measurement, and second, the study examined a complex, under-researched 

policy process in a specific national context where the depth and contextual richness of 

qualitative data are considerably more analytically valuable than statistical generalizability 

(Yin, 2014). A quantitative or mixed methods approach was therefore not appropriate for the 

study's aims and objectives.  

5.1.4 Research strategy  

This study employed a qualitative case study strategy, defined as an empirical inquiry that 

investigates a contemporary phenomenon in depth within its real-world context, particularly 

when the boundaries between the phenomenon and its context are not clearly evident (Yin, 

2014). The case was defined as the process of GAPPA translation into the national HPE 
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curriculum policy in Sri Lanka, examined through MoE and NIE policymakers' perspectives 

and HPE curriculum documents. This design was appropriate because the contextual factors 

shaping the translation process, including Sri Lanka's colonial educational legacy, 

examination culture, NCD burden, and inter-ministerial coordination structures, are 

inseparable from the phenomenon and must be examined together rather than controlled for 

(Yin, 2014).  

5.2 Data collection and analysis  

The study was conducted in two sequential and methodologically interconnected phases, as 

illustrated in Figure 2.  

Figure 2:  

Phases of the study 
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Phase 1 comprised a systematic content analysis of Sri Lanka's Grade 10 and Grade 11 HPE 

curriculum documents, while Phase 2 comprised semi-structured interviews with MoE and 

NIE policymakers. The two phases were interconnected in that GAPPA's school-based 

recommendations formed the basis of the Phase 1 codebook, and the findings from Phase 1 

directly informed and contextually grounded the Phase 2 interview instrument.  

Phase 1 focused on Sri Lanka's Grade 10 and Grade 11 HPE curriculum documents, selected 

on the basis of their policy relevance, institutional weight, and currency as the most recently 

revised and formally assessed HPE documents within the national curriculum. A structured 

codebook was developed a priori from GAPPA's Action 3.1 school-based PE 

recommendations (WHO, 2018, p. 35), operationalizing each recommendation into 17 

observable codes under six themes, and applied systematically to both documents to assess 

the presence, absence, and depth of GAPPA-aligned content (Appendix 1). These documents 

were analyzed using a deductive content analysis approach, enabling a rigorous and 

reproducible assessment of curriculum alignment (Krippendorff, 2004, p. 18).  

Building on these findings, Phase 2 employed semi-structured interviews as the primary data 

generation method, using a predetermined interview guide of open-ended questions while 

retaining flexibility to probe emerging themes. Eight participants were purposively selected, 

five NIE curriculum developers and three MoE officials, representing the most critical 

institutional junctures at which GAPPA's recommendations either enter or fail to enter 

national curriculum practice. The sample consisted of five male and three female participants, 

with interviews conducted via Zoom, each lasting approximately one and a half hours. The 

interview guide was developed from GAPPA's Action 3.1 recommendations and refined 

using Phase 1 findings, piloted with two colleagues before the main study, and refined based 

on their feedback (Appendix 2). Interviews were audio-recorded with informed consent, 

transcribed verbatim, and Sinhala-language interviews were translated into English before 

analysis.  

The interview data were analyzed using inductive thematic analysis following Braun & 

Clarke's (2006) six-phase framework, deliberately chosen to allow themes to emerge from 

policymakers' own accounts without imposing predetermined categories, ensuring that 
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contextually specific participant-generated insights were faithfully represented (Saunders et 

al., 2019, p. 155). Finally, an abductive interpretive process was employed to bring both sets 

of findings into iterative dialogue with the theoretical frameworks of policy transfer theory 

(Dolowitz & Marsh, 2000, p. 5) and sportification (Kirk, 2010, p. 35), moving iteratively 

between empirical findings and theoretical propositions to construct the most coherent and 

plausible explanation for the overall pattern of GAPPA translation within Sri Lanka's HPE 

system (Timmermans & Tavory, 2012, p. 170). Throughout the report writing process, the 

basic online version of Grammarly was used as a grammar and spelling checking tool, and 

Mendeley Reference Manager was used to organize, manage, and format all references in 

accordance with APA 7 th edition citation style.  

5.3 Trustworthiness  

The trustworthiness of this study was addressed through Lincoln and Guba's (1985) four 

criteria; credibility was established through member checking of interview transcripts and 

triangulation across the two complementary data sources (Enworo, 2023, p. 373). 

Transferability was addressed through a thick description of the Sri Lankan HPE policy 

context, enabling readers to judge the applicability of findings to comparable settings. 

Dependability was ensured through a detailed audit trail documenting all methodological 

decisions from codebook development to final interpretation. Confirmability was maintained 

through a reflective research journal and regular peer debriefing throughout the analytical 

process, ensuring findings reflect participants' own meanings rather than the researcher's 

assumptions.  

5.4 Reflexivity  

Reflexivity refers to the researcher's critical awareness of how their own background, values, 

and positionality shape the research process (Tracy, 2020, p. 273). The researcher's 

positionality is acknowledged as a significant methodological consideration in this study, as 

someone with professional experience in the Sri Lankan education system and a personal 

investment in HPE policy improvement, occupying an insider-adjacent position in relation 

to the study's participants and context. While this positioning offered advantages including 

contextual knowledge, ease of access, and capacity to interpret institutional and cultural 
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nuances, it also carried the risk that researcher assumptions could influence data generation 

and interpretation.  

 

5.5 Ethical considerations  

The study was conducted in full accordance with ethical principles governing qualitative 

research involving human participants. All participants provided written informed consent 

detailing the study's purpose, procedures, potential risks, data storage arrangements, and their 

right to withdraw at any point, with anonymity and confidentiality ensured throughout 

through the use of pseudonyms and secure, password-protected data storage. Given the 

institutional seniority of some participants and the politically sensitive nature of some aspects 

of the policy translation process, particular care was taken in reporting to protect participant 

identity and prevent institutional identification where this could expose participants to 

professional risk.  

5.6 Limitations of the study  

This study has several limitations that should be acknowledged. As a qualitative case study, 

the findings are not statistically generalizable to other national contexts, though the depth 

and contextual richness of the analysis support analytical transferability to comparable lower-

middle-income country settings. While NIE officials participated fully, MoE officials were 

comparatively more difficult to access and engage, which may have limited the depth of data 

captured from the ministerial level. Closely related to this, the proposed 2027 curriculum had 

not yet been implemented at the time of data collection, meaning that policymakers' accounts 

were largely oriented toward the proposed reform rather than its enacted reality, and the 

existing Grade 10 and Grade 11 documents, widely acknowledged by policymakers 

themselves as falling short of current policy intentions, may not fully reflect the direction in 

which Sri Lanka's HPE policy is heading. Data collection was conducted remotely from 

outside Sri Lanka, which, while enabling access through online platforms, may have limited 

contextual immersion and the ability to observe institutional dynamics first-hand. Finally, 

the researcher's insider-adjacent positionality, while offering contextual advantages, carried 

the risk of assumptions influencing interpretation, which was addressed throughout the 
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analytical process through member checking, peer debriefing, and a reflective research 

journal.  

5.7 Summary  

This chapter presented the methodology underpinning the study. Situated within a 

constructivist philosophical paradigm and employing an abductive research logic, the study 

adopted a qualitative case study strategy to examine the process of GAPPA translation into 

national HPE curriculum policy in Sri Lanka through MoE and NIE policymakers' 

perspectives and curriculum documents. Data were generated and analyzed across two 

sequential phases: a deductive content analysis of Grade 10 and Grade 11 HPE curriculum 

documents against a GAPPA-derived codebook, and inductive thematic analysis of semi-

structured interviews with eight purposively selected policymakers, with both sets of findings 

brought into abductive dialogue with the theoretical frameworks of policy transfer theory and 

sportification. Trustworthiness was addressed through Lincoln and Guba's (1985) four 

criteria, the researcher's positionality was managed through reflexive practice, and the study's 

key limitations were acknowledged. The following chapter presents the findings and 

analysis. 
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Chapter 6 

6. Findings and Analysis 

The chapter is organized into two main parts. The first part presents the findings of the 

content analysis, while the second part presents the thematic findings from the policymaker 

interviews. The chapter concludes with an integrative analysis that brings both sets of 

findings into dialogue, identifying areas of convergence and divergence and offering an 

initial interpretation of the overall pattern of GAPPA's school-based PE recommendation 

translation within Sri Lanka's HPE system.  

6.1 Part I: Content analysis of HPE curriculum documents 

The content analysis assessed the Grade 10 (NIE, 2015) and Grade 11 (NIE, 2016) HPE 

curricula and teachers' guides against a codebook derived from GAPPA's school-based 

recommendations (Action 3.1). The codebook comprised six themes (T1–T6) and seventeen 

sub-codes. Each sub-code was rated on a four-point scale: Absent, Minimally Present, 

Partially Present, or Fully Present. Table 1 provides an overview of all ratings across both 

grade levels. 

Table 1:  

GAPPA school - based PE recommendations alignment ratings - Grade 10 and Grade 11 

national HPE durricula 

 

Theme Sub-code Grade 10 Grade 11 

T1: Quality PE T1.1 Quality and inclusive PE Minimally 

Present 

Minimally 

Present 

T1.2 Physical literacy and lifelong physical 

activity 
Absent 

Minimally 

Present 

T1.3 Health and physical literacy for NCD 

prevention 

Partially 

Present 

Partially 

Present 
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Theme Sub-code Grade 10 Grade 11 

T1.4 Active recreation, sports and play for girls 

and boys 

Partially 

Present 

Partially 

Present 

T1.5 Coverage across all school levels Minimally 

Present 

Minimally 

Present 

T2: Whole-of-

school approach 

T2.1 Whole of school programme implementation Minimally 

Present 

Partially 

Present 

T2.2 Physical activity before and after school Minimally 

Present 

Minimally 

Present 

T2.3 Sedentary behaviour reduction in school 

settings 
Absent Absent 

T2.4 Early childhood and childcare settings Absent Absent 

T3: Active travel 

to school 

T3.1 Walk and cycle to school programmes Absent Absent 

T3.2 Road safety and cycle training for children Minimally 

Present 
Absent 

T4: Teacher 

training and 

capacity 

T4.1 Pre-service and in-service teacher training Absent Absent 

 

T5: Equity, 

inclusion and 

targeting the least 

active 

T5.1 Targeting the least active and students in 

LMICs 

Minimally 

Present 

Minimally 

Present 

T5.2 Inclusion of students with disabilities Minimally 

Present 

Minimally 

Present 

T5.3 Community and parental engagement Minimally 

Present 

Partially 

Present 

T6: Monitoring, 

evaluation and 

evidence 

T6.1 Monitoring and evaluation of PE and school 

physical activity 

Minimally 

Present 

Minimally 

Present 

T6.2 Evidence-based PE and whole-of-school 

approaches 

Absent Minimally 

Present 
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The overall pattern emerging from Table 1 is one of limited and uneven alignment with 

GAPPA's school-based recommendations across both grade levels. No sub-code received a 

Fully Present rating in either document. The highest ratings, Partially Present, were confined 

to four sub-codes: health literacy and NCD prevention (T1.3) and active recreation (T1.4) in 

both Grade 10 and Grade 11, and whole-of-school programme implementation (T2.1) and 

community and parental engagement (T5.3) in Grade 11 only. The majority of sub-codes were 

rated as Minimally Present or Absent, with teacher training and capacity (T4) absent from 

both documents. These findings are discussed in detail under each theme in the sections that 

follow. 

Theme 1: Quality PE 

Both the Grade 10 and Grade 11 national HPE curriculum documents were assessed against 

GAPPA's vision for quality, which promotes physical literacy, lifelong physical activity, and 

positive experiences for all students across every level of schooling. Across the five sub-

themes, the findings point to curricula that engage with GAPPA's vision only partially and 

unevenly, with significant gaps in both conceptual framing and structural provision 

outweighing the moments of genuine alignment. 

On the question of quality and inclusive PE, both documents establish HPE as a formal 

subject with the broad aim of producing an active and healthy generation, and both include a 

Quality Inputs section. However, on closer examination, this section lists physical equipment, 

such as "balls, nets, and weighing scales" (Grade 10, Quality Inputs, pp. xxxiii-xxxv), with 

no reference to teaching standards, pedagogical approaches, or delivery quality. The term 

quality PE, in the way GAPPA uses it, does not appear in either document, and no monitoring 

or evaluation framework for PE provision is described. 

The absence of the term physical literacy across both documents is arguably the most 

significant finding of this entire analysis. In Grade 10, the term does not appear at all, and the 

term lifelong physical activity is never named as a curriculum goal. Grade 11 edges slightly 

closer, Competency 2.0 (Annex 2.1.1, p. 14) lists exercise and leisure as physical needs across 

four life stages, from adolescence through to old age, suggesting at least an implicit 

awareness that physical activity matters beyond the school years. However, this falls well 
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short of GAPPA's understanding of physical literacy as the foundational purpose of school 

PE and the primary mechanism through which lifelong active habits are built. 

NCD prevention represents the area of strongest GAPPA alignment across both documents 

and stands out as a relative strength. Grade 10 addresses it within Competency 1.1, noting that 

"non-communicable diseases could be avoided by being active" and that "simple lifestyle 

fosters mental health and stress should be avoided" (Grade 10, Competency 1.1, p. 10). Grade 

11 engages more substantively, with Competency 1.1 stating that "the trends towards non-

communicable diseases decreased. Proper physical exercises and controlling mental stress is 

important in this regard" (Grade 11, Competency 1.1, p. 10), and Competency 9.2 (p. 95) 

addressing psycho-social well-being, interpersonal relationships, and emotional 

competencies as formal curriculum content. Despite this relative strength, the terms health 

literacy and physical literacy remain absent from both documents, and neither curriculum 

acknowledges PE's potential contribution to academic outcomes, a dimension GAPPA 

explicitly identifies. 

Both curricula include active recreation, sport, play, and outdoor activities as curriculum 

content, and enjoyment-related outcomes are embedded within the competency framework 

in places. Grade 11 Competency 4.0 includes outcomes such as "enjoys playing volleyball / 

enjoys playing netball / enjoys playing football" (Grade 11, Syllabus, p. xv), and Competency 

4.4 extends this to outdoor activities, including mountain climbing and jungle exploration, 

with students expected to "make plans for outdoor activities and enjoy engaging in outdoor 

activities" (Grade 11, Competency 4.4, p. xv). These are encouraging inclusions. However, 

GAPPA's specific emphasis on provision for girls and boys is almost absent from both 

documents. Gender equity in PE participation is not raised as a policy concern, and the notion 

of positive experiences as a measurable quality criterion for PE delivery is neither defined nor 

operationalized in either curriculum. 

On coverage across school levels, both documents describe HPE as compulsory for Grades 

6–9 and available as a selective subject at Grades 10–11, as stated in the Grade11 

introduction: "The subject Health and Physical Education is implemented as a compulsory 

subject for grades 6–9 and as a basket subject for Grades 10 and 11" (Grade 11, Introduction, 

p. viii). Grade 11 makes a marginally broader reference, with Competency 1.1 noting that 
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"providing health information is compulsory through syllabi from grades 1 through 9" 

(Grade 11, Competency 1.1, p. 4), which at least acknowledges the primary years. However, 

neither document addresses pre-primary or tertiary education in any meaningful way, and 

GAPPA's whole-of-school vision, spanning all levels from pre-primary through to higher 

education, remains only minimally reflected, with coverage largely confined to the secondary 

years. 

Theme 2: Whole-of-school approach 

Both the Grade 10 and Grade 11 HPE curriculum documents were assessed against GAPPA's 

vision for embedding physical activity across the broader school day, school environment, 

and early childhood settings, moving well beyond the boundaries of formal PE lessons. 

Across the four sub-themes examined, the overall picture is one of limited and fragmented 

engagement, with Grade 11 showing some meaningful improvement over Grade 10 in certain 

areas, but neither document fully reflects the systemic whole-of-school approach that 

GAPPA envisions. 

On whole-of-school programme implementation, Grade 10 shows some intent through its 

School Policies and Programmes section, which lists health-related school programmes 

including healthy school environments, health promotion programmes, and health and fitness 

inspections (pp. xxix–xxx). However, the term whole-of-school approach is never used, 

Health Promoting Schools is not referenced, and implementation is left largely to individual 

PE teachers rather than being embedded as a school-wide policy. Grade 11 offers 

considerably stronger alignment in this area. Competency 1.1 devotes six periods to the 

Health Promoting School framework, names it explicitly, provides its national policy basis 

through the MoE Circular 2007/21, and outlines five strategies covering policy, environment, 

community, competency development, and health services. This represents the most notable 

improvement between the two grade levels in this entire analysis. That said, neither document 

references active breaks, movement integration into non-PE lessons, or active school 

environment design, dimensions that sit at the heart of GAPPA's whole-of-school vision. 

A similar pattern emerges when considering physical activity before and after school. Both 

documents reference extracurricular programmes such as weekend and vacation activities, 

scouting, cadetting, and sports training camps, which at least signal an awareness of physical 
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activity beyond timetabled lessons. Grade 11 again edges ahead through its Health Promoting 

School evaluation criteria, which include the morning body exercise programme as a formal 

assessment point. However, neither document describes before-school or after-school 

physical activity as an explicitly named, systematically organized daily provision. The 

programmes referenced are largely discretionary rather than structured whole-of-school 

commitments, and even Grade 11's morning exercise reference falls short of the kind of 

explicit before- and after-school physical activity framework GAPPA calls for. 

Perhaps the most striking absence across both documents is any engagement with sedentary 

behaviour reduction. The term sedentary behaviour does not appear anywhere in either 

curriculum, and there is no mention of classroom movement strategies, active breaks, screen 

time reduction, or any mechanism for countering inactivity during the school day beyond 

timetabled PE. While both curricula promote physical activity positively, neither frame 

sedentary behaviour as a risk to be actively addressed within the school setting. This is a 

particularly significant gap given the growing evidence of rising sedentary behaviour among 

adolescents in South Asian contexts and GAPPA's explicit identification of sedentary 

behaviour reduction as a school-based priority. 

On early childhood and childcare settings, both documents were rated Absent, though this 

reflects a structural limitation rather than a curriculum design failure. As secondary school 

teachers' guides, both documents sit outside the scope of early childhood provision. Grade 10 

does include a section on Early Child Care Development through Competency 2.0, covering 

developmental stages from prenatal through to age ten (p. 12), but this content focuses on 

developmental milestones rather than physical activity promotion, facility design, or 

guidance for childcare providers, the specific dimensions GAPPA identifies. Grade 11 does 

not include a comparable early childhood section at all. Meaningful GAPPA alignment on 

this sub-theme would therefore require engagement with early childhood policy documents 

and childcare sector frameworks, rather than secondary HPE curricula alone. 

Theme 3: Active travel to school 

Both the Grade 10 and Grade 11 HPE curriculum documents were assessed against GAPPA's 

call to promote walking and cycling to school as a physical activity strategy and to embed 

road safety and cycle training skills across all ages and abilities. Across both sub-themes, this 
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is one of the weakest areas of GAPPA alignment in the entire analysis, with active travel 

either absent or treated in ways that bear little resemblance to what GAPPA recommends. 

On walk and cycle to school programmes, neither document references walking or cycling to 

school as a physical activity strategy, active travel opportunity, or health promotion 

mechanism, representing a complete gap in alignment for this sub-theme. What is particularly 

telling is not simply that these programmes are absent, but how walking and cycling do 

appear in both documents. In Grade 10, walking features as a competitive athletic event in 

Competency 5.2 (p. 31) and as a recreational outdoor activity in Competency 4.7 (p. 78), 

while cycling appears only once as a vacation leisure activity. In Grade 11, walking is 

referenced in two bio-mechanical contexts, as an example of dynamic posture in Competency 

3.1 (p. 15) and as a vacation programme activity, while cycling again appears solely as a 

leisure pursuit. In neither document is walking or cycling connected to commuting, active 

travel, or the journey between home and school as a meaningful physical activity opportunity. 

The concept of active travel as a health promotion strategy is simply not present in either 

curriculum. 

The picture on road safety and cycle training is slightly more nuanced, though ultimately not 

much stronger. Grade 10 does contain road safety content within the accidents and disasters 

competency (Competency 10.1, Annex 10.1.1), addressing pedestrian safety rules, use of 

pedestrian crossings, helmet use for motorcyclists, and general road-user behaviour. The 

relevant content states that students are expected to obey road rules, abide by safety 

instructions for pedestrians, use pedestrian crossings, cross from a place with a clear view 

after observing both sides, and use a light when on the road at night (Grade 10, Annex 10.1.1, 

p. 37). However, this content sits within a broader accident prevention framework and is 

framed entirely as injury prevention rather than as an enabler of active mobility. At the Grade 

11 level, even this limited road safety content disappears entirely. This represents a clear 

regression from Grade 10 rather than a progression, leaving GAPPA's recommendation on 

road safety and cycle training completely unaddressed at the senior secondary level. 

Theme 4: Teacher training and capacity 

Theme 4 assessed whether either curriculum document addresses pre-service and in-service 

teacher training across areas, including PE, physical literacy, adaptive physical activity, 
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fundamental movement skills, and the inclusion of students with disabilities and the least 

active. Both documents were rated absent for this theme, though this is largely a structural 

matter rather than a curriculum failure as such. Both the Grade 10 and Grade 11 documents 

are designed to guide what is taught in classrooms, not to govern how teachers are trained. 

However, the complete absence of any reference to teacher capacity or pedagogical guidance 

across either document is still worth noting. Both curricula introduce content areas, such as 

health promotion, psycho-social well-being, inclusive participation, and physical literacy, 

that require a reasonably strong level of teacher knowledge and skill to deliver meaningfully. 

Without any acknowledgement of this within the curriculum itself, a significant and unspoken 

burden is placed on classroom teachers. This concern is particularly relevant in the Sri 

Lankan context, where the number of PE specialists is limited, the distribution of qualified 

teachers across schools and provinces is uneven, and the quality of PE delivery varies 

considerably between urban and rural settings. 

Theme 5: Equity, inclusion, and targeting the least active 

Both the Grade 10 and Grade 11 HPE curriculum documents were assessed against GAPPA's 

call to target the least active students, ensure inclusion of students with disabilities, and 

strengthen community and parental engagement in school-based physical activity. Across the 

three sub-themes, the overall picture is one of minimal and largely symbolic engagement 

with equity and inclusion, with Grade 11 showing some genuine improvement in community 

engagement, but neither document provides the substantive frameworks that GAPPA's equity 

vision requires. 

On targeting the least active, both documents acknowledge that not all students are able to 

engage fully in practical PE activities, which at least signals an awareness of differential 

participation. However, acknowledgement is about as far as either document goes. The only 

guidance provided to teachers is to locate non-participating students in a suitable place and 

involve them as support resources or judges where possible. There is no framework for 

identifying the least active students, no strategies for increasing their participation, and no 

reference to socioeconomic barriers, rural or estate sector contexts, or the specific challenges 

facing students in lower-resource settings. These are precisely the dimensions GAPPA 
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prioritizes for school-based physical activity programming in lower- and middle-income 

country contexts, and their absence represents a significant gap. 

The picture of inclusion of students with disabilities tells a very similar story. Both 

documents contain a single identical sentence on this topic. Both the Grade 10 (p. xxxiii) and 

Grade 11 (p. xxx) documents carry the same instruction: "While students who are not capable 

of getting involved in practical activities should be located in a suitable place, they should be 

made to participate as support resources or judges whenever possible." While this at least 

acknowledges that students with disabilities are present in PE settings, it amounts to a passive 

classroom management instruction rather than an active inclusion framework. There is no 

mention of adaptive physical education, modified activities, differentiated instruction, or any 

disability-specific participation strategy. The unchanged language across both documents 

indicates that disability inclusion has received little to no substantive attention during either 

curriculum revision process. 

Community and parental engagement are the one area where a meaningful difference 

between the two grade levels emerges. Grade 10 references community health programmes 

and health societies within its School Policies and Programmes section (p. xxix), but these 

references are brief and non-specific, with no structured mechanism described for involving 

parents or communities in physical activity promotion. Grade 11 goes considerably further 

through Competency 1.1, which explicitly identifies developing community relationships as 

one of five core Health Promoting School strategies, and includes references to community 

service activities such as shramadhana campaigns and parent-teacher engagement within the 

school health promotion framework (p. 6). This represents a genuine step forward. However, 

the focus across both documents remains on health promotion broadly rather than physical 

activity specifically, and no structured parental engagement framework for PE participation 

is described in either. 

Theme 6: Monitoring, evaluation, and evidence 

Both the Grade 10 and Grade 11 HPE curriculum documents were assessed against GAPPA's 

call for systematic monitoring and evaluation of PE and school-based physical activity, and 

for curriculum design that is grounded in research and evidence. Across both sub-themes, the 

findings reveal limited and largely informal engagement with monitoring, evaluation, and 
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evidence, though Grade 11 does show some meaningful improvement over Grade 10 in both 

areas. 

On monitoring and evaluation, Grade 10 references fitness examinations and school medical 

inspections as mechanisms for assessing student health and physical fitness, which at least 

signals an awareness of health monitoring within the school context. However, these are 

individual student health assessments rather than systematic evaluations of PE provision, 

quality, or participation at the programme or policy level. Grade 11 moves closer to GAPPA's 

vision through its Health Promoting School certification scheme within Competency 1.1, 

which establishes a structured bronze, silver, and gold school health promotion evaluation 

framework (p. 7). Notably, a morning physical fitness programme is embedded as a formal 

criterion within this certification scheme, representing the closest point of alignment with 

GAPPA's monitoring and evaluation expectations found in either document, as stated in the 

curriculum: "School health promotion evaluation criteria include morning body exercise as 

a formal assessed component within the bronze, silver, and gold HPS certification scheme" 

(Grade 11, Competency 1.1, pp. 4–5). Despite this improvement, neither document describes 

a systematic mechanism for monitoring PE quality, tracking participation rates, or collecting 

data on physical activity levels across the student population, the core functions that GAPPA 

identifies as essential for evidence-informed school physical activity policy. 

The evidence base for PE curriculum design is similarly underdeveloped across both 

documents. Grade 10 contains no reference to research, evidence, or best practice as a basis 

for curriculum design or PE delivery. Grade 11 provides a marginal step forward, the 

curriculum development process references expert consultation and research-informed 

content development, and the Health Promoting School certification framework implies an 

evidence-informed approach to school health promotion. However, neither of these signals 

constitutes an explicit commitment to evidence-based PE or a systematic mechanism for 

translating research into curriculum practice. 

6.2 Part II: Thematic analysis 

The following section presents the findings of the thematic analysis drawn from interviews 

conducted with policymakers across the NIE and MoE. Eight themes were identified through 

the analysis, each reflecting a distinct dimension of how GAPPA's school-based PE 
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recommendations are understood, translated, and enacted within the Sri Lankan HPE 

curriculum reform context. These themes are presented in turn, with supporting evidence 

drawn directly from the interview data. 

Theme 1: Awareness of GAPPA and HPE curriculum reform 

A dominant theme emerging from the interview data concerns the institutional processes 

through which HPE curriculum reform is initiated and managed in Sri Lanka, and the 

differential awareness of GAPPA among participants occupying different institutional 

positions within those processes. 

Participants described a curriculum reform cycle that runs approximately every eight years, 

initiated by a report from the National Education Commission (NEC), following which 

policymakers decide to begin a new reform process. The HPE unit at the NIE convenes a PE 

subject committee at the outset of each reform cycle. This committee brings together a broad 

range of stakeholders including NIE curriculum developers, administrators from the MoE, 

MoH, and Ministry of Sport, university professionals with subject expertise, National College 

of Education (NCoE) lecturers, In-Service Advisors (ISAs), provincial-level PE directors, 

PE teachers, and other relevant stakeholders. Together, this committee determines the content 

to be included in the revised curriculum, drawing on UNs PE recommendations, 

contemporary PE curriculum developments in both developed and developing countries, and 

relevant subject-specific research. 

Following this initial consultation, draft HPE curricula are prepared and subjected to expert 

evaluation before being approved by the NIE's Academic Affairs Board (AAB), which is 

composed of subject specialists who may make further amendments. The approved 

curriculum then proceeds to the NIE Council, chaired by the Secretary of the MoE and 

composed of specialists and administrators from across the education field, not exclusively 

PE. 

A critical finding emerging from this process description is the differential positioning of NIE 

and MoE officials within the reform process and its implications for GAPPA awareness. NIE 

curriculum developers occupy a central and sustained role throughout the reform cycle and 

are described as acknowledging all UN policy recommendations, including those relevant to 

physical activity. MoE officials, by contrast, participate only as stakeholders at specific 
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points in the process rather than as lead agents, and are not systematically engaged with the 

full scope of curriculum content decisions. 

This finding is particularly significant given the broader institutional role that MoE officials 

occupy within Sri Lanka's general education system. Beyond curriculum reform and teacher 

training, which fall primarily under the NIE's mandate, MoE officials are responsible for the 

full spectrum of administrative decisions governing general education, including physical 

resource distribution, teacher recruitment, infrastructure development, and the overall 

operational management of the school system. As the primary decision-makers across these 

domains, MoE officials are uniquely positioned to either facilitate or constrain the 

implementation of HPE curriculum goals in practice. Their limited engagement with the 

curriculum reform process and the international policy frameworks informing it, including 

GAPPA, therefore represents a structural gap with direct consequences for implementation. 

A curriculum that is well-designed at the NIE level cannot be effectively delivered in schools 

without the informed administrative support of Ministry officials who understand its 

underpinning rationale and international policy context. 

This finding has direct implications for GAPPA translation. If awareness of GAPPA and its 

school-based PE recommendations is concentrated among NIE curriculum developers, while 

MoE officials, who hold both ultimate approval authority over the curriculum and broader 

administrative control over the resources and systems needed to implement it, have limited 

engagement with international policy frameworks, then the pathway through which GAPPA 

could systematically inform both curriculum design and operational delivery is structurally 

constrained. The institutional architecture of HPE curriculum reform in Sri Lanka, therefore, 

appears to create conditions in which global physical activity policy recommendations may 

be considered at the technical curriculum development level without being fully understood, 

prioritized, or resourced at the ministerial level where implementation decisions are 

ultimately made. 

Theme 2: Quality and inclusive HPE for all school-aged children 

Sri Lanka's proposed module-based HPE curriculum, which is expected to be implemented 

around 2027, appears to mark a significant shift in how PE is understood and delivered in 

schools. According to NIE officials, the new curriculum is deeply aligned with the GAPPA 
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physical literacy framework, an approach that goes beyond simple physical activity and aims 

to build motivation, confidence, competence, and a lifelong relationship with being active. 

Officials themselves describe it as a total transformation, which signals a strong intent to 

move away from the limitations of the existing HPE curricula. 

One of the more encouraging aspects of the proposal is how it approaches inclusion. 

Activities are designed without gender distinction, which is a notable step, particularly given 

that gender barriers in PE remain a persistent challenge in many lower- and middle-income 

countries. There is also genuine attention given to students with disabilities, with alternative 

activities built in so that more students can meaningfully participate rather than simply 

observe. 

According to NIE policymakers, when it comes to the primary years, Grades 1 to 5 are 

organized around three HPE modules spread across three key stages (Grades 1 - 2, Grades 3 - 

4, and Grade 5), reflecting the structure of Sri Lanka's primary education system. The focus 

on fun, movement-based activities to counter sedentary behaviour among young children is 

a sensible and evidence-informed approach. That said, a concern worth noting is that HPE 

curriculum specialists appear to have had limited involvement in developing these modules. 

Teacher training at this level is also proposed to run through primary teachers without the 

direct input of PE professionals, largely because PE curriculum developers were only in 

contact with primary education curriculum developers at the very beginning of the process. 

For a curriculum that aims to be transformative, this is a gap that could affect how well the 

intentions on paper translate into actual classroom practice. 

From the policymakers' perspective, moving into junior secondary, the curriculum takes a 

more structured shape. The HPE curriculum offers subject-specific modules designed to 

develop overall physical literacy, alongside newly introduced sports modules covering 11 

different sports. For Grades 6 and 7, these sports modules aim to give all students a shared 

foundation in sport, increase long-term engagement, and support early talent identification. 

From Grade 8 onwards, students are able to choose sports that match their interests and 

abilities, which is a positive move toward student agency. There is also a pathway for students 

who show particular skill, teachers can identify them and connect them to provincial sports 

pools, creating an early bridge between school PE and broader sporting development. It is 
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worth noting, however, that some uncertainty remains about whether these sports modules 

are formally integrated within the HPE subject or sit alongside it as a separate component, 

which raises questions about curriculum coherence and how the two connect in practice. 

Perhaps the most significant concern in the entire proposal is the complete absence of HPE 

at the senior secondary level, Grades 12 and 13. Officials acknowledge this, pointing to an 

exam-driven culture among students and a shortage of PE-specialized teachers as the main 

reasons. These are real and understandable challenges, but the consequence is that physical 

literacy, built carefully across the earlier school years, simply stops at the point when young 

people are about to enter adult life. Even offering HPE as an elective at this stage could have 

made a meaningful difference. 

On a more positive note, the proposal includes a pre-school curriculum for the first time, 

which would extend PE across the full span of schooling. However, this component is still at 

the proposal stage, so its actual realization remains to be seen. 

Overall, what emerges from these interviews is a curriculum with genuine ambition and a 

clear value base. The GAPPA alignment, the inclusive design, and the separated yet 

structured PE and sport pathways all point in the right direction. At the same time, the gaps 

in specialist involvement, foundational teacher training, and senior secondary provision are 

real enough that they deserve serious attention if the transformation NIE envisions is to be 

fully realized in practice. 

Theme 3: Fostering lifelong physical activity through enjoyment, participation, 

and a whole-of-school commitment 

According to the policymakers' perspectives, the proposed new HPE curriculum promotes the 

concept of lifelong physical activity, and fun-related minor games have been incorporated into 

PE lessons with the expectation of encouraging maximum participation. At the primary level, 

students in Grades 1 to 5 are actively engaged in these physical activity lessons. However, 

policymakers acknowledged the particular pressure that Grade 5 students face, given the 

highly competitive Year 5 Scholarship Examination, a national assessment used to select 

students for prestigious secondary schools and scholarships. Recognizing this, the curriculum 

introduces physical activities aimed at developing motor skills and reducing sedentary 
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behaviour in schools, while a junior school sports meet at the primary level has also been 

proposed as a means of relieving academic tension. 

Policymakers also acknowledged a tension that PE teachers often navigate, balancing the 

drive toward sport performance with the broader goal of enjoyment and participation in 

physical activity. They noted, however, that teachers are expected to manage this balance, and 

that teacher guides have been developed to provide methods and guidance for addressing 

both aspects within a single curriculum framework. 

One area where the proposed curriculum falls short of GAPPA's whole-of-school 

recommendations is in its limited connection to the wider community. There are no structured 

mechanisms for linking schools with local sport clubs, sport associations, or community 

recreation organizations. The promotion of volunteering in sport at the community level, a 

strategy that GAPPA identifies for building local capacity for physical activity, is similarly 

absent. Policymakers acknowledged awareness of this concept but noted that, given the 

practical realities of a lower- and middle-income country context like Sri Lanka, even 

volunteerism is considered an emerging rather than an established practice, and it has 

therefore not been carried forward into the curriculum. 

On the question of active travel, the proposed curriculum does not adopt GAPPA's 

recommendation of promoting walking and cycling to school as a physical activity strategy 

for NCD prevention. NIE curriculum developers indicated that activities such as walking and 

cycling are included within relevant HPE modules, but these are treated as curriculum content 

rather than as a broader school-wide strategy encouraging students to travel actively between 

home and school. This distinction is not a minor one; embedding walking and cycling as 

lesson content is meaningfully different from promoting active travel as a daily habit and 

health behaviour. In this respect, the curriculum misses an opportunity to connect physical 

activity learning inside the classroom with real-world behaviour change outside it, which is 

precisely the kind of whole-of-school thinking that GAPPA's recommendations are designed 

to encourage. 

Theme 4: Strengthening PE teacher preparation and coaching development 

According to NIE policymakers, the responsibility for teacher training related to curriculum 

reform falls primarily within their mandate. In terms of in-service teacher development, they 
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described a cascade model of training, where selected PE professionals at the zonal level are 

first trained, and those professionals then deliver training to PE teachers across Sri Lanka. 

Through this process, PE teachers are expected to develop awareness and understanding of 

all aspects required to effectively conduct HPE lessons under the new curriculum. Alongside 

this, teacher training modules and teacher guides related to the new HPE curriculum are being 

developed in parallel. However, a notable gap exists at the pre-service level. At the time of 

the interviews, pre-service teacher education curricula in the NCoEs had not yet been 

revised to reflect the new HPE curriculum, meaning newly trained teachers may enter the 

profession without adequate preparation for what the reformed curriculum demands. 

Regarding coaching development, NIE has conducted coach education aligned with national 

standards and offered certification programmes, and there are plans to utilize these trained 

coaches in the implementation of the newly introduced sports modules. This is a promising 

initiative that could strengthen the delivery of sport within schools. However, it is worth 

noting that this coaching development work has not been formally embedded within the 

curriculum itself, leaving its integration somewhat uncertain in terms of how consistently it 

will be applied across schools. 

Theme 5: Sportification in the HPE curriculum 

According to interviews conducted with NIE and MoH policymakers, there is a clear 

acknowledgement of sport dominance within PE in Sri Lanka. Policymakers are aware that 

sportification, the tendency for PE to become increasingly oriented toward competitive sport 

at the expense of broader PE goals, is an existing reality in Sri Lankan schools. However, 

they offered a considered perspective on this issue. From their viewpoint, removing sport 

entirely from the PE curriculum would mean that Sri Lanka, as a lower and middle-income 

country, risks losing one of its few structured opportunities for early talent identification. 

Unlike higher-income contexts, dedicated sport club facilities for children and adolescents 

are rarely available outside of schools, making the school environment a critical, and often 

the only, space for sport participation and talent development at a young age. 

To some degree, NIE policymakers accept the presence of sport within PE on these practical 

grounds. It is also worth noting that the introduction of dedicated sports modules within the 

new curriculum may itself further drive this sport dominance. However, policymakers offer 
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a counterpoint to this concern, they argue that exposing students to a range of sporting 

activities and actively engaging them in sport increases student interest, and that this interest, 

when nurtured through the curriculum, can serve as a meaningful pathway toward lifelong 

physical activity engagement. 

Despite this reasoning, a significant concern emerges beyond the NIE itself. Officials from 

the sports ministry, other education and sport authorities, and the majority of PE teachers do 

not appear to share the broader PE vision that underpins the proposed HPE curriculum. This 

disconnect is likely to become a critical barrier to translating the true intent of the curriculum 

reform into meaningful change at the classroom level. In practical terms, implementation is at 

risk of becoming increasingly sport-oriented, driven by the existing culture and expectations 

of those responsible for delivery, rather than moving toward the physical literacy principles 

and whole-of-school approaches that GAPPA's school-based PE recommendations advocate. 

 

Theme 6: Ethnicity, gender, and sociocultural barriers to HPE participation 

As a multicultural and multi-religious society, Sri Lanka is home to three prominent 

communities, Sinhalese, Tamil, and Muslim, each carrying distinct sociocultural and 

historical realities that are highly relevant to how an HPE curriculum is designed, received, and 

implemented across different communities. These represent a dimension that the proposed 

curriculum does not appear to address with sufficient depth. 

According to the policymakers, when considering physical activity engagement across these 

communities, notable differences emerge. Among Sinhalese communities, particularly in 

urban areas, both male and female students tend to engage in physical activities more equally. 

However, in rural Sinhalese areas, girls' participation in physical activity is considerably 

lower. A similar pattern is observed within Tamil and Muslim communities, where the 

contrast between urban and rural girls' participation is even more pronounced. Cultural 

expectations, religious norms, and community attitudes toward female physical activity all 

contribute to this disparity, and these factors vary significantly not only between ethnic groups 

but also across geographical settings. 

Compounding this further is the issue of school-level implementation. In many schools, 

particularly those serving rural and minority communities, HPE programme activities are not 
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being conducted consistently, or in some cases not at all. This represents a substantial barrier 

between the aspirations of the proposed curriculum and its actual delivery on the ground. 

According to the interview data, although policymakers acknowledge these ground realities, 

a curriculum that does not explicitly account for ethnic, religious, and gendered dimensions 

of participation risks reinforcing existing inequalities rather than addressing them. For the 

proposed HPE curriculum to be genuinely inclusive and transformative across Sri Lanka's 

diverse social landscape, these sociocultural realities must be directly acknowledged and 

carefully navigated within both curriculum design and implementation strategies. 

 

Theme 7: Policy leadership, inter-ministerial coordination, and political influence in 

HPE reform 

An analysis of the interviews reveals that policy leadership in relation to the proposed HPE 

curriculum reform rests primarily with NIE curriculum developers, rather than with officials 

from the MoE. Ministry officials appear to be engaged only at the beginning and at the end of 

the process, with the Ministry Secretary involved at the concluding stage, while the 

substantive curriculum development work in between is carried out largely by the NIE. With 

the exception of teacher training, which is conducted through the MoE, Ministry officials 

have limited awareness of the intermediate stages of the curriculum development process. 

This gap in understanding risks creates misalignment between what the curriculum intends 

and how it is supported and implemented at the grassroots level. 

A significant contributing factor to this challenge is the limited number of PE specialists 

within both the NIE and the MoE. When a small number of specialists are expected to manage 

both the academic and administrative dimensions of curriculum reform simultaneously, the 

process becomes stretched and difficult to sustain. This situation contrasts with other subject 

areas where greater specialist representation exists. The scarcity of PE professionals in these 

institutional spaces has also contributed to the marginalization of PE among other curriculum 

subjects, and has made it more difficult to effectively communicate the vision and substance 
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of the HPE curriculum reform to senior administrators, policymakers, and PE professionals 

and teachers at the provincial and zonal levels. 

In terms of inter-ministerial coordination, the MoH has played a notably active role, 

providing strong support for the inclusion of GAPPA and maintaining a direct connection with 

the relevant UN regional office. The Ministry of Sport, however, has been considerably less 

involved at the policy formulation level, participating primarily as a stakeholder rather than 

as an active contributor to curriculum decision-making at the ministerial level. 

Perhaps one of the most disruptive influences on the reform process has been political 

instability. Policymakers from both the NIE and the MoE acknowledged that the period 

during which the proposed curriculum was being designed was marked by a series of 

ministerial changes, replacements of Ministry Secretaries, and shifts in government. Given 

that the HPE curriculum reform represents a critical and far-reaching transformation, these 

political disruptions have had a tangible impact on decision-making processes and on the 

continuity and momentum of the reform. The cumulative effect of these factors raises genuine 

concerns about the capacity of the system to sustain the level of coordinated leadership that a 

transformation of this scale demands. 

 

Theme 8: Highly competitive academic culture and resource scarcity 

Policymakers emphasized that Sri Lanka's education system operates within a highly 

competitive academic culture, shaped significantly by the country's socioeconomic context 

as a lower- and middle-income country. With a population of approximately 22 million, 

middle-class families place considerable pressure on education as the primary pathway to 

social mobility and economic security, given that quality higher education is largely free but 

extremely limited in availability. While approximately 300,000 - 330,000 students enter 

Grade 1 of primary education each year, only approximately 40,000 - 44,000 are admitted to 

state universities annually, creating an extraordinarily narrow funnel between school entry 

and higher education access (MoE, 2021; UGC, 2022). 

This intense competition is structured around three high-stakes national examinations, the 

Grade 5 Scholarship Examination, the General Certificate of Education Ordinary Level (GCE 

O/L) at Grade 11, and the General Certificate of Education Advanced Level (GCE A/L) at 
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Grade 13. These examinations are among the most competitive in the world relative to the 

opportunities they gate at those age levels, and they effectively shape the entire culture of 

teaching and learning across the school system. As a result, both students and teachers become 

increasingly focused on examination performance rather than on holistic learning, life skills 

development, or broader educational goals as students’ approach each of these critical stages. 

This examination-driven culture creates a particularly challenging environment for 

implementing GAPPA's school-based PE recommendations, which call for quality, inclusive 

physical education and whole-of-school physical activity approaches that require time, 

institutional commitment, and a genuine prioritization of physical literacy alongside 

academic achievement. 

Compounding this challenge is the broader resource landscape within which HPE must 

operate. Sri Lanka faces a significant shortage of qualified PE teachers, with many schools, 

particularly in rural and estate sectors, either lacking a dedicated PE teacher entirely or 

relying on teachers from other subject areas to deliver PE. The ratio of PE-trained teachers 

to the student population remains considerably low, and the distribution of available 

specialists is uneven across provinces, with urban schools generally better resourced than 

their rural counterparts. Similarly, trained sports coaches are limited in number and are 

largely concentrated around elite sporting institutions and urban centres, leaving the majority 

of schools without access to quality coaching support. Physical infrastructure presents an 

equally pressing concern, many schools lack adequate sports grounds, courts, or basic PE 

equipment, and in some cases do not have any dedicated space for physical activity at all. 

These resource deficiencies mean that even the most thoughtfully designed HPE curriculum 

faces serious structural obstacles at the point of delivery, and represent a significant barrier 

to meeting the minimum conditions that GAPPA's school-based PE recommendations 

require for effective implementation. 

This exam-oriented culture, combined with chronic under-resourcing of PE, has particularly 

significant implications for the success of the proposed HPE curriculum. PE, which is not 

represented as a high-stakes examinable subject at any of these critical transition points, is 

inevitably perceived as a lower priority by students, parents, teachers, and school 

administrators alike. The pressure to perform in core examinable subjects leaves little room, 

in terms of time, motivation, or institutional support, for the kind of meaningful engagement 
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with physical literacy that the proposed HPE curriculum envisions. In this sense, the deeply 

entrenched examination culture and the persistent shortage of human and physical resources 

together represent some of the most fundamental contextual barriers to the successful and 

sustainable implementation of GAPPA's school-based PE recommendations and HPE 

curriculum reform at every level of schooling. 

6.3 Integrative analysis 

The content analysis and thematic findings together tell a coherent and consistent story about 

GAPPA's translation within Sri Lanka's HPE system, a system genuinely moving toward 

GAPPA's vision in intent, but structurally and contextually constrained in its capacity to 

realize that vision in practice. Interpreted through policy transfer theory (Dolowitz & 

Marsh, 2000) and sportification (Kirk, 2010), this pattern reveals a process of voluntary but 

selective, incomplete, and structurally constrained GAPPA translation that curriculum 

reform alone cannot resolve. 

To make sense of this overall pattern, Dolowitz and Marsh's (2000) framework directs 

attention to three fundamental questions: who transfers, what is transferred, and why transfer 

falls short. Working through each in relation to the Sri Lankan findings provides a structured 

account of what is happening in the translation of GAPPA into national HPE practice. 

On who transfers, the findings reveal a consequential imbalance. NIE curriculum developers 

engage meaningfully with GAPPA throughout the reform cycle, while MoE officials, 

although present at the beginning and concluding stages, are not systematically engaged with 

curriculum content decisions and international policy frameworks in between. As Dolowitz 

and Marsh (2000) note, successful transfer requires a broad coalition of informed agents 

across all institutional levels responsible for implementation, and in Sri Lanka this coalition 

is only partially in place. Consequently, the gap between technical curriculum knowledge at 

the NIE level and administrative decision-making authority at the MoE level emerges as a 

primary driver of the implementation gap both sets of findings expose. 

On what is transferred, inspiration rather than direct copying or hybridization best describes 

the relationship between GAPPA's recommendations and Sri Lanka's curriculum responses, 

the weakest degree of transfer, where a policy elsewhere stimulates a different domestic 

solution rather than substantive alignment with the originating framework's intent. While 
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GAPPA has clearly influenced the aspirations and language of reform at the NIE level, its 

specific policy elements (physical literacy, whole-of-school approaches, active travel, 

sedentary behaviour reduction, and systematic monitoring) have not been systematically 

translated into curriculum design or delivery conditions. 

On the question of why transfer falls short, three interconnected reasons emerge from the 

findings. The first concerns awareness, limited GAPPA engagement among MoE officials and 

PE teachers means those most responsible for delivering the curriculum in practice lack the 

conceptual grounding to enact its international policy foundations meaningfully. The second 

concerns completeness, incomplete content limits what actually reaches classrooms, with 

physical literacy, active travel, and whole-of-school approaches largely absent from both 

curriculum documents. The third concerns contextual fit, a significant gap between GAPPA's 

whole-of-school vision and Sri Lanka's exam-driven, resource-constrained, and sport-

dominated educational reality means that even what exists on paper faces serious obstacles 

at the point of delivery. Crucially, these three dimensions explain why genuine reform 

aspiration at the NIE level has not yet translated into the kind of system-wide change that 

GAPPA's school-based PE recommendations envision. 

On the nature of transfer, Sri Lanka's GAPPA engagement is voluntary, driven by NIE 

specialist awareness and the MoH's UN connections rather than any formal external 

obligation. Dolowitz and Marsh (2000) note that voluntary adopters are free to choose which 

elements of a policy to take up and which to leave aside, and the Sri Lankan pattern clearly 

reflects this. Elements that sit comfortably within existing domestic priorities are embraced, 

while those requiring new institutional commitments are largely set aside. 

Against this policy transfer backdrop, the convergences between the two data sets are 

particularly telling, because they reveal the same gaps appearing independently across 

entirely different methods and sources, mutually reinforcing rather than merely repeating each 

other. 

The most fundamental convergence is the gap between stated intent and operational reality. 

GAPPA's foundational concepts of physical literacy, inclusion, and whole-of-school thinking 

are absent from existing curriculum documents, and the thematic findings confirm that 

structural, sociocultural, and political constraints make their meaningful realization far from 
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assured. In this way, both data sources independently confirm the same pattern of incomplete 

transfer, policy ideas adopted in aspiration without the conditions needed to translate them 

into practice. 

Closely related to this, inclusion and equity represent a second convergence. The identical 

single-sentence disability guidance carried unchanged across both curriculum revision 

cycles, combined with the absence of ethnic and religious dimensions of participation from 

the proposed curriculum design, converge on the same conclusion from different angles, a 

pattern consistent with what Dolowitz and Marsh (2000) describe as inappropriate transfer, 

where the specific social and cultural realities of the receiving context are insufficiently 

accounted for during the transfer process. 

Building on this, teacher capacity emerges as the third and most consequential convergence. 

The complete absence of teacher training content in both curriculum documents, combined 

with specialist shortages in-revised pre-service curricula, and limited PE guidance at the 

primary level, points to a form of uninformed transfer at the professional capacity level, 

where GAPPA-aligned content exists on paper but the pedagogical knowledge needed to 

deliver it meaningfully is not yet systematically in place across the system. 

Despite these persistent gaps, NCD prevention stands as the one area of genuine and durable 

alignment across both data sets. Significantly, this alignment is driven not by deliberate 

GAPPA adoption but by Sri Lanka's acute domestic health priorities and the MoH's sustained 

UN engagement, which Dolowitz and Marsh (2000) would characterise as voluntary transfer 

driven by genuine domestic need, producing the most anchored and sustainable form of 

alignment in the entire system. As such, NCD prevention represents the most realistic and 

productive entry point from which broader GAPPA engagement across Sri Lanka's HPE 

system could be deepened and extended. 

While the convergences reveal consistent gaps across both data sets, the divergences expose 

deeper and more complex tensions between what the curriculum contains on paper and how it 

is shaped by the institutional culture surrounding it. The most significant divergence concerns 

the treatment of sport within PE. It is important to establish at the outset that GAPPA's Action 

3.1 explicitly supports sport as a valued curriculum component, calling for positive 

experiences of active recreation, sports, and play for all students, so sport's presence in the 
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curriculum is not the concern. Rather, the tension lies in whether sport has come to dominate 

PE so completely that GAPPA's equally valued goals (physical literacy, inclusive 

participation, lifelong physical activity, and health promotion) are being systematically 

marginalized. On the surface, the content analysis identifies sport as curriculum content, 

appearing to signal GAPPA alignment. 

However, the thematic findings reveal that sport dominance is an explicitly acknowledged 

systemic reality, and that dedicated sports modules in the proposed curriculum may deepen 

rather than resolve this imbalance. Read through Kirk's (2010) sportification framework: this 

divergence makes analytical sense, sportification operates not at the level of policy text but at 

the level of institutional identity, teacher culture, and community expectation, dimensions 

that curriculum revision alone cannot address. Furthermore, this dynamic also reflects 

Dolowitz and Marsh's (2000) concept of inspirational transfer; the sport pathway is inspired 

by GAPPA's recommendations but shaped primarily by Sri Lanka's sporting culture and 

talent identification priorities, producing a curriculum response that appears aligned on the 

surface while being driven by a narrower institutional logic beneath it. 

A second and structurally important divergence concerns monitoring and evaluation. While 

Grade 11's Health Promoting School certification scheme offers the closest point of 

alignment with GAPPA's monitoring expectations within the curriculum documents, the 

thematic findings reveal that systematic monitoring of PE provision, quality, and 

participation is not a current policymaker priority. As Dolowitz and Marsh (2000) note, the 

absence of monitoring is itself a structural driver of incomplete transfer; without feedback 

mechanisms to identify gaps and assess performance, the conditions needed to refine and 

deepen implementation remain unavailable. In this sense, the monitoring divergence is not 

merely a finding in its own right but a structural condition that perpetuates and deepens the 

other forms of incomplete transfer identified across the entire analysis. 

6.4 Summary 

This chapter presents the findings and analysis of the study across two parts, followed by an 

integrative analysis bringing both sets of findings into dialogue with the study's theoretical 

frameworks. Part I presents the content analysis of the Grade 10 and Grade 11 national HPE 

curriculum documents against GAPPA's school-based PE recommendations. The overall 
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pattern was one of limited and uneven alignment, with no sub-code receiving a Fully Present 

rating in either document. Part II presents the thematic analysis of policymaker interviews, 

identifying eight themes that collectively revealed a reform process driven by genuine 

ambition at the NIE level but constrained by differential GAPPA awareness, limited PE 

specialist capacity, exam-oriented academic culture, resource scarcity, sociocultural and 

ethnic barriers to participation, political instability, and deeply entrenched sport dominance. 

The integrative analysis interpreted both sets of findings through policy transfer theory 

(Dolowitz & Marsh, 2000) and sportification (Kirk, 2010). Working through who transfers, 

what is transferred, and why transfer falls short, the analysis characterized SriLanka's 

GAPPA translation as voluntary but selective, incomplete, and structurally constrained, not 

a failure of intent but a failure of conditions. The convergences between both data sets 

independently confirmed the same gaps in physical literacy, inclusion, and teacher capacity, 

while NCD prevention emerged as the most durable and realistic entry point for deepening 

broader GAPPA engagement. The divergences, interpreted through Kirk's (2010) 

sportification framework, revealed that sport's dominance in Sri Lankan PE reflects an 

entrenched institutional logic that selectively embraces GAPPA's sport dimension while 

marginalizing its broader physical literacy and curriculum reform alone cannot overcome. 
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Chapter 7 

7. Discussion  

This study employed Dolowitz and Marsh's (2000) policy transfer theory and Kirk's (2010) 

concept of sportification as its analytical frameworks. Policy transfer theory was chosen for 

its capacity to examine not just whether GAPPA has been adopted, but how, by whom, and 

to what degree, offering concepts such as the spectrum from copying to inspiration and the 

three categories of transfer failure (uninformed, incomplete, and inappropriate) that proved 

directly productive for interpreting the Sri Lankan evidence. Its main limitation in this 

context is that it was developed within political science to describe transfers between 

governments of comparable institutional sophistication, and its assumption of rational, 

deliberate policy adoption does not always fit a context where GAPPA alignment has 

occurred as much through shared NCD priorities as through any systematic review of its 

recommendations. 

Sportification complemented this by explaining why health-oriented PE reform is resisted 

not at the level of curriculum text but through entrenched teacher culture, school identity, 

and community expectation. Its limitation is that the concept was developed in Western, high-

income PE contexts. In Sri Lanka, where schools are often the only structured development 

space for young people, sport's dominance reflects a partly rational response to structural 

conditions alongside institutional inertia, and the goal should be restoring balance rather than 

eliminating sport. Both frameworks together provided an analytically productive but 

contextually bounded lens through which to interpret the findings. 

Eight participants were purposively selected to represent the most critical institutional 

positions in the reform process: five NIE curriculum developers and three MoE officials. The 

strength of this approach lies in the depth and institutional specificity it enabled, producing 

detailed, process-level insight into how curriculum decisions are made and how international 

frameworks do or do not enter national practice. However, the small sample means the study 

captures the view from the policy formulation level without reaching those responsible for 

implementation, including PE teachers, school principals, and provincial directors, whose 
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perspectives would have added important depth. MoE officials were also comparatively 

harder to access than NIE participants, which may have limited the ministerial-level data. 

A more significant methodological constraint is that the content analysis was conducted on 

the Grade 10 (NIE, 2015) and Grade 11 (NIE, 2016) HPE curriculum documents rather than 

the proposed 2027 curriculum described by policymakers in their interviews. The new 

curriculum had not been finalized or implemented at the time of data collection, making a 

systematic content analysis of draft working documents both methodologically unreliable 

and ethically problematic. This means the content analysis findings represent the existing 

state of GAPPA alignment rather than the reform direction currently underway. It is also 

worth noting that both documents predate GAPPA's 2018 launch, meaning some of the 

absences identified in the content analysis are partly structural rather than indicative of 

negligence or oversight. The thematic analysis addresses the current reform direction more 

directly, and the two data sources are best read as capturing different moments in the same 

ongoing process. 

On the question of policymaker awareness, the study's most important finding is not simply 

whether GAPPA is known but that awareness is consequentially uneven across institutional 

positions. NIE curriculum developers engage with GAPPA throughout the reform cycle as a 

genuine reference point, while MoE officials are involved only at the beginning and end of 

the process without sustained exposure to the international frameworks shaping decisions in 

between. This matter because MoE officials hold the administrative authority to resource and 

operationalize the curriculum that NIE designs. A reform built on GAPPA awareness at the 

technical level but not understood at the ministerial level faces a structural gap between 

design intent and delivery reality. The health sector, through the MoH's sustained UN 

engagement, has been the primary channel through which GAPPA has entered Sri Lanka's 

policy landscape, which has meant its NCD prevention dimensions are better transmitted to 

education partners than its educational ones, explaining why NCD prevention is the strongest 

area of curriculum alignment while physical literacy and whole-of-school approaches remain 

largely absent. 

The content analysis confirmed a pattern of limited and uneven GAPPA alignment across 

both grade levels, with no sub-code receiving a Fully Present rating in either document. The 
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absence of physical literacy as a curriculum concept is arguably the most analytically 

significant gap, given that GAPPA positions it as the foundational purpose of school PE. 

NCD prevention stands out as the most durable area of alignment, consistent with Dolowitz 

and Marsh's (2000) observation that voluntary transfer driven by genuine domestic need 

produces the most anchored form of adoption. The thematic analysis added important 

context, revealing that the proposed 2027 curriculum represents a genuinely ambitious step 

toward GAPPA alignment through its physical literacy orientation, gender-inclusive design, 

and structured sport pathway. However, the complete absence of HPE at senior secondary 

level, limited HPE specialist involvement at the primary stage, and uncertain integration 

between the new sports modules and the broader curriculum raise real questions about 

whether the reform's intentions will be fully realized in practice. 

The cultural and contextual factors identified in Research Objective 3 collectively explain 

why GAPPA translation in Sri Lanka represents a failure of conditions rather than of intent. 

Sport dominance, acknowledged by policymakers themselves as a systemic reality, operates 

through teacher culture and community expectation in ways that curriculum revision alone 

cannot override, consistent with Kirk's (2010) sportification framework. Sri Lanka's highly 

competitive examination culture, structured around three high-stakes national assessments, 

systematically deprioritizes PE because its outcomes are invisible to the selection 

mechanisms that shape students' futures. Resource scarcity, including shortages of qualified 

PE teachers, inadequate infrastructure, and limited coaching capacity, particularly in rural 

and estate sector schools, means even a well-designed curriculum faces serious structural 

obstacles at the point of delivery. Pronounced gender disparities in participation across 

Sinhalese, Tamil, and Muslim communities, especially in rural settings, represent a 

significant equity gap that the proposed curriculum has not yet adequately addressed. Finally, 

political instability during the design period, through multiple ministerial changes and shifts 

in government, disrupted the continuity and coordinated leadership that a reform of this scale 

demands. 

A recurring challenge throughout this study was the sparseness of directly comparable 

empirical literature on HPE curriculum policy transfer in lower-middle-income country 

contexts. Existing work on PE curriculum policy and GAPPA implementation largely 

describes aggregate, multi-country patterns rather than the specific institutional and cultural 
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dynamics shaping translation within a single national context. This absence is itself a finding 

that reflects the broader field gap the study addresses. As a consequence, some interpretations 

rest more on the theoretical frameworks and the internal logic of the empirical data than on 

comparison with parallel case studies, a limitation acknowledged alongside the recognition 

that pioneering empirical work in an under-researched area necessarily carries this 

characteristic.  

7.1 Summary 

This chapter has discussed the study's findings in relation to existing literature, its theoretical 

frameworks, and the broader context of global physical activity policy. The choice of policy 

transfer theory and sportification was justified while their contextual limitations were 

acknowledged. The sample was defended as purposive and institutionally rich despite its 

small size, and the mismatch between the decade-old curriculum documents and the current 

reform direction was identified as an important methodological constraint that shapes how 

the content analysis findings should be read. Across the three research objectives, the 

discussion showed that GAPPA awareness is present but unevenly distributed in ways that 

constrain implementation, that curriculum alignment is strongest where GAPPA resonates 

with domestic health priorities and weakest where it requires new institutional commitments, 

and that an interacting set of cultural, structural, and political conditions explains the gap 

between reform ambition and operational reality. The following chapter presents the study's 

overall conclusions and recommendations. 
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Chapter 8 

8. Conclusion 

This qualitative case study found that awareness of GAPPA and its school-based PE 

recommendations is present within Sri Lanka's HPE policy landscape, but is unevenly and 

consequently distributed. NIE curriculum developers demonstrate meaningful and sustained 

engagement with GAPPA's school-based PE recommendations, incorporating them as a 

reference point for reform throughout the curriculum development cycle. MoE officials, 

however, engage with the process only at its beginning and concluding stages and are not 

systematically exposed to the international policy frameworks informing the substantive 

decisions made in between. This differential awareness, concentrated among those with the 

capacity to design aligned curriculum content but limited authority to resource and 

operationalize it, and largely absent among those with the authority to do so, represents one 

of the most significant structural barriers to effective GAPPA translation identified in the 

entire study. 

On the question of GAPPA's representation in the national HPE curriculum, the content 

analysis revealed a pattern of limited, uneven, and largely implicit alignment across both the 

Grade 10 and Grade 11 documents. No sub-code achieved a Fully Present rating in either 

document, and the most significant conceptual gap, the complete absence of the term, 

physical literacy as a curriculum framework, was consistent across both grade levels. Active 

recreation, NCD prevention, and sport participation were the strongest areas of alignment, 

while teacher training and capacity, active travel, sedentary behaviour reduction, and early 

childhood provision were entirely absent. 

The thematic analysis added important context, revealing that the proposed national HPE 

curriculum represents a genuine and meaningful step toward GAPPA alignment through its 

physical literacy orientation, gender-inclusive design, and structured sport pathway. 

However, significant gaps in senior secondary provision, pre-service teacher preparation, and 

PE specialist involvement at the primary level raise important questions about whether the 
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transformation NIE envisions will be fully realized in practice. Together, these findings 

confirm that GAPPA alignment in Sri Lanka's HPE system is best characterized as 

inspirational rather than substantive, present at the level of aspiration and discourse but not 

yet systematically embedded in curriculum architecture, delivery conditions, or institutional 

practice. 

The study also identified a complex and interacting set of cultural, institutional, sociocultural, 

and resource-related factors that together explain this pattern of incomplete and selective 

GAPPA translation. The most culturally significant barrier is the deeply entrenched 

dominance of competitive sport within Sri Lankan PE, acknowledged by policymakers 

themselves as a systemic reality. As Kirk's (2010) sportification framework helps to explain, 

this dominance operates not at the level of curriculum text but at the level of institutional 

identity, teacher culture, and community expectation, meaning that even a well-designed, 

GAPPA-aligned curriculum will be enacted through a sport-dominated cultural lens unless 

the deeper conditions sustaining sportification are simultaneously addressed. 

Beyond sportification, the exam-oriented academic culture structured around three high-

stakes national examinations, combined with shortages of qualified PE teachers, inadequate 

physical infrastructure, and limited coaching capacity, particularly in rural and estate sector 

schools, creates an environment in which PE is systematically deprioritized. The 

sociocultural dimensions of the Sri Lankan context add further layers of complexity, with 

pronounced gender disparities in physical activity engagement across Sinhalese, Tamil, and 

Muslim communities, particularly in rural settings, remaining largely unaddressed in the 

proposed curriculum design and representing a significant equity gap. Political instability 

during the curriculum design period, limited inter-ministerial coordination, and the 

marginalization of PE within both the NIE and MoE institutional structures all compound 

these barriers in ways that curriculum revision alone cannot resolve. 

8.1 Concluding reflection 
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This study set out to examine how national policymakers in Sri Lanka perceive and navigate 

the translation of GAPPA's school-based PE recommendations into national HPE curricula. 

What it found is a system with genuine ambition and a clear direction of travel, but one where 

the distance between aspiration and practice remains considerable and is shaped by a complex 

web of structural, cultural, institutional, and resource constraints that curriculum reform 

alone cannot resolve. The overarching conclusion is that GAPPA translation in Sri Lanka is 

not a failure of intent but a failure of conditions, and understanding this distinction is itself 

the most important practical contribution this study can make. Addressing these conditions 

will require sustained and coordinated action across curriculum design, teacher preparation, 

inter-ministerial coordination, and resource allocation simultaneously. No single intervention 

will be sufficient. But the proposed 2027 curriculum reform represents a genuine and time-

bound opportunity to begin, and this study's findings offer a grounded and contextually 

specific evidence base from which that work can proceed. For comparable lower-middle-

income countries across the South-East Asia Region and beyond, the Sri Lankan case offers 

a sobering but ultimately constructive reminder that global health policy frameworks like 

GAPPA are only as powerful as the national conditions into which they are translated and 

that closing the gap between GAPPA's vision and the reality of school PE in developing 

country contexts demands the same whole-of-society commitment that GAPPA itself calls 

for. 
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Appendix 1 

CONTENT ANALYSIS CODEBOOK 

GAPPA School-Based Recommendations 

WHO Global Action Plan on Physical Activity 2018–2030 

Purpose 

 

This codebook provides a systematic framework for conducting content analysis of national 

Health and Physical Education (HPE) curriculum documents against the school-based 

recommendations contained in the WHO Global Action Plan on Physical Activity 2018–

2030 (GAPPA). Every code in this codebook is derived exclusively and directly from 

GAPPA’s own text; no codes have been introduced from outside GAPPA. The codebook, 

therefore, allows the researcher to assess the degree to which each national HPE curriculum 

document reflects, operationalizes, or fails to address what GAPPA itself says about school-

based physical activity promotion. The codebook operationalizes Research Objective 2 of 

the study and is applied to national HPE curriculum documents from Sri Lanka. 

 

The codebook is built exclusively from the following sections of GAPPA (WHO, 2018): 

 

• Action 3.1- Core Statement (p.35): the primary GAPPA recommendation on school-

based physical activity, covering quality PE, whole-of-school approach, physical 

literacy, active recreation, and coverage across all school levels. 

• Action 3.1- Proposed Actions for Member States (p.76): five specific actions 

member states are asked to take on school PE, whole-of-school programmes, active 

travel, childcare, and higher education. 

• Action 3.1 - Proposed Actions for WHO Secretariat (p.76–77): WHO-level actions 

supporting school-based PE and monitoring. 

• Action 3.1- Proposed Actions for Stakeholders (p.77): 15 stakeholder actions 

covering the least active children, before/after school activity, research, parental 

advocacy, and early years settings. 
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• Action 1.4 - Proposed Actions for Member States, Action 2 (p.29): teacher training 

in physical education, physical literacy, adaptive physical activity, and inclusion of 

people with disabilities. 

• GAPPA p.7: rationale for school-based action linking quality PE to physical and 

health literacy, NCD prevention, mental health, and academic outcomes. 

• GAPPA p.38: linkage of school-based physical activity to SDG 4.1 and 4.2, 

cognitive function, motor skills, and positive attitudes. 

Codebook Structure 

The 17 codes are organized into six thematic groupings that mirror the internal 

structure of GAPPA’s school-based recommendations: 

 

Code Theme No. of 

Codes 

Primary GAPPA 

Source 

T1 Quality Physical Education 5 Action 3.1, MS Action 1, p.76 

T2 Whole-of-School Approach 4 Action 3.1, MS Action 2, p.76 

T3 Active Travel to School 2 Action 3.1, MS Action 3, p.76 

T4 Teacher Training and Capacity 1 Action 1.4, MS Action 2, p.29 

T5 Equity, Inclusion and 

Targeting the Least 

Active 

3 Action 3.1, Stakeholder Action 

10, p.77 

T6 Monitoring, Evaluation and 

Evidence 

2 Action 3.1, WHO Secretariat 

Action 9, p.76 

 

Each code within these themes contains: 

• the exact GAPPA source text the code is derived from 

• the specific GAPPA page and action reference 

• indicators of what to look for in a curriculum document to confirm presence 

• indicators of what absence looks like 

 

Full Codebook Tables
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The tables below present each code in full. The GAPPA Source Text column reproduces the exact wording from GAPPA on which the 

code is based. Use these quotations as the anchor for all coding decisions. 

 

THEME 1: Quality Physical Education 

Code Label GAPPA Source 

Text 

GAPPA 

Ref 

Inclusion criteria Exclusion criteria 

T1.1 Quality 

Physical 

Education 

“Strengthen national 

education policy, 

implementation and 

monitoring to ensure 

provision of quality, 

inclusive physical 

education in primary and 

secondary school-aged 

boys and girls, in 

accordance with 

commitments made to 

implement the 

Kazan Action Plan.” 

Action 

3.1, MS 

Action 

1, p.77 

Explicit quality standards for 

PE; inclusive PE language; 

monitoring of PE provision; 

reference to national or 

international PE commitments. 

No quality standards; PE 

framed only as sport; no 

inclusion language; no 

monitoring mechanism. 

T1.2 Physical 

Literacy 

and 

“Establish and reinforce 

lifelong health and physical 

literacy, and promote the 

Action 3.1 

Core 

Physical literacy explicitly 

named; lifelong activity as a 

curriculum goal; enjoyment of 

Goals limited to sport skills 

or fitness testing; no mention 
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Lifelong 

Physical 

Activity 

enjoyment of, and 

participation in, physical 

activity, according to 

capacity 

and ability.” 

Statement, 

p.35 

movement as an outcome; 

participation according to 

capacity and ability. 

of lifelong activity; no 

physical literacy language. 

T1.3 Health and 

Physical 

Literacy 

for NCD 

Prevention 

“Provision of quality 

physical education and 

supportive school 

environments can impart 

physical and health literacy 

for lifelong healthy, active 

lifestyles, prevention of 

NCDs and mental health 

disorders as well as 

strengthen academic 

outcomes.” 

GAPPA 

p.7 

Health literacy as a curriculum 

goal; NCD prevention 

referenced; mental health 

benefits named; academic 

outcomes linked to physical 

activity. 

PE disconnected from health 

outcomes; no NCD or mental 

health language; no academic 

benefit reference. 

T1.4 Active 

Recreation, 

Sports and Play 

for Girls and 

Boys 

“Strengthen provision of 

good-quality physical 

education and more 

positive experiences and 

opportunities for active 

Action 3.1 

Core 

Statement, 

p.35 

Active recreation explicitly 

included; play as a curriculum 

component; sport and recreation 

opportunities named; gender-

Only formal PE addressed; 

no recreation or play; 

gender-neutral or male-

default language; no 
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recreation, sports and play 

for girls and 

boys.” 

explicit language for both girls 

and boys. 

mention of positive 

experiences. 

T1.5 Coverage 

Across All 

School Levels 

“Applying the principles of 

the whole-of-school 

approach in all pre-

primary, 

Action 

3.1 

Core 

Pre-primary, primary, secondary 

and tertiary all covered; PE 

policy applies across all school 

levels; no level excluded. 

Coverage limited to one or 

two school levels only; pre-

primary excluded; tertiary 

not addressed; gaps between 

levels. 

 

  primary, secondary and tertiary 

educational institutions.” 

Statement, 

p.35 

  

 

 

 

THEME 2: Whole-of-School Approach 

Code Label GAPPA Source 

Text 

GAPPA 

Ref 

Inclusion criteria Exclusion criteria 

T2.1 Whole-of-

School 

Programme 

Implementation 

“Strengthen national 

implementation of 

whole-of-school 

programmes in all pre-

primary, primary, 

secondary education 

institutions, guided by 

Action 

3.1, MS 

Action 2, 

p.76 

Whole-of-school language 

used; Health Promoting 

Schools referenced; physical 

activity addressed across all 

school settings not just PE 

lessons. 

Only PE lessons addressed; 

no whole-of-school 

approach; no reference to 

Health Promoting Schools 

or equivalent framework. 



77 
 

the principles of WHO 

Health Promoting 

Schools or similar 

initiatives.” 

T2.2 Physical 

Activity Before 

and After 

School 

“Partner and support 

initiatives that increase 

the opportunities for 

physical activity before 

and after school hours, 

for children of all 

abilities.” 

Action 3.1, 

Stakeholder 

Action 12, 

p.77 

Before/after school physical 

activity explicitly mentioned; 

extracurricular activity included; 

all abilities referenced. 

Physical activity confined to 

timetabled PE only; no 

before/after school 

provision; ability-exclusive 

extracurricular only. 

T2.3 Sedentary 

Behaviour 

Reduction in 

School 

Settings 

“Promote the importance 

of quality physical 

education, regular active 

recreation and play, and 

reduction in sedentary 

behaviour for all children 

aged 0-17 years.” 

Action 

3.1, 

WHO 

Secretariat 

Action 

8, p.76 

Sedentary behaviour reduction 

explicitly named; classroom 

movement strategies 

mentioned; active breaks 

referenced; screen time 

addressed. 

No mention of sedentary 

behaviour; no movement 

outside PE; classroom 

inactivity not addressed. 

T2.4 Early 

Childhood and 

Childcare 

Settings 

“Develop and 

disseminate guidance for 

childcare regulators and 

providers on how to 

Action 

3.1, MS 

Action 4, 

p.76 

Early childhood physical 

activity guidance included; 

childcare setting 

recommendations; outdoor 

No early childhood 

provisions; physical activity 

policy begins only at 
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promote physical activity 

and reduce sedentary 

behaviour in 

childcare settings through 

the day, 

space for young children 

addressed; equipment guidance 

provided. 

primary school; no childcare 

guidance. 

 

  including guidance on 

facility design, 

equipment and use of 

outdoor space.” 

   

 

 

 

THEME 3: Active Travel to School 

Code Label GAPPA Source 

Text 

GAPPA 

Ref 

Inclusion criteria Exclusion criteria 

T3.1 Walk and 

Cycle to 

School 

Programmes 

“Promote walk and cycle to 

school programmes which 

include actions to improve 

access by walking, cycling 

and 

public transport.” 

Action 

3.1, MS 

Action 

3, p.76 

Walk/cycle to school explicitly 

named; active travel policy 

referenced; public transport access 

addressed; travel to school as part 

of daily 

physical activity. 

No active travel to school 

policy; no walk/cycle 

programmes; travel to school 

not addressed in curriculum. 

T3.2 Road 

Safety 

“Strengthen the 

promotion of walking; 

Action 

3.1, MS 

Road safety skills explicitly 

included in curriculum; cycle 

No road safety education; no 

cycle training; active 
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and 

Cycle 

Training 

for 

Children 

cycle training; and 

teaching road safety skills 

to children of all ages and 

abilities.” 

Action 

3, p.76 

training mentioned; pedestrian 

safety education; all ages and 

abilities addressed. 

mobility skills absent from 

curriculum. 

 

THEME 4: Teacher Training and Capacity 

Code Label GAPPA Source Text GAPPA 

Ref 

Inclusion criteria Exclusion criteria 

T4.1 Pre-service 

and In-

service 

Teacher 

Training 

“Partner with the education 

sector to strengthen formal 

preservice and in-service 

training for preschool, 

primary and secondary 

school teaching staff and 

administrators to strengthen 

knowledge and teaching 

skills on the value of active 

play, physical education, 

adaptive physical activity, 

Action 

1.4, MS 

Action 

2, p.29 

Pre-service PE teacher training 

referenced; in-service 

professional development 

included; physical literacy in 

teacher education; adaptive PE 

and disability inclusion in 

training; administrator training 

mentioned. 

No teacher training provisions; 

PE teacher education not 

addressed; no in-service 

development; no adaptive PE 

training. 
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fundamental movement 

skills and 

physical literacy, and on how 

to include 

 

  people with disabilities and the 

least 

active.” 

   

 

 

THEME 5: Equity, Inclusion and Targeting the Least Active 

Code Label GAPPA Source 

Text 

GAPPA 

Ref 

Inclusion criteria Exclusion criteria 

T5.1 Targeting the 

Least Active 

and Students 

in LMICs 

“Partner and support the 

strengthening of 

implementation and 

evaluation of effective 

evidence-based quality 

physical education and 

whole-of-school 

approaches to promote 

physical activity and reduce 

sedentary behaviour in 

Action 3.1, 

Stakeholder 

Action 10, 

p.77 

Least active students explicitly 

named; disadvantaged contexts 

addressed; differentiated 

approaches for low-activity 

students; equity across school 

types. 

One-size-fits-all approach; 

least active students not 

addressed; no equity 

provisions; no targeting of 

inactive populations. 
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school-aged children, 

particularly targeting the 

least 

active and those in LMICs.” 

T5.2 Inclusion of 

Students 

with 

Disabilities 

“Strengthen knowledge and 

teaching skills on...adaptive 

physical activity...and on 

how to include people with 

disabilities and the least 

active.” 

Action 

1.4, MS 

Action 2, 

p.29; 

Action 

3.1 Core 

Statement 

Adaptive PE explicitly named; 

disability inclusion in physical 

activity addressed; all abilities 

referenced in curriculum goals; 

specialist support for disabled 

students. 

No adaptive PE; students 

with disabilities not 

mentioned; universal 

participation assumed 

without accommodation. 

T5.3 Community 

and 

Parental 

Engagement 

“All stakeholders should 

conduct evidence-based 

advocacy to strengthen 

parental and community-

wide understanding of the 

importance of daily 

physical activity, physical 

education and the 

reduction of sedentary 

behaviour in children, 

Action 3.1, 

Stakeholder 

Action 14, 

p.77 

Parental engagement explicitly 

included; community 

involvement in school PA 

named; advocacy for PA 

understanding addressed; 

family involvement in active 

lifestyles. 

No parental engagement; 

community not mentioned; 

school PA treated as 

isolated from families and 

community. 
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particularly in low-

resource 

countries and contexts.” 

 

THEME 6: Monitoring, Evaluation and Evidence 

Code Label GAPPA Source 

Text 

GAPPA Ref Present — Look For Absent — Look For 

T6.1 Monitoring 

and 

Evaluation 

of PE and 

School 

Physical 

Activity 

“Partner with UNESCO, 

other UN agencies and 

stakeholders to support 

implementation and 

evaluation of progress on the 

provision of quality physical 

education, sports and 

physical activity as 

outlined in the Kazan Action 

Plan.” 

Action 

3.1, WHO 

Secretariat 

Action 9, 

p.76 

PE monitoring referenced; 

evaluation of physical activity 

outcomes named; progress 

measurement included; 

accountability for PE delivery 

stated. 

No monitoring of PE; 

physical activity outcomes not 

measured; no evaluation 

framework; no accountability 

mechanism. 

T6.2 Evidence-

Based PE 

and Whole-

of-School 

Approaches 

“Academia and research 

institutions should conduct 

research and evaluation on 

the policy, implementation 

and impact of physical 

Action 3.1, 

Stakeholder 

Action 13, 

p.77 

Evidence-based PE explicitly 

referenced; best practice named; 

research on physical activity 

outcomes acknowledged; 

No evidence base referenced; 

tradition-based approaches 

only; no acknowledgment of 

research or best practice. 
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education and whole-of-

school approaches to 

strengthen the evidence base 

and share best practice.” 

curriculum informed by 

evidence. 

 

Rating Scale 

 

The scale measures the degree to which the national HPE curriculum document reflects the specific GAPPA recommendation 

associated with that code. 

 

Label Definition Example 

Fully 

Present 

The curriculum document explicitly addresses this 

GAPPA 

recommendation with clear, direct language. The concept 

is a named aim, standard, or policy requirement. 

The curriculum states: 'Physical education shall develop 

physical literacy and promote lifelong participation in 

physical activity for all students.' 

Partially 

Present 

The curriculum document implicitly or indirectly 

addresses this GAPPA recommendation. The relevant 

concept is present but not explicitly framed 

in GAPPA terms, or coverage is incomplete. 

The curriculum references health benefits of PE but does 

not use the term physical literacy or explicitly link to 

lifelong activity. 
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Minimally 

Present 

The curriculum document makes only a passing or 

incidental reference to 

this GAPPA recommendation without substantive 

guidance or actionable language. 

A single sentence mentions student wellbeing without 

elaboration; PE is listed as a subject without health 

promotion goals. 

Absent The curriculum document makes no reference whatsoever 

to this GAPPA 

recommendation. 

The concept is entirely absent from the document after 

thorough reading. 

 

Scoring note: A score of 0 means the concept is completely absent from the document. A score of 1 means it appears only briefly or 

incidentally. A score of 2 means it is addressed but incompletely or implicitly. A score of 3 means it is explicitly and substantively 

addressed in terms that align directly with GAPPA’s recommendation. 

Reference 

 

World Health Organization. (2018). Global action plan on physical activity 2018–2030: More active people for a healthier world. 

Geneva: World Health Organization
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Appendix 2 

SEMI-STRUCTURED INTERVIEW GUIDE 

From Global Policy to National Curricula: Policymakers' Perspectives on 

Translating GAPPA into Health and Physical Education Curricula in Sri Lanka 

 

Briefly introduce researcher, the aim of my study, and acknowledge participants that their 

participation in this interview is entirely voluntary and that they have the right to withdraw 

at any time without any consequences. Also mention that the information they provide 

will be kept strictly confidential and used solely for academic purposes, and that their 

identity will remain anonymous unless they explicitly agree otherwise. 

Professional Background 

• Could you briefly describe your current role and your main responsibilities in relation 

to Health and Physical Education (HPE) or curriculum policy? 

Awareness of GAPPA 

• Have you previously heard of the WHO Global Action Plan on Physical Activity 

2018 - 2030, known as GAPPA? 

Follow-up probes: 

 

If yes:  

 

• How did you first come to know about GAPPA or the global WHO physical activity 

guidelines? For example, through the Ministry of Health (MoH), the WHO country 

office, professional networks, international conferences, or academic sources? 

• Has the Ministry of Education (MoE) or the National Institute of Education (NIE) 

received any formal guidance, circulars, or communications from the Ministry of 

Health or the WHO Sri Lanka Country Office regarding GAPPA and its 

implications for HPE curriculum development? 
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• How would you describe your level of familiarity with it, for example, have you 

read it, been briefed on it, or heard of it in passing? 

• Are you familiar with GAPPA's specific recommendations for schools, which 

call for quality PE and school-based physical activity promotion? 

• To your knowledge, was any equivalent WHO physical activity framework, 

clearly consulted or referenced during the most recent HPE curriculum 

development or revision process? 

 

If no: 

 

(Explain GAPPA's school - based recommendations briefly.) 

 

Relevance of GAPPA for Sri Lankan HPE 

 

• GAPPA calls for physical literacy as a goal of PE, meaning the motivation, 

confidence, physical competence, knowledge, and understanding to be physically 

active for life. Is physical literacy a concept that is used or discussed in Sri Lanka's 

HPE curriculum development conversations? 

Follow-up probes: 

• Is there an equivalent local concept that captures the same idea? 

 

• GAPPA calls for quality, inclusive physical education for all school-aged children. 

How would you define quality PE in the Sri Lankan context? What does it look like 

in practice, and how far does the current curriculum achieve it? 

Follow-up probes: 

• Is it inclusive, for example, for students with disabilities, girls, or 

students from disadvantaged backgrounds, an explicit goal of the 

current curriculum? 

• Are there specific sports or activities where gender participation is unequal? 

• Has gender equity in PE been explicitly addressed in recent curriculum 

reforms? 
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• What are the biggest barriers to delivering quality PE across all Sri Lankan 

schools? 

• Is there policy discussion about extending quality PE to primary or 

early childhood levels? What drives the current scope? 

• Are there plans to make HPE compulsory at the secondary level as well? 

• What would be needed, in terms of teachers, facilities, and policy, to extend 

coverage? 

 

 

• GAPPA promotes a whole-of-school approach, meaning physical activity should 

extend beyond PE lessons to include before-school and after-school activity, active 

breaks, the school environment, and community partnerships. How is this concept 

reflected or not in current HPE policy and school practice in Sri Lanka? 

Follow-up probes: 

 

• Is the Health Promoting School framework used in Sri Lankan schools? 

How widely and how effectively? 

• Who is responsible for organizing physical activity outside of timetabled PE 

lessons? 

• Are there any joint school health programmes between the MoE, NIE, 

and MoH on physical activity? 

• Should the HPE curriculum include content that prepares students to 

engage with health services on physical activity? 

 

• GAPPA frames PE as a mechanism for establishing lifelong physical activity habits, 

not just teaching sport skills during school. Does the current HPE curriculum aim to 

develop lifelong active lifestyles? How is this goal expressed, and how well is it 

achieved? 

Follow-up probes: 

• Is there evidence that Sri Lankan students carry physical activity habits 

into adult life as a result of HPE? 
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• Is there a formal mechanism or policy for schools to link with local 

sport clubs, sport associations, or community recreation organizations in 

Sri Lanka? How well does this work in practice? Are there examples 

you are aware of? 

• What would need to change for lifelong PA to become a genuine curriculum 

goal? 

 

 

• GAPPA emphasizes the enjoyment of physical activity and participation according to 

each student's capacity and ability. To what extent does the current HPE curriculum 

promote enjoyment and individualized participation, as opposed to performance and 

competition? 

Follow-up probes: 

• Is there tension between a sport-performance focus and a health-

enjoyment focus in how teachers deliver PE? 

• How does the curriculum try to balance these? 

 

 

• GAPPA promotes volunteering in sport at the community level to build local capacity 

for physical activity. Is community sport volunteering recognized as a relevant goal 

within Sri Lanka's education, sport, or physical activity policy? 

Follow-up probes: 

• Are there any current programmes that develop students as sport leaders or 

volunteers? 

 

• What potential do you see for this approach in the Sri Lankan context? 

 

 

• Is reducing sedentary behaviour, for example, through active breaks in classrooms, 

limiting screen time, or reducing sitting time during the school day, part of current 

HPE or school health policy thinking in Sri Lanka? 

Follow-up probes: 
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• Is there any guidance for teachers on incorporating movement into non-PE 

lessons? 

• How is sedentary behaviour perceived as a health issue in the school context? 

 

 

• GAPPA recommends promoting walking and cycling to school as a physical activity 

strategy. Is active travel to school recognized as a physical activity opportunity in any 

current or planned education or transport policy in Sri Lanka? 

Follow-up probes: 

• What are the practical, safety, and cultural barriers to active travel in 

the Sri Lankan context? 

• How is road safety education currently addressed in HPE curriculum, and 

is it linked to physical activity promotion in any way? 

• Could road safety education be integrated more explicitly with PE goals? 

 

 

• GAPPA calls for formal pre-service and in-service training for PE teachers covering 

physical literacy, adaptive physical activity, fundamental movement skills, and 

inclusive PE for students with disabilities and the least active. How well does Sri 

Lanka's current HPE teacher education system address these areas? 

Follow-up probes: 

• Are these concepts (physical literacy, adaptive PE, fundamental movement 

skills) part of the pre-service HPE teacher curriculum at NCOEs? 

• What are the most significant gaps in how HPE teachers are currently 

trained? 

• Is there specific in-service training on health promotion, physical 

literacy, or inclusive PE? 

 

• GAPPA calls for the development of quality coaching and officiating programmes. 

How are coaching and officiating currently developed and supported in Sri Lanka, 

within schools and in the broader community? 
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Follow-up probes: 

• Are there national standards or certification programmes for school-level 

coaching? 

• How might coaching development be better integrated with HPE curriculum 

goals? 

Cultural and contextual factors 

• GAPPA frames PE as being about enjoyment, participation, and developing active 

lifestyles across all abilities, not just competitive performance. Is there a tension 

between this health-oriented vision and the competitive sport tradition in Sri Lankan 

schools? How do you think this tension should be resolved? 

Follow-up probes: 

• Do teachers generally understand PE's health promotion role, or do they 

primarily see themselves as sport coaches? 

• Is sport dominance seen as a problem by curriculum developers and 

policymakers, or is it seen as appropriate? 

• Where does the strongest resistance to a more health-oriented PE come 

from teachers, administrators, parents, exam culture, or elsewhere? 

• Has there been any deliberate curriculum effort to shift PE away from a 

purely sport-performance orientation? 

 

• What are the most significant institutional barriers to aligning Sri Lanka's HPE 

curriculum more closely with GAPPA's recommendations? Please think across areas 

like ministerial coordination, resource constraints, technical expertise, policy 

leadership, and political will. 

Follow-up probes: 

• Which barrier do you see as most fundamental? 

• What would need to change first for progress to be possible? 
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• How does the inter-ministerial relationship between the MoE and the MoH function 

in practice, particularly on issues related to school health, physical activity, and HPE 

curriculum development? 

Follow-up probes: 

• Are there formal joint committees, working groups, or coordination 

mechanisms? 

• Can you give an example of a successful or unsuccessful collaboration 

between the two ministries on a school health or physical activity 

initiative? 

 

(Thank the interviewee and inform him to contact for any further clarifications or any 

information). 

 


