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How does physical education teacher education matter?
A methodological approach to understanding transitions
from PETE to school physical education
Erik Backman a, B. Tolgfors c, G. Nybergb and M. Quennerstedt c*
aSchool of Health and Welfare, Dalarna University, Falun, Sweden; bSchool of Education and Learning, Dalarna
University, Falun, Sweden; cSchool of Health Sciences, Örebro University, Örebro, Sweden

ABSTRACT
Background: In this paper, we will address the question of how physical
education teacher education (PETE) matters and suggest one way to
explore the potential impact of PETE. A distinguishing feature of the
studies of PETE’s impact on physical education is that they either
include perspectives from preservice teachers involved in PETE courses
or perspectives from physical education teachers in schools looking
back at their education. Longitudinal attempts to follow preservice
teachers’ journey from education to workplace, in order to grasp how
they perceive the relation between teacher education and teaching
practice in schools, and the transition between these contexts, are few
and far between. This gap of knowledge is a missing piece of the
puzzle to further develop PETE, and to inform life-long professional
development for teachers.
Purpose: The purpose of this paper is twofold. First, we develop and
present a methodological approach for investigating the transition of
content areas from courses in PETE into teaching practice in school
physical education. Second, we will illustrate the potential utility of this
methodological approach in longitudinal studies by showing how one
particular content area, Assessment for Learning (AfL), was investigated
through the use of methods and theories described in the first part of
this paper.
Methodology: The suggested longitudinal approach involves Stimulated
Recall (SR) interviews with pre- and postservice teachers, observations and
communication with groups of students and teachers through social
media. The construction, recontextualisation and realisation of
pedagogic discourses regarding content areas are suggested to be
analysed through a combination of Bernstein’s concept of the
pedagogic device and Ball’s concept of fabrication.
Results and Conclusions: The longitudinal design and the suggested
methodology can provide answers to how content areas are
transformed in and between PETE and school physical education. A
combination of the theoretical perspectives of Bernstein and Ball
enables us to say something not only about how pedagogic discourses
regarding content areas are constructed, recontextualised and realised
in PETE and school physical education, but also about what content
areas become in terms of fabrications in the transition between these
contexts. To conclude, we argue that the methodological research
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design can be used to explore different content areas in PETE and that this
methodology can contribute to knowledge about how PETE matters for
school physical education.

Introduction

An enduring question in teacher education, and in this case specifically physical education teacher
education (PETE), is if and how teacher education matters for beginning teachers. In this paper, we
will specifically address the how-question and suggest one way to explore the potential impact of
PETE, i.e. how PETE matters. In research on PETE and physical education, this issue has been
explored through a range of methodological approaches and theoretical perspectives, including,
for example, occupational socialisation (Hemphill et al. 2015), critical pedagogy (Philpot and
Smith 2018), biographical narratives (Christensen et al. 2018), conceptual analysis (Lisahunter
et al. 2011), and retrospective analysis (Brown 2005). Research on the effect of PETE on the teaching
of physical education appears to demonstrate that it is both ineffective and weak in terms of its
impact on how preservice teachers approach their future profession (Enright et al. 2018; Macken,
MacPhail, and Calderon 2020). Some scholars further claim that the sport experiences of preservice
teachers in PETE strongly contribute to the fact that their initial teaching practice aligns weakly
with contemporary educational policy documents and that their teaching is not inclusive (see,
for example, Dowling 2011). In contrast, some studies on PETE - and even more so on teacher edu-
cation in general - show that teacher education seems to have a significant impact on professional
teaching practice (Adamakis and Zounhia 2016; Hemphill et al. 2015; Ingvarson et al. 2014; Martin
and Dismuke 2018; Tatto 2015).

A distinguishing feature of studies on the significance of PETE on physical education is that they
include perspectives from either preservice teachers involved in PETE courses or school physical
education teachers reflecting on their education. Longitudinal attempts to follow the journey of pre-
service teachers from education to the workplace as a way to understand how they perceive the
relation between teacher education and teaching practice in schools and the transition between
these contexts are few and far between (for an exception from the context of PETE and physical
education see Rossi, Christensen, and Macdonald 2015; Klemola, Heikinaro-Johansson, and O’Sul-
livan 2013; and Dyson, Howley, and Shen 2021. For an exception from general teacher education
and the general school context see Crosswell et al. 2018). In short, there is not enough knowledge
about the transition from teacher education (in this case PETE) to the teaching of the school subject
(in this case physical education), and how pedagogic discourses regarding different content areas
are produced in and between these contexts. Possible explanations for this lack of knowledge
might be that these types of studies are time-consuming and/or that applications to research coun-
cils are rejected. Another reason might be that there are not (yet) sufficiently effective approaches
for investigating these types of questions. This gap in knowledge is a missing piece in the puzzle that
will allow for further development of PETE and thus inform life-long professional development for
teachers.

We argue that what is needed are methodological approaches that can take the whole transitional
journey from PETE to physical education teaching into account, including the phase when begin-
ning teachers are, in a sense, ‘in transit’ as they enter a new workplace. In order to understand how
different content areas in PETE are transformed and transmitted into school physical education,
and how pedagogic discourses are recontextualised in these contexts, we need to apply methodo-
logical approaches that can develop cumulative knowledge about transitions from PETE to physical
education, i.e. approaches that can answer the question if PETE is significant and how. We would
argue that these issues pose a number of challenges:
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(1) How can research projects that take longitudinal features into account be designed?
(2) What types of data and continuous data generation strategies are needed so that contact with

beginning teachers after they graduate, and transition into the workplace, can be maintained?
(3) What conceptions of content areas and their transformation from teacher education to school

practice does this type of study imply?
(4) What theories can help in an understanding of how different content areas are constructed and

transformed in the journey from PETE to teaching practice?

In the following, we will outline and illustrate a methodological approach that addresses these
challenges. In order to understand the methodological approach suggested in this paper, the con-
ceptualisation of content deserves clarification. In PETE and in school physical education, the con-
ceptualisation of content is messy and has been debated with regard to different culturally
dependent meanings (see, for example, Backman and Barker 2020). In this paper, we use content
area to describe how learning activities take shape in subject matter courses in PETE. Examples
of content areas in the context of Swedish PETE (where the authors are positioned) are as follows:
invasion games, sports history, body image, outdoor education – or, for the purpose of illustration –
Assessment for Learning (AfL). However, we suggest that the methodology described and discussed
in this paper could be applied in any content area.

The purpose of this paper is thus twofold. First, we develop and present a methodological
approach for investigating the transition of content areas from courses in PETE into teaching prac-
tice in school physical education. Our idea is that this part of the paper can be helpful to anyone
interested in the transition from PETE to school physical education, regardless of content area.
Second, we will illustrate the potential utility of this methodological approach in longitudinal
studies by showing how one particular content area, AfL, was investigated through the use of
methods and theories described in the first part of this paper.

Background

Methodological approaches used in general teacher education to understand the
transition from teacher education to school teaching practice

As reflected in several reviews, there is a plethora of work on the preparation of teachers for teach-
ing subjects in schools (BERA 2014; Cochran-Smith et al. 2015; Ingvarson et al. 2014; Tatto 2015).
Cochran-Smith and Villegas (2015) outline three major study clusters: (a) research on teacher prep-
aration, accountability, effectiveness and policies; (b) research on teacher preparation for the
knowledge society; and (c) research on preparing teachers for equity and diversity. While they
found many studies on how teacher education can change preservice teachers’ beliefs and values,
they identified a lack of studies on how teacher education can influence preservice teachers’ teach-
ing practice. Investigations of this journey from teacher education to the teaching profession
demands more longitudinal approaches (BERA 2014), and Cochran-Smith and Villegas (2015,
117) conclude that ‘we need more research that goes beyond assuming that changing teacher can-
didates’ beliefs necessarily leads to different behaviours and actions in their classrooms’.

The above-mentioned investigations suggest there to be a lack of knowledge on which research
methodologies have proven to be the most successful with regards to investigating the influence that
teacher education has on school teaching practice (BERA 2014; Ingvarson et al. 2014; Tatto 2015).
One exception is Martin and Dismuke’s (2018) work, which used mixed-methods and complexity
theory in an investigation of links between teacher education coursework in writing and subsequent
teaching practices. They found that involvement in writing courses had a positive effect on later
professional development in writing. While we acknowledge the importance of their work, our
opinion is that Martin and Dismuke’s (2018) study does not address the full journey of preservice
teachers’ professional development as it focuses on how working teachers can develop their
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teaching practice by returning to take teacher education courses. Our impression is that there needs
to be more research examining the phase when newly graduated preservice teachers leave university
and enter the workplace as teachers.

Methodological approaches used in PETE to understand the transition from PETE to
school physical education

Over recent decades, there has been a significant increase in research on the influence PETE has on
school physical education. The literature emphasises the lack of alignment between PETE and
school physical education, for example with regards to issues of social justice, morals, and ethics
(Enright et al. 2018); critical pedagogy (Philpot and Smith 2018); norm-critique (Whatman, Quen-
nerstedt, and McLaughlin 2017); and the implementation of content areas such as AfL (Macken,
MacPhail, and Calderon 2020; Tolgfors et al. 2021). However, there are also studies claiming the
strong potential of PETE to produce and maintain messages through educational systems, for
example when it comes to the philosophical and pedagogic beliefs relating to physical education
(Fyall 2017) and what pedagogic discourses preservice teachers find attractive in a neo-liberal edu-
cation-market (Kårhus 2010).

Many scholars investigate issues in the PETE context during school placement studies, often
through the voices of preservice teachers, and then discuss the potential consequences for school
physical education based on their findings (Dowling 2011; Enright et al. 2018; Fyall 2017; Lor-
ente-Catalán and Kirk 2016; Macken, MacPhail, and Calderon 2020; Philpot and Smith 2018;
Whatman, Quennerstedt, and McLaughlin 2017). This is similar to studies focusing on the pro-
fessional development of physical education teachers from an occupational socialisation theory per-
spective (Curtner-Smith, Hastie, and Kinchin 2008; Hemphill et al. 2015). Curtner-Smith, Hastie,
and Kinchin (2008), for example, proposed that professional and organisational socialisation could
explain the extent to which beginning teachers implemented the Sport Education Model in their
teaching. Further, Hemphill et al. (2015) demonstrated that Case Based Learning may provide a
method that could enhance preservice teachers’ cognitive growth and their focus on future teaching
situations.

In both teacher education in general and PETE specifically, few empirical studies exist that have a
longitudinal perspective on the journey of the preservice teacher from teacher education to school
teaching practice. There exist a couple of longitudinal studies on preservice teachers during certain
periods in PETE (e.g. Christensen et al. 2018) or certain periods as teachers within school (e.g. Keay
2009). None of these studies shed light on how preservice teachers construct particular content
areas when they move from PETE to school physical education.

However, there is one important exception to this, and it is the work of Rossi, Christensen, and
Macdonald (2015). They studied how preservice teachers in physical education learn their pro-
fession by focusing on workplace learning. In a longitudinal project, they followed preservice tea-
chers on their journey from school placement in PETE to their entrance into the workplace as
physical education teachers. More specifically, their object of research was how professional learn-
ing processes take form in physical education staff rooms in schools (Rossi, Christensen, and Mac-
donald 2015).

What we find to be missing are empirical studies on how particular content areas in PETE
(such as AfL, invasion games, sports history, body image, outdoor education) are constructed,
transmitted, and transformed in terms of pedagogic discourses during the preservice teachers’
journey from PETE to school physical education teaching in schools. Our ambition is thus to
add to the knowledge base that builds on longitudinal studies focusing on the journey of pre-
service teachers to beginning physical education teachers. In our search for answers on how con-
tent areas take shape when preservice teachers move from PETE to physical education teaching
practice, we were inspired by Bernstein’s (1996) theory of how pedagogic discourses in edu-
cational systems are constructed, recontextualised, and realised through the pedagogic device.
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We were also inspired by Ball’s (2003) theory of performativity, which helped us to identify
different fabrications of what a particular content area in PETE becomes in physical education
teaching. Here we add to this knowledge base by developing and illustrating a methodological
approach for investigating transitions from PETE to school physical education. Examples of
research questions that address this knowledge gap and that we suggest and relate to in the
remainder of this paper are as follows:

(1) How are pedagogic discourses regarding content areas constructed in PETE in university
courses?

(2) How are pedagogic discourses regarding content areas recontextualised in PETE during school
placements?

(3) How are pedagogic discourses regarding content areas realised in the initial physical education
teaching practice of beginning teachers?

(4) What do content areas become in terms of fabrications in the transition between PETE univer-
sity courses, PETE school placements and school physical education?

Theoretical framework

In this section, we first present our use of Bernstein’s pedagogic discourse and second, Ball’s ideas
relating to performativity. We then argue for how the combination of these can be used to move
between questions on how content areas are constructed and recontextulised as pedagogic dis-
courses in different contexts in PETE (Bernstein 1996) and what content areas become in terms
of different fabrications (Ball 2000).

How are content areas constructed and recontextualised in PETE, and how are they
realised in school physical education?

Several studies on teacher education (see, for example, Alvunger and Wahlström 2018; Beach and
Bagley 2012) as well as on PETE (see, for example, Munk Svendsen and Tinggaard Svendsen 2016)
clearly demonstrate that Bernstein’s (1996) ideas of how pedagogic discourses are constructed, recon-
textualised, and realised can contribute with an in-depth understanding of the transformation of
content areas. Bernstein (1996) suggests that pedagogic discourses contain not only content but
also values (for example, PETE educators’ personal preferences in terms of how to present content
areas), which means that teaching about the same content area in PETE often differs between tea-
chers. According to Singh (2015), teacher education and teacher educators have important roles in
the system of rules and principles on which pedagogic discourses are constructed. She argues that a
pedagogic discourse is a ‘regime of rules or principles of power and control by which knowledge
(content, skills and processes) is selected and organized for pedagogic purposes’ (Singh 2015, 367).

Pedagogic discourses are shaped when content areas from different contexts (for example, PETE
and school physical education) meet, and are regulated at different levels. At the distributive level,
the boundaries for the possible/thinkable and the impossible/unthinkable expressions of content
are constructed in, for example, research, course literature, and policy documents. Further, the ped-
agogic discourses regarding content areas in PETE and in school physical education are shaped
through processes of recontextualisation. During this process, pedagogic discourses constructed
in PETE meet pedagogic discourses constructed in school physical education.

According to Bernstein (1996), the recontextualisation process suggests that certain pedagogic
discourses (i.e. the regulative ones) tend to dominate others (i.e. the instructional ones). For
example, Macdonald, Kirk, and Braiuka (1999, 43–44) have suggested that ‘the regulative discourse
of the physical activity field, the communities of practice of sport, physical recreation and exercise
has similarly shaped discourses in schools and universities’ (see also Hay, Tinning, and Engstrom

PHYSICAL EDUCATION AND SPORT PEDAGOGY 5



2015). This process of recontextualisation may be studied through, for example, observations and
reflective interviews. At the evaluative level, the specific pedagogic discourses expressed in the class-
room are realised. The process within which pedagogic discourses meet and are regulated through
distributive, recontextualising, and evaluative rules are by Bernstein (1996) called the pedagogic
device. A complexity that is built into the pedagogic device and that operates in the transition
from PETE to school physical education is that content areas in PETE can have their equivalent
as content areas in school physical education (as in the case with invasion games), but they can
also be transformed into teaching methods (as in the case with AfL).

What do particular content areas become in the transition from PETE to school physical
education?

Some researchers of general teacher education and of PETE combine Bernstein’s theory with ideas
from Ball (2003) to illustrate how teacher education and PETE have adapted to neo-liberal ideol-
ogies and become a market for consumers (Kårhus 2010; Singh 2015). Ball’s concepts, such as
the concept of fabrication, can here be useful in an analysis of what content areas become in the
transition from PETE contexts to physical education contexts, thus adding to the Bernsteinian
focus on how. According to Ball (2000, 10), ‘the particular disciplines of competition encourage
schools and universities to ‘fabricate’ themselves to manage and manipulate their performances
in particular ways’ [authors’ emphasis]. In line with Ball (2000, 2003), fabrications of content
areas must be understood in relation to a widespread performativity-culture in the educational sys-
tem that is imbued with ideas of productivity, effectivity, and maximisation. A fabrication of a con-
tent area is to be seen as the product of what is performed in the interactions between different
agents in PETE and can thereby provide a tool by which to analyse what content areas in PETE
and in school physical education become in an educational context.

Along with Braun and colleagues (Braun et al. 2011), Ball also emphasises the importance of
school contexts and the way different contextual dimensions (situated, professional, material, exter-
nal) can function as enablers and constraints when it comes to the implementation of educational
policy. The work of Singh (2015), as well as that of Kårhus in PETE (2010), builds on a combination
of ideas from Bernstein and Ball. However, Singh (2015) and Kårhus (2010) reason around what
potential consequences pedagogic discourses in higher education might have for teachers and
teaching practices in schools rather than explore empirically the transitions from PETE to school
physical education. What we add is that the combination of Bernstein (1996) and Ball (2003)
can be used to analyse empirical data and shed light not only on how pedagogic discourses regard-
ing different content areas are recontextualised in PETE (on the one hand) and within school phys-
ical education (on the other hand), but also on what content areas become in terms of fabrications
in the transition from PETE to school physical education. This is an area that as far as we know has
seldom been investigated.

Study design suggestion

To investigate the transition of content areas from PETE to school physical education, and to
address the presented challenges and potential research questions as outlined, we would argue
that it is reasonable to start at the distributive level on which pedagogic discourses are produced
(Bernstein 1996). Course literature, course syllabi, unit outlines, and lesson plans, together with
recordings from lectures and practical units during PETE, can constitute important empirical
material for this. We further suggest using recordings of seminars in which students discuss course
literature, written assignments in which students interpret the content area, and/or recordings of
practical lessons as data, depending on which content area is under investigation.

The school placement is a further valuable yet also complex component of PETE. On the one
hand, the school placement means a step closer to the reality of school in the form of meetings
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with school cultures, teachers, and students, while on the other hand, there are built-in limitations
with regards to feeling ‘at home’ (Christensen et al. 2018; Rossi, Christensen, and Macdonald 2015),
making your voice heard (Enright et al. 2018), implementing content areas (Macken, MacPhail, and
Calderon 2020), and establishing relations with students (Tolgfors et al. 2021). Intensified collab-
oration between schools and universities is often brought forward as a potential solution for making
school placements more authentic (Amaral-da-Cunha et al. 2020; MacPhail, Tannehill, and Karp
2013). During school placements, we suggest using observations combined with stimulated recall
(SR)-interviews (Vesterinen, Toom, and Patrikainen 2010) to capture the recontextualisation of a
content area in PETE (Amaral-da-Cunha et al. 2020; Tolgfors et al. 2021).

Observations and SR-interviews can also be used when preservice teachers work as school phys-
ical education teachers to capture how the pedagogic discourse is recontextualised as well as what
the content areas become in school physical education. As several studies highlight, the critical
reflection of preservice teachers and teachers on physical education teaching for their professional
development as teachers is of utmost importance (Dowling 2011; Fyall 2017; Philpot and Smith
2018). To stimulate reflection on teaching practice, SR-interviews have proven to be a favourable
method (Endacott 2016). SR-interviews involve being able to observe video-recordings of one’s
own teaching while simultaneously being prompted to express thoughts on decisions and actions
(Vesterinen, Toom, and Patrikainen 2010). According to Endacott (2016, 32), this methodology
‘situates teachers’ learning within the social context of their practice’ and ‘enables the observer to
target deeper understandings of practice’.

In order to meet the longitudinal challenge presented by studies of transitions from PETE to
school physical education, it is crucial to maintain contact with preservice teachers when they
enter the profession as physical education teachers. In this regard, closed groups on social media
can, as suggested by Goodyear, Casey, and Quennerstedt (2018), be useful and serve to support
knowledge sharing and learning between preservice teachers, beginning teachers, and teacher edu-
cators/researchers. As suggested in several studies, there are many opportunities for learning in
online communication (Casey, Goodyear, and Armour 2017; Goodyear, Casey, and Quennerstedt
2018). These online discussions can then, together with observations and SR-interviews, be used as
data to capture the sense of being in transit during the journey from PETE to school physical
education.

The challenges outlined in the introduction demand a certain type of methodology and – as we
have suggested – empirical material. As a consequence, we would argue that the described meth-
odology makes it possible to say something not only about how the construction, recontexualisation
and realisation of pedagogic discourses regarding content areas between university (including the
school placement) and schools take place (Bernstein 1996), but also about what content areas in
terms of fabrications become (Ball 2003) in the transition between these contexts.

An illustration of the methodology

In the second part of this paper, we will illustrate the potential utility of the methodological
approach in longitudinal studies by showing how one particular content area, AfL, was investigated
through the use of methods and theories described in the first part of this paper. In the choice of
what content area to study, content with a clear object of learning often facilitates the research pro-
cess. Our reasons for the choice of AfL start from it being brought forward as a potential solution to
the long-lasting lack of alignment between learning objectives, teaching, and assessment in school
physical education (Hay and Penney 2013; MacPhail and Halbert 2010), as well as in PETE (Lor-
ente-Catalán and Kirk 2016; Macken, MacPhail, and Calderon 2020). We also assumed that preser-
vice teachers had little experience of AfL compared to other content areas in PETE, which helped us
clarify and delineate the object of learning. Other PETE content areas that fill these criteria are, for
example, aesthetical forms of dance, critical perspectives of health, models like TGfU, and issues of
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social justice in physical education. But again, we would argue that what we suggest has the poten-
tial to be used in any content area in PETE.

In relation to AfL, Lorente-Catalán and Kirk (2016) emphasise that the transition from uni-
versity to teaching in schools is especially problematic with regard to which assessment strategies
are implemented in schools. Consequently, it is reasonable to assume that the pedagogic dis-
course of AfL is likely to find new expressions during the transition to the school context.
AfL is also of particular interest since it is a content area in PETE that should be transformed
not into a content area for pupils to learn but into a way to work and assess in school physical
education.

With the described methodology as our starting point, the specific purpose of the project under-
lying this illustration was to investigate how AfL, seen as a pedagogic discourse, is constructed
within campus-based studies in PETE at two universities in Sweden, how it is further recontextua-
lised in school placement studies in PETE, and, finally, how it is realised in school physical edu-
cation. A further purpose was to analyse what AfL becomes in the transition from campus-based
courses in PETE to school placement studies in PETE, and finally to school physical education.
The theoretically based questions for our analysis were as follows:

(1) How are pedagogic discourses regarding AfL constructed in different educational contexts in
PETE and school physical education?

(2) How are pedagogic discourses regarding AfL recontextualised in the transition between differ-
ent educational contexts in PETE and school physical education?

(3) What fabrications of AfL are produced in the transition between different educational contexts
in PETE and school physical education?

The project that underlies this methodological discussion is longitudinal and will run over five
years (2019-2023). The project follows five groups of PETE students (with between 8 and 12 pre-
service teachers in each group) from two different PETE institutions in Sweden over a two-year
period, from the last year of PETE until their first year as physical education teachers. In this
paper, we will not be able to show the results of the whole project (see Tolgfors et al. 2021). Instead,
in order to illustrate the usefulness of the methodological approach described above, we provide a
few empirical samples from the studies of (i) how AfL is constructed as a pedagogic discourse at
university, (ii) how AfL is critically reflected on when SR-interviews are used, (iii) how AfL is dis-
cussed in social media during the transition from PETE to school physical education, and (iv) what
AfL becomes in terms of fabrications.

Afl at university – an ideal pedagogic discourse

In the campus-based assessment course (the distributive level), the construction of AfL is based
on the pedagogic discourse presented in research and course literature. The five key strategies of
AfL form a point of departure for the further recontextualisation (Black et al. 2004). One of the
learning outcomes for the campus-based assessment course at one of the universities reads ‘the
student should demonstrate an understanding for pedagogic assessment in relation to the pro-
fession’ and the task is for the preservice teacher to ‘problematise assessment for and of learning’
in a reflective paper. In the campus-based course, the pedagogic discourse of AfL was expressed
somewhat idealistically by the preservice teachers. In a seminar, preservice teacher G said ‘I can
imagine AfL in everything’ and preservice teacher E stated ‘I really believe in this way of learn-
ing [AfL]’. The ideal and regulative pedagogic discourse that was introduced at university also
became visible when the preservice teachers reflected on their experiences from collaborating
with physical education teachers during their school placements. Preservice teacher G said ‘I
think it can be difficult to have a colleague who doesn’t know anything about AfL’ and further
stated ‘it seems that the university is far ahead when it comes to AfL, and the others are a step
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behind’. The lens of Bernstein (1996), which have lately shown to be useful for exploring assess-
ment discourses in PETE (Hay, Tinning, and Engstrom 2015), shows, firstly, that the construc-
tion of the pedagogic discourse regarding AfL in the campus-based course at university is very
similar to that of the literature. Secondly, the pedagogic discourse of AfL at university seems to
be raised as a desirable ideal.

Stimulated recall – critical reflection on a (marginalised) pedagogic discourse of AfL in
school teaching

SR-interviews, involving observation by way of video-recordings and follow-up interviews, offer
possibilities for enhanced reflection on teaching and content (Endacott 2016). In the example
below, the former preservice teacher E, in his/her new position as physical education teacher, is
prompted to reflect on a class s/he just had in hit-full-body-workout (strength training to
music). In this class, E was instructing pupils from the front of the classroom while following
another instructor on a tablet. The group of pupils was instructed to follow E’s movements.

E: The pupils could do this themselves [follow the instructor on the tablet]… they could do that… [silence]
… and then they could be in groups instructing each other. (…) When we did this before, they weren’t fol-
lowing me, but instead they followed a clip on YouTube. I followed it too!

Researcher: Did you notice any differences from that time compared to now? (…) From what I could see, there
was quite a distance between you and the group? It wasn’t like you gave feedback to anyone?

E: No, I thought about that too! In that sense, it was better last time. It feels a bit stupid… it feels better doing
it yourself [instructing without following a clip], even though it doesn’t really have to be negative. (…) If I had
had more time, I would have practised for this so that I wouldn’t have had to follow the clip… because now I
have to check the tablet instead of focusing on them [the pupils].

The researcher actively prompts E to reflect on alternative ways to instruct (Endacott 2016), in this
case with regards to one of the key strategies of AfL – feedback (Wiliam 2011). E becomes aware of
how his/her focus on the screen limits interaction with the pupils and therefore comes up with ideas
about letting the pupils lead themselves or having them follow a clip so that s/he can give themmore
feedback. The quote above illustrates how one of the AfL-strategies here is lost because of the intense
focus on instruction, but when prompted to reflect on his/her behaviour, E comes up with ideas for
new feedback strategies. As it appears, from the perspective of one of the preservice teachers who took
part in the study, part of this recontextualisation, or perhaps marginalisation, of a key AfL-strategy is
due to limited preparation time. Here, the SR-interview not only serves to identify an instructional
school-related pedagogic discourse, but it also helps the teacher to develop his/her teaching and to
recall how AfL was introduced during the campus-based course (Endacott 2016).

Social media – capturing the transition from preservice teacher to beginning teacher

A way to find out about what happens between the time teacher students leave university and enter
the teaching profession is to provide themwith tools with which they can report back to PETE.When
graduating from their PETE university, the project participants were invited to a closed Facebook
group. Below, an online discussion about the challenges of implementing AfL in school physical edu-
cation illustrates how online forums enable beginning physical education teachers, in this case, who
are one month into their job, to learn from each other and to reflect on their teacher education.

E: Have you used any AfL-strategies yet? I’ve had problems getting going with them. I try to make aims visible,
but I’d like to have more group discussions and self-reflection (…), but that means lots of responsibility for the
pupils…

B: I always talk about the purpose of a lesson or a content area. I’ve tried to reflect together with the pupils at
the end of the lessons, but they aren’t used to that. They’re very impatient and want to finish the lesson as soon
as possible.
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E: For me, it’s mostly been about getting to know the pupils and understanding everything…

The conversation between teacher E and B illuminates the struggle that beginning teachers have
trying to balance the implementation of content areas learnt during PETE, such as in this case
some of the key learning strategies from AfL (Wiliam 2011), with the reality shock of entering
their new profession (Starck et al. 2020). Besides the communicative advantages of using social
media in our methodology (Casey, Goodyear, and Armour 2017; Goodyear, Casey, and Quenner-
stedt 2018), we can also make stronger claims in terms of how AfL is recontextualised and fabri-
cated during the transition from PETE to school physical education.

What does AfL become in terms of fabrications during the transition from PETE to school
physical education?

The discourse of measurability and accountability that dominates contemporary ideology in schools
and teacher education (Ball 2003; Braun et al. 2011; Singh 2015) is also expressed in terms of a per-
formance culture in physical education (Evans and Davies 2006). As illustrated by preservice teacher
D below, who reflects on his/her experiences from the PETE school placement course, there is heavy
emphasis on a summative assessment in school physical education in Sweden, and therefore ideas of
AfL are concealed (Redelius, Quennerstedt, and Öhman 2015; Tolgfors and Öhman 2016).

The older one [of the supervisors] was like ‘I assess you continuously!’. And then it will all end up in a grade
… I think it [the talk of AfL] is a bit contradictory… I don’t hear the feedback, ‘cause it’s all just about sum-
mative assessment all the time.

Obviously, the idealistic and regulative pedagogic discourse of AfL that preservice teacher D was
introduced to at university (Wiliam 2011) is likely to be recontextualised into something new
when it is journeyed through PETE and into physical education. Preservice teacher D (above)
describes a contradiction in that the pedagogic discourse of AfL at university does not seem to
be valued in schools, where the discussion instead is mostly about performance, measurement,
and summative grading. This pedagogic discourse of assessment in schools is not only reproduced
in policy documents (Evans and Penney 2008) but also upheld by students (Redelius and Hay 2012),
as illustrated by preservice teacher F below.

Unfortunately, many pupils have the notion about physical education that it is about performance, perform-
ance, performance, and then you get graded on that. Not for all pupils, but for the majority of them.

In a sense, AfL then becomes ‘AfL as grade generation’ (Tolgfors et al. 2021) enacted under the con-
textual conditions provided. In this way, a performativity-perspective (Ball 2003; Singh 2015) enables
us to make claims regarding what AfL becomes in the transition between educational contexts in
terms of different fabrications. At a time when pedagogic discourses in schools are imbued with
summative aspects of assessment, the combination of Bernstein (1996) and Ball (2003) thus pro-
vides answers as to how recontextualisations of pedagogic discourses take place and what the ped-
agogic messages are recontextualised into.

Conclusions

To draw conclusions from the methodological discussion in this paper, we return to the challenges
posed in the introduction and the suggestions for research questions. There are a number of studies
on PETE that focus either on preservice teachers’ perspectives and discussions on potential conse-
quences for future teaching (see, for example, Dowling 2011; Lorente-Catalán and Kirk 2016;
Macken, MacPhail, and Calderon 2020) or on physical education teachers’ perspectives and discus-
sions on potential reasons for their current teaching in their prior education (see, for example, Back-
man 2011; Curtner-Smith, Hastie, and Kinchin 2008). There is accordingly a lack of longitudinal
studies following preservice teachers in PETE, and their view of content areas, on the journey
from university to professional practice as teachers in schools. Following the design and

10 E. BACKMAN ET AL.



methodology described in this paper implies not only discussions about what content areas can
potentially become on the journey from PETE to school physical education, but it can also provide
answers to how content areas are transformed in and between these contexts. The unique complex-
ity characterising PETE school placement studies (Amaral-da-Cunha et al. 2020; MacPhail, Tanne-
hill, and Karp 2013; Tolgfors et al. 2021), with features from university as well as from school, needs
to be acknowledged in a longitudinal research design with the ambition to investigate how content
areas take shape in the transition from PETE to school physical education.

The suggested methodology, involving SR-interviews after filmed observation of teaching (Ves-
terinen, Toom, and Patrikainen 2010), includes a directness and an immediateness in the reflection
on teaching practice (Endacott 2016) that cannot be attained by separate in-depth interviews or
observations. Furthermore, although establishing groups on social media for educational purposes
is not without its challenges (Casey, Goodyear, and Armour 2017; Goodyear, Casey, and Quenner-
stedt 2018), it is still an effective and easily accessible strategy (compared to, for example, standard
face-to-face interviews) for maintaining contact with beginning teachers and for investigating the
recontextualisation of content areas through their perspectives.

As previously described, we deliberately chose a content area (AfL) that we assumed preservice
teachers had little experience of before they began PETE (Lorente-Catalán and Kirk 2016). The lack
of previous experience and pre-understanding among preservice teachers provides AfL with a clear
object of learning in PETE. This object of learning is because AfL is new when it is presented to the
students, and it also facilitates the research process. Similarities can be seen in other PETE content
areas, such as aesthetical forms of dance, critical perspectives of health, models like TGfU, and
issues of social justice in physical education. Another aspect of AfL that is unlike several other con-
tent areas in PETE (e.g. invasion games) is that in the transition from PETE to school physical edu-
cation, AfL is transformed from a content area into a teaching method. When considering what
content area to choose for this type of study, we accordingly suggest a wide conception of content
– and not only content areas in PETE that have their direct equivalent in school physical education
(see Author 2020 for further discussion).

The described methodology implies a combination of the theoretical concepts of Bernstein and
Ball. These theorists, along with others (for example, Bourdieu and Lawson) have primarily been
used singularly in former studies of preservice teachers or teacher educators in PETE (Christensen
et al. 2018; Curtner-Smith, Hastie, and Kinchin 2008; Enright et al. 2018). We claim that the
suggested combination of theoretical perspectives enables us to say something not only about
how pedagogic discourses regarding content areas are constructed, recontextualised and realised
(Bernstein) in PETE and school physical education, but also about what content areas become in
terms of fabrications in the transition between these contexts (Ball). Combining the mentioned the-
orists has been proven fruitful for understanding general teacher education (see e.g. Singh 2015) as
well as wider education policy and practice (see e.g. Ivinson 2012). We suggest that more scholars
involved in PETE should follow their lead. To conclude, we argue that the methodological research
design described can be used to explore different content areas in PETE and that this methodology
can accordingly contribute to knowledge about how PETE matters for school physical education.
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