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Abstract
This study reports on the use of a purposefully designed bespoke mobile
website, as part of a gymnastics module of work (10 weeks), on a Post
Graduate Certificate of Education course in 2014. This involved 23 (f = 13 / m
= 10) secondary physical education (PE) pre-service teachers, a teacher
educator (female) and me (researcher, website designer and teacher
educator). Additionally, a pilot study was conducted in 2013 (2 weeks),
involving 24 PE pre-service teachers, with the aim of testing the mobile
website’s usability. The intent of the mobile website was to support the
development of pedagogical content knowledge and constructivist pedagogies
of PE pre-service teachers, as they learnt to teach gymnastics.
Framed within an interpretivist paradigm, and informed by a constructivist
grounded theory, the qualitative data from module observations, focus groups,
semi-structured interviews, reflexive video diaries and lesson observations,
were analysed as part of an iterative process (Tracy, 2013). Analysis of the data
revealed the mobile website to be a useful resource in developing PE preservice teachers’ understandings and interpretations of pedagogy as part of a
complex and socially constructed process. In general, the PE pre-service
teachers’ experiences during the gymnastics module of work gave them the
opportunity to engage with and recognise a holistic notion and interpretation of
pedagogy associated with the use of the mobile website. However, whilst the
PE pre-service teachers gave credibility to this university-based training, for
most of them it was their school-based experiences as part of their physical
education teacher education (PETE) programme which dominated, and which
had the most influence on their actual teaching practices. Macro polices, such
as behaviour management, physical activity levels and rapid progress were
identified and reflect neoliberalism, which currently drives performativity in
English schools (Evans and Davies, 2014), with most of the PE pre-service
teachers’ PE practices being reflective of the dominant discourses of ‘PE-assport-techniques’ (Kirk, 2010). Consequently, the mobile website was
predominantly used by PE pre-service teachers to develop their content
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knowledge, as it provided them with access to an array of movement
vocabulary and an ‘ideal model’ (e.g. video demonstrations) of the correct
technique. This was readily used to offer demonstrations (particularly in place
of the PE pre-service teachers’ own lack of ability to personally demonstrate)
and enabled the holistic notion of pedagogy, which was ignored when planning
and assessing.
Findings from this study serve to better the understanding of PE pre-service
teachers’ necessity to prioritise content knowledge over other knowledge bases
and facilitate an appreciation of the ambiguity around the role of the physical
body in affirming PE pre-service teachers’ own teaching identity. They also
point to the need for a more informed understanding of how PE pre-service
teachers are professionally socialised. In this respect, it was also important to
consider my own position in the study reflexively, as this was influential on the
data collection, interpretation of findings and on the pedagogical use of
technology. It is therefore recommended that a more informed consideration
and nuanced interrogation of the use of pedagogical tools, such as the mobile
website, is needed.
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Chapter One: Introduction and background
to the research
1.1 Introduction and Rationale
This thesis is concerned with PE pre-service teachers’ developing pedagogies,
as they learnt to teach gymnastics using a mobile website that I (a teacher
educator) had designed. The participants in this study were enrolled on a oneyear post graduate certificate in education (PGCE); a 36-week course, 10
weeks of which were devoted to a practical gymnastics module at the university,
led by an experienced teacher educator. This introduction aims to provide the
reader of this thesis with an insight into the evolving nature of my role
throughout the research process (as researcher and lecturer) and the
subsequent juxtaposition with the research objectives, which are identified at
the end of this chapter (see section 1.5).
The initial rationale for conducting research in this area was based upon the
limited content knowledge profiles and narrowly defined pedagogies employed
by teachers when teaching curricular gymnastics (Ofsted 1, 2009, 2013). This
0F

was reinforced by the anxieties experienced by PE pre-service teachers when
asked to deliver gymnastics as part of their PETE courses, as identified by
myself, a higher education (HE) lecturer in PE. The nature and extent to which
content knowledge deficits cause anxieties amongst PE pre-service teachers,
particularly in gymnastics, are equally shared in the literature (e.g. Herold and
Waring, 2011; Sloan, 2007). Given this reporting, it could be argued that the
nature of the resources that are available to support the development of PE
pre-service teachers’ content knowledge and pedagogical content knowledge
in gymnastics are perhaps inadequate (Benn, Benn and Maude, 2007; Mauldon
and Layson, 1989; Sabin, 2001; Williams 1997). In conceptualising this study,
the question for me as a lecturer/researcher was how to best go about
addressing this through research-informed practice. Consequently, I decided to
embrace and develop the digital literacy of PE pre-service teachers by
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designing a mobile website (www.teachgymnastics.co.uk), that could assist
them with their content knowledge and foster them with an appreciation and
adoption of a more constructivist pedagogy. Additionally, designing a mobile
website was considered timely, as the rapid advancements in digital
technology, whilst transforming everyday life, were perceived to have not yet
transformed PE pedagogy (Casey, Goodyear and Armour, 2016; Rosenthal
and Eliason, 2015).
The mobile website was designed with content knowledge and pedagogical
content knowledge in mind, and I had initially (and perhaps naively) anticipated
that the teacher educator, having observed me use the mobile website in the
2013 pilot study, would adopt and model my proposed pedagogy to the PE preservice teachers throughout the main data collection in 2014 (see also section
4.5). This would have enabled me to evaluate mobile website effectiveness in
assisting with PE pre-service teachers’ content knowledge and its potential to
offer them a more informed constructivist pedagogy. Consequently, the initial
research questions (see below), sought to capture the extent to which I had
initially focused on the mobile website as a resource, which could enhance
pedagogical practice:
1. What is effective gymnastics pedagogy?
2. Does the learning tool enhance the PE pre-service teachers’ contentspecific pedagogy?
3. How will an understanding and development of content-specific pedagogy
improve the PE pre-service teachers’ delivery of curriculum gymnastics?
4. How can we improve gymnastics pedagogy?
5. Can a technological learning tool improve the teaching of gymnastics?
(Research diary entry, November 2012).
However, over time there was an increasing realisation that my role in the
research process was not going to be limited to observer and that my
involvement in the study would be much more intricate and personal than I had
expected. In the first instance, it transpired that the teacher educator was not
comfortable using the mobile website, which meant that I had to adopt an
2

additional role within the study, as an active teacher educator. Whilst there was
no intention to conduct autoethnographic 2 research, taking on a teacher
1F

educator role at various times throughout the module forced me to reflexively
consider the influence that I had on the research, as I became inextricably
linked to the process (see also section 1.3). On reflection, my naivety was
perhaps reflective of an apprentice researcher, who was passionate about
informing practice, whilst less concerned with the processes and complexity of
qualitative research. On completion of the research project, I remain protective
over the mobile website that I had spent hours designing and constructing, yet,
I have become less concerned over its potential to improve gymnastics delivery
and more passionate about its pedagogical use and how and where it is
situated across the PETE landscape.
The rest of this introduction provides the reader with ‘A Personal Biography’
(see section 1.2) that describes in detail my past experiences and my journey
towards PhD study. The intention is not to simply reflect, but instead, to
recognise my biography’s power in its influence to inform key decisions
(Giddens and Sutton, 2017), such as the mobile website design, initial research
focus and its continuing relevance to the evolving study. Following this, is a
critical discussion of my reflexive position and the potential influence of this in
the research, whilst additionally highlighting the important methodological
decisions that were made, particularly around the role of theoretical sensitivity 3,
2F

a core component of grounded theory. Searching for a suitable methodology
took time; I decided that grounded theory (see section 4.3) would be most
appropriate, as it provided me with a suitable framework to explore a new
pedagogical tool, in relation to that context (Corbin and Strauss, 2008).
Additionally, it evolved as a useable methodology that aligned with my
philosophical underpinnings and allowed me to consider my reflexive position
(see also section 1.3 for further discussion). This enabled my analysis to
progressively build and develop, as I revisited the context, exposing the

Autoethnographic research refers to qualitative research, where self-reflection is integral to
the representation of data and findings (Anderson, 2006).
3 Theoretical sensitivity is the combination of the researcher’s theoretical insights and how they
make use of those insights (Glaser and Strauss, 1967).
2

3

processes that were going on. The revised research objectives, which are
identified at the end of this chapter (see section 1.5), thus reflect the extent to
which my reflexive position and theoretical insights developed throughout the
course of the research process.
1.2 A Personal Biography
Using a bio-pedagogical 4 narrative (Camacho and Fernandez-Balboa, 2006),
3F

which was written retrospectively, aims to give the reader an insight into my
own life experiences with regards gymnastics, PE, the education of young
people and the connections these have with my own pedagogy (Armour and
Fernandez- Balboa, 2001; Camacho and Fernandez-Balboa, 2006; Evans,
Davies and Wright, 2004). Whilst my role as teacher educator was not the main
area of concern in this study, some reflection on this is helpful in understanding
why I constructed the mobile website in the way I did, with the specific
pedagogies I had in mind, and how these were grounded in my biographical
experiences (Coffey, 1999).
Women’s artistic gymnastics (WAG) has been part of my life for more than 20
years, yet, when I registered onto a beginner course at a local club at the age
of four, marginally passing the skills tests, I had not anticipated that it would
play such an integral part in my childhood and teenage years; one where I
became identified as a gymnast by family, friends and teachers. At the age of
seven, I was committed to training 22 hours per week and every fourth Sunday
for eight hours as part of the Lancashire County Squad. This devotion
intensified over time with weekends away across the country, training camps in
York, both Regional and National competitions, and the privilege of spending a
week in Russia to train alongside the Russian team. The time and dedication
meant that competition was taken seriously with a ‘must win’ attitude. This was
reinforced through the club’s desire for gymnasts to be disciplined, train hard,
look smart and commit to training. The head coach George (ex-forces, Navy,
prison warden) used his disciplinary techniques to command exemplary
Bio-pedagogical: This helps us to make connections between pedagogy and life experiences,
by tracing orientations to the source and understanding how they developed (Camacho and
Fernandez-Balboa, 2006).
4
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behaviour into the club’s gymnasts and consequently there was always a sense
of fear in the club. For example, lining up in the right order before rotating to the
next apparatus, wearing the correct attire, training with injuries whilst holding
back the tears and an expectation that posture is always to be maintained. In
fact, an atmosphere was created where parents were merely spectators and
should not be spoken to, shown emotion, ‘eye-balled’ or communicated with,
on any level whilst in the gym and there was always an impulse to compete
against fellow gymnasts in training, which added to the ‘dog eat dog’ mentality.
Missing a session to join my friends at the local park, aged 14, was never an
option, but I guess that was the nature of the sport that I had committed to.
These old school regimes were accepted by gymnasts, parents and the
community, and resulted in my life being governed by gymnastics, yet, I loved
every minute!
Family members equally shared this passion, with my dad investing 15 hours a
week to voluntarily coach at the club, and numerous trips to Lilleshall National
Sport Centre to develop his skills, despite the detriment to his own paid selfemployed work. This passion was rewarded through his own qualifications and
reputation as a high-level coach and regional judge. My mum held some basic
qualifications but took up a more active role in the fundraising, with my younger
sister beginning to follow in my footsteps competing at a local and regional
level. This dedication to gymnastics and what it had offered both my family and
I, opened doors in sport, which I believe led me to the chosen career path of a
PE teacher. Similarly, the values and experiences, the sweat and the tears, the
sense of pride and disappointment and battles with resilience versus feelings
of weakness, have certainly shaped my thinking and will continue to surface in
different ways and for various reasons as I move forward in life.
At the age of 18 I was studying a PE degree (BA hons in Physical Education,
Sport and Dance with QTS 5), whilst still competing at a national level in Sports
4F

Acrobatics. Movement to a less demanding style of gymnastics meant less time
dedicated to training and more time to live the ‘Uni life’. As part of this teacher5

QTS: Qualified teacher status.
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training course, we were expected to develop content knowledge across
several activities, with gymnastics being taught by various tutors in isolated
blocks across the four years. With many students lacking any experience in
gymnastics, I was able to display a distinct advantage in terms of performance
over my peers. At this time, I believed that my expertise as a performer,
together with good content knowledge levels was enabling me to deliver
gymnastics competently on placements, which was reinforced with excellent
feedback from subject and professional mentors. My peers, however, detested
gymnastics in its entirety and in many cases felt anxious about being asked to
solo teach it on their placements.
Four years later, aged 22, and on completion of the degree, I took up my first
teaching post. Young, fresh-faced and eager to promote gymnastics, I set up a
district gymnastics competition that was welcomed by the local schools. On
reflection, it was disconcerting that four out of the six schools could not fill the
18 entrance places across ability levels and not one school entered a male
competitor. After discussions with colleagues, the common trend was that boys
were not offered more than six weeks of gymnastics throughout their secondary
schooling, which was supposedly down to a lack of pupil engagement. At my
school, I was not given the opportunity to interact with the boys, as teaching
was restricted to gender divides and gendered activities. Again, this was
something that, at that time, was not an issue, as it was considered normalised
practice and typically non-negotiable. It was also suggested that continuing
professional development (CPD) was warranted amongst staff in gymnastics,
as some staff admitted to not being familiar with some of the basic skills that I
had listed in the competition criteria.
At the age of 27, I moved to HE, as I wished to move to a more researchinformed practice climate. With this, I took up the post of Lecturer in Physical
Education and School Sport (PESS) and I currently lead on the Contemporary
Issues in Physical Education and School Sport module. This entails delivering
a 24-week programme (48 hours) of practical-based learning on aesthetic
movement (gymnastics, parkour, trampolining and dance) to 2nd year
undergraduates, which is underpinned with theories on the body, movement
6

and associated pedagogies. The engagement of both males and females on
this module fascinated me and continues to do so. Some students thrive on the
competition and risk-taking when performing complex balances and vaults,
whilst others enjoy creating and improving their aesthetic movements. Despite
what has been a largely positive attitude towards the module, students continue
to struggle to employ both content and pedagogical concepts in their praxis. In
fact, for many students, the delivery of gymnastics is avoided on practical
teaching assessments, and, when it is taught, the quality of provision is often
poor, leaving me in turmoil over the crux of the problem.
Keen to learn more and following a similar study by Sloan (2007), I conducted
a small piece of research as part of my PGCert (post graduate certificate) in HE
on the undergraduates’ perceptions towards gymnastics as an activity. During
this study, I came across articles by an American author, Lynda Nilges who
discussed the problems encountered by teachers delivering educational
gymnastics (Nilges, 2000, 2002). For the first time I was able to align my
personal thoughts and experiences with the research in the field, specifically
sharing her commentary that gymnastics skills and sequences were low in level
and uninspiring and in most cases were not a true representation of
formal/artistic gymnastics (Docherty, 1982, 2008).
However, when embarking on my mission to dig deeper into the literature, I was
surprised

to

find

that

minimal

research

or

resources

had

been

published/developed over the last decade on gymnastics, despite importunate
reports by Ofsted (2009, 2013) on the poor quality of teaching and learning in
gymnastics. Perhaps the most influential texts were on educational gymnastics
by Mauldon and Layson (1989) in the 1980s, later developed by Benn, Benn
and Maude (2007). Here, educational gymnastics attempted to position the
learner at the centre of the learning process by creating opportunities for
movement to be experienced and explored rather than replicated (Webster,
2017). Thus far, there has been limited success, when applying this approach
in schools, with criticisms from policy makers on the lack of pedagogical
understanding and complexity of this approach in achieving worthy outcomes,
e.g. the consensus by Ofsted (2009, 2013) in their reports is that exploratory
7

work is often left unrefined and sequence work is often low in quality. This has
been described by Nilges (2002, p.7) as “mat groveling”, with pupils crawling,
crab walking and using other simplified movements to cross the mat with very
limited development or worth (Nilges, 2000a, 2000b, 2002; Severs, 1999a,
1999b). Consequently, I decided to pursue the problems encountered with
curriculum gymnastics in more depth by embarking on a PhD in this area. The
initial goal was to search for an innovative way to re-create the potential of an
activity that was sadly losing ground in PE. With this, I pursued the use of digital
technology as a resource to support teachers and PE pre-service teachers with
their content knowledge and pedagogical content knowledge.
The initial plan was to construct a web-based application/app that could be
downloaded onto several mobile devices and used practically by both teacher
educator and PE pre-service teachers. Below, is a short extract from my first
research diary that describes the key design functions that I had anticipated for
the app:
The app would host multiple short video clips of gymnastics skills related
to several themes used in curriculum PE (e.g. balance, travel and flight).
Skills were to be differentiated by theme, sub theme, skill and level of
ability. For example, users can select the balance (theme), individual
balance (sub theme), intermediate (level) and handstand (skill). The
videos would be visualised from two angles (side and front) to show exits
and entries of the skill, with slow motion options for complex skills, such
as rotations. Video clips will be accompanied by key teaching points and
simple annotations. Navigation through the app needs to be kept simple
for users, through zoom keys, back buttons and clear text/imagery. Users
can register and login, creating user profiles, which can be tracked via the
administrator and Google analytics. The user profile will allow for users to
upload and store videos in their own user area for assessment tracking
and progress. The intention is that the app can be accessed in small
groups, via any digital device and has the potential to create an
autonomous learning environment, where pupils use the videos
independently and at their own pace (Research diary entry, 12.02.2012).
The acceptance of my research proposal at Loughborough University was the
beginning of my journey towards a PhD qualification, but more importantly my
journey as a researcher. The multiple interactions with the people in this
research, and through the different contexts, meant that the study continued to
8

develop in ways that I had not imagined, yet, my personal biography remains
crucial to this evolving process. The next section on Reflexivity, aims to
recognise the influence of myself throughout the research process, starting with
the inevitable connections between my biography and the research objectives.
1.3 Reflexivity
Reflexivity is an important dimension of qualitative research (Berger, 2015), and
requires a critical evaluation of one’s self throughout the research process
(Denzin and Lincoln, 2011). In this respect, Lynch (2000) suggests that
reflexivity is:
“attained through philosophical introspection, an inward-looking,
sometimes confessional and self-critical examination of one’s own beliefs
and assumptions” (2000, p. 29).
However, rather than focusing entirely on increasing self-awareness, reflexive
researchers are also interested in understanding and articulating how they
influence the research process and how the research influences what they
believe and do (Etherington, 2004; Giddens and Sutton, 2017). This was
achieved through an ongoing critical examination of how I, the researcher,
influenced the development and use of the mobile website, as well as the
collection and representation of primary data (Etherington, 2004). This was
crucial, as these decisions were anchored in my own personal and professional
ideologies, values and experiences (Sparkes and Smith, 2014). Therefore, an
understanding of my initial and evolving philosophical position was crucial to
this reflexive process. Accordingly, Hastie and Hay argue that reflexivity:
“is a form of critical self-reflection that requires the articulation of the
researchers’ values, beliefs, investments and life experiences and the
potential influence of these on the collection and interpretation of data and
in communicating research findings” (2012, p. 82).
The extent to which the researcher draws upon reflexivity is dependent upon
its relevance to the research process (Corbin and Strauss, 2008). Thus, I
needed to establish my own position as a researcher, to conduct the research
purposefully (Fernandez-Balboa and Brubaker, 2012). However, my naivety
9

and relatively limited ability to be reflexive in the initial stages of the research
(as mentioned above) meant that I was still consumed by the mobile website
as a ‘resource’ to address a ‘problem’. In retrospect, I can perhaps see that I
was protective over the content, the proposed pedagogical strategies I had in
mind for the participants, and the potential impact I hoped it could have on
pedagogy in this area. As the study progressed, I began to realise that
observing and evaluating the mobile website’s effectiveness would present
several issues, including the explicit identification of my own influence over its
use. For example, my prior experiences as a gymnast, PE teacher and teacher
educator, amongst other things, had led me to presume that ‘my way’ was the
most effective way of teaching gymnastics. Subsequently, there was an
assumption that a) the teacher educator would adopt my pedagogical use of
the mobile website and b) that the PE pre-service teachers would similarly clone
it. In fact, one of the most challenging and disconcerting aspects of the research
was in the reluctance of the teacher educator to use the mobile website (see
section 5.3). This meant, that I had to adopt multiple roles/identities throughout
the

research

process,

moving

between

observer/researcher

and

lecturer/mentor, across the different contexts in line with the evolving nature of
the study. Assuming multiple roles/identities worked to increase the importance
of adopting a reflexive approach because, inevitably, my beliefs about research
and teaching spilt into each other, allowing me to recognise that research can
never be free from all bias (Berger, 2015) (see also section 3.3 and 3.4).
To help understand the changing positions that I encountered throughout the
research journey, I used Thomson and Gunter’s (2011) conceptualisation of
Bauman’s (2004) ‘liquid identities’ 6 . Bauman (2004) believed that people
5F

possess multiple identities and that these change with the context, with new
experiences and with different people. Identities are not fixed at any one time
but instead are constantly negotiated to fit the situation, changing with societal
norms and cultural values. In this sense there is fluidity between these changing
identities. This conceptualisation of fluidity can be related to myself, as the

6 Liquid identities: Bauman (2004) describes identity as liquid, in that it is not fixed from birth,
nor does it remain unchanged. Instead identities are unbound, unstable and fluid.
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researcher, who moves freely between inside (teacher educator) and outside
(observer) the dynamic fields freely (McGinty, 2012; Thomson and Gunter,
2011). Thomson and Gunter (2011) refer to this as the ‘liquid researcher’;
identity is never fixed in that context but instead is fluid and changing (Thomson
and Gunter, 2011).
It is important to note that the decision to move from a predominant observer
(e.g. an outsider to the PE pre-service teachers) to a teacher educator (an
insider) was an informed one and not one of ‘panic’. Reflexivity in this regard
is, as Etherington (2004) suggests, useful for bridging the objectivitysubjectivity dichotomy, which has bedevilled social science research since its
inception. I was still the researcher, yet, the fluidity between my roles gave the
PE pre-service teachers various positions from which to view me. For me, being
aware of those ‘liquid researcher’ movements allowed me to consciously make
and manage a variety of relationships. Whilst the changing of identities could
be viewed as messy in qualitative research (Thomson and Gunter, 2011), for
me it was advantageous, as it resulted in a deeper understanding of the
different power relations between PE pre-service teachers, the teacher
educator, mentors and myself, and the multiple identities I upheld (see also
section 5.4). Additionally, reconsideration of my positioning as researcher in the
project, required me to adjust my role, allowing me to acknowledge and explore
the unexpected processes, such as getting a real sense of the micropolitics at
play (Thomson and Gunter, 2011) (see section 5.5 for further discussion on
micropolitics).
As a relatively novice researcher at the start of their study, I perhaps assumed
that I held little power and influence over the PE pre-service teachers’
pedagogical development, as I was almost seen as a typical student collecting
data for their research project. Yet, through ongoing interactions with PE preservice teachers in focus groups, team teaching, and conversations, my
changing identity (Etherington, 2004; Thomson and Gunter, 2011) encouraged
different group dynamics. As part of this and the associated affirmation, I moved
from an insignificant body, to one that was considered by PE pre-service
teachers as more powerful in its knowledge of both gymnastics and pedagogy,
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which they deemed crucial to their own development on the PGCE course.
However, the implications of the ‘liquid researcher’ (Thomson and Gunter,
2011) were not always as warmly welcomed by the teacher educator and whilst
my relationship with the teacher educator remained professional throughout the
study, there were some tensions (see also section 5.3). This was particularly
evident as the PE pre-service teachers began to seek my advice on lesson
planning and the pedagogies they wished to employ on placements. My
differing identities (e.g. observer, team teacher, mentor) therefore had
implications for the way that the data was collected, the questions that were
asked of the participants in interviews and the interpretations of behaviours
enacted by participants and in the analysis of this data (see section 5.3 for
further discussion).
Next, I aim to build on the notion of reflexivity, through the ways in which I
became self-aware and the potential impact that the different positions and
locations as a researcher had on the data collection and analysis and
interpretations of that data. Thus, having highlighted the reflexive nature of
myself as researcher, I now aim to align it with my theoretical sensitivity and its
integral relationship with and as part of the grounded theory methodology that
I adopted.
1.4 Theoretical Sensitivity
Theoretical sensitivity appeared in Glaser and Strauss’ (1967) initial text ‘The
discovery of Grounded Theory’ to recognise the influence of a researcher’s preconceptions on data collection and analysis. Since this text, it has been
developed and focused upon in subsequent texts (Glaser, 1967, 1992; Strauss
and Corbin, 1998, 2008). Theoretical sensitivity is a “personal quality of the
researcher” (Glaser, 1978, p. 41) and can be described as the combination of
the researcher’s theoretical insight and how they make use of that insight
(Glaser and Strauss, 1967). However, with the multiple versions of grounded
theory, development of theoretical sensitivity can be confusing, particularly for
novice researchers (Bryant and Charmaz, 2007). For example, Glaser and
Strauss (1967) in the original grounded theory version stated that the
researcher's preconceptions should not force or influence their beliefs and
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experiences as to the gathering of data and ongoing analysis of that data. They
did, however, acknowledge that “of course the researcher does not approach
reality tabula rasa” (1967, p. 3) or for want of a better phrase, ‘empty-headed’.
Consequently, in Glaser’s brief commentary, they advised that pre-existing
theories could be useful in providing ‘fruitful insights’ into category building,
though still warning that:
“the researcher who commits themselves exclusively to a pre-conceived
theory will become doctrinaire and will no longer be able to see around
their pet theory” (Glaser, 1967, p. 46).
The embryonic guidelines on theoretical sensitivity, which are presented in
Glaser and Strauss’ (1967) discovery text, can be used as a starting point,
although they fail to make the principles of its use explicit. With no practical
examples of how to develop theoretical sensitivity, questions have been raised
by researchers aspiring to use grounded theory. For example:
1. What exactly defines theoretical sensitivity?
2. How do we go about achieving it?
3. How much of it is enough?
With limited development of the concept of theoretical sensitivity in the original
text (The Discovery of Grounded Theory), and in response to criticisms made
over the methodological claims for pure induction, Glaser (1978) followed by
Strauss and Corbin (1998) have elaborated differently, but more explicitly, on
the relevance and practical implications of a researcher’s theoretical sensitivity
throughout the research process. Glaser (1992) makes specific reference to
professional experience, personal experience and knowledge of the data as
factors that can contribute to theoretical sensitivity. Corbin and Strauss (2008)
similarly refer to the significance of professional experience by saying that it
can assist with a researcher’s understanding of things. However, use of words
such as ‘quality’ and ‘attribute’ tends to appear in Glaser’s texts (1978, 1992),
implying that theoretical sensitivity is almost an innate trait or ability to draw
upon these experiences. Rather than an innate trait, Corbin and Strauss (2008)
explain how sensitivity evolves through a close association with the data, the
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people and the context. This, however, requires the researcher to go into the
research with an open mind, recognising the impact of one’s self and a belief
that the findings are a combination of data and the researcher’s subjective
interpretations (Corbin and Strauss, 2008). For example, with regards to my
study, I, the researcher, entered this field with prior experience of teaching,
performing and coaching in gymnastics and knowledge of the literature on
gymnastics pedagogies, which I had constructed as part of my lecturing
position and previous education (see section 1.2). Important here, was that I
didn’t make judgments of the PE pre-service teachers’ behaviours based upon
my experiences, but instead used the experiences to make meaning of their
behaviours. Taking all of this into account, the active self was useful in providing
insights and was a position that I fully embraced. As such, there was a constant
interplay between an ability to reflect on my own position as researcher/lecturer
(Corbin and Strauss, 2008), and an ability to draw upon my experiences in
conjunction with emerging data; both of which evolved and developed
significantly throughout the process of the research (Charmaz, 2006). This term
‘emergent’ is one of contention, as for some it may assume that the theory
emerges from the data without any prior knowledge on entrance to the research
field. Emergence, for me, is a co-construction of data together with the
researcher’s rich insights into theory (Bryant and Charmaz, 2007).
The different interpretations of grounded theory (e.g. Bryant and Charmaz,
2007; Corbin and Strauss, 2008; Glaser, 1992; Glaser and Strauss, 1967;
Strauss and Corbin, 1998) give rise to questions around whether the literature
should be reviewed at the beginning of the research process to inform its focus.
For example, Glaser (1992) and Glaser and Strauss (1967) have a firm
allegiance to emerging data, thus make the decision to “literally to ignore the
literature” (Glaser & Strauss, 1967, p. 37), fearing that it would influence the
initial focus of the study and in doing so contaminate the data. Strauss and
Corbin (1998, p. 49) warn researchers off conducting a comprehensive
literature review as “they may become so steeped in the literature that they may
be constrained or even stifled by it.” However, they do maintain that concepts
derived from the literature can be of significance when comparing data for
similarities and differences. Whilst using literature to frame the study for Glaser
14

and Strauss (1967) is problematic, with researcher experience comes
knowledge of the literature; thus, there needs to be a balance between using
and exploring the literature at the right times (Bryant and Charmaz, 2007). The
framing of this study was pragmatic, given that my personal experiences,
knowledge of the literature together with the potential to build on what was
already known needed to be conducted in a short time scale. For example, my
personal feelings and concerns as a performer and lecturer stimulated me to
read around the problem of inquiry in the first instance. It should also be noted
that I entered this study with an aim to achieve, specific outcomes, in a specific
area of practice. A comprehensive review of the relevant literature was
conducted prior to data collection and used to identify the rationale, the
subsequent research objectives and the questions asked of the participants at
the start of the study. On emergence of concepts, I returned to the literature in
areas that hadn’t been considered and this informed my theoretical insights
(see section 5.5 for further literature on micropolitics), which stimulated further
questions (Glaser, 1992). Through a process of data collection and using my
own reflexivity, I was able to inform further literature reviewing iteratively (Tracy,
2013), which all added to the transparency of decisions made. In this sense,
broad literature themes were reviewed, as it was impossible to go into the
research ‘tabula rasa’ 7. However, I remained open to exploration and emerging
6F

concepts and continued to intertwine literature reviewing through the analysis
stage of the research. Whilst literature was not used to verify a theory or core
category (Glaser, 1992), it did assist in the building and shifting of categories,
as I moved towards a story (Charmaz, 2006, 2014) (see also section 4.4). This
ability to be open-minded led to transparent decisions, which allowed me to
explore the process in full without forcing preconceptions. Thus, reflection
began at the start of the research and continued throughout the process, whilst
evolving in line with the grounded theory methodology (Corbin and Strauss,
2008) (see section 4.4).

It was because of this reflexivity and theoretical

sensitivity that the initial research objectives outlined earlier (see section 1.1)

Tabula rasa: A Latin phrase, which is translated to ‘blank slate’. Used in grounded theory to
describe the process of going into research with an empty head, e.g. no pre-existing ideas
(Clarke, 2005).
7
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developed in line with my changing beliefs and role in the research process
(observer to teacher educator), as stated below.
1.5 Aim and objectives of the thesis
Fundamentally, the mobile website was constructed around PE pre-service
teachers’

content

knowledge

and

pedagogical

content

knowledge

requirements, yet, the reflexive nature of the study meant that exploring the
mobile website’s use across the PETE landscape was the main aim. For
example, my preliminary positioning as an observer in the study, shifted to a
fully engrossed participant (see section 1.3). Consequently, the initial intention
that aimed to evaluate the mobile website’s impact in improving content
knowledge and promoting constructivist pedagogies in gymnastics, developed
into a study that explored the complex positions of PE pre-service teachers’
understandings and interpretations of pedagogy, when using the mobile
website in gymnastics.
Located in this specific context, the revised aim of the study was to investigate
the macro policies and micropolitics influencing secondary school PE preservice teachers’ interpretations of pedagogy when using a gymnastics mobile
website that was designed for the study.
More specifically, the objectives at the core of the study were:
1. To investigate the developing nature and extent of physical education preservice teachers’ and a teacher educator’s understanding and interpretation of
pedagogy in a PETE gymnastics module.
2. To explore physical education pre-service teachers’ and a teacher educator’s
perspectives on and experiences of the use of a mobile website during a PETE
gymnastics module.
3. To identify the factors that influence physical education pre-service teachers’
and a teacher educator’s use of a mobile website in their teaching of
gymnastics.
Now that the research objectives have been stated and clearly justified by
situating them in my personal biography and through a discussion about the
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importance of reflexive research, the thesis shall follow the structure detailed
below (1.6).
1.6 Structure of thesis
The next chapter on ‘Literature Review’ is a critical review of the broad literature
themes. The themes cover the historical construction of gymnastics, the value
and relationship between content knowledge and pedagogical content
knowledge for PE pre-service teachers, a brief discussion of the learning
theories that underpin pedagogies and a critical discussion on the pedagogical
use of digital technologies in PE. Following this, Chapter 3 seeks to position the
research through a paradigms debate and the subsequent reflections of my
ontological and epistemological assumptions (see section 3.4). The
‘Methodology’ (Chapter 4) then provides detail and transparency around the
methodological decisions that were made in this research. More specifically, it
critically discusses the use of grounded theory, illustrates the research design,
makes explicit the data and analysis procedures and highlights this in relation
to the quality and trustworthiness of the research findings. This is followed by
Chapter 5, which presents data and findings through a series of tales. This
enabled me to describe in detail the candid reflections in relation to the research
reality, before presenting the reader with the associated ethical connotations
and power relations. Chapter 5 ends with a micro-political framework, which
was uncovered throughout and post analysis. The micro-political framework,
which is purposefully descriptive, aims to encapsulate the interrelationships in
one place, which can be later used to support the findings and analysis in the
subsequent discussion chapters, 6 and 7. The discussion of social factors
(Chapter 6), is split into five subcategories, namely; ‘Initial perspectives of the
mobile website’, ‘An early prioritisation of content knowledge’, ‘The significance
of the teaching body’, ‘PE pre-service teachers’ developing pedagogies’ and
‘Gender differences and associated pedagogies’, whilst chapter 7 discusses
the macro policies affecting mobile website use. Finally, the ‘Conclusions’
chapter of the thesis (Chapter 8) presents a review of the findings, which
considers existing research, the significant contribution to knowledge and ends
with the implications for practice and recommendations for future research in
this area.
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Chapter Two: Literature review
2.1 Introduction
The following review of literature has been presented in a way that fulfils several
purposes. The ordering of the literature may appear fragmented, which is
arguably down to the different domains (gymnastics, pedagogy, digital
technology) that don’t logically follow, yet, operate simultaneously within this
study. Indeed, gymnastics, whilst providing the context for the study, warrants
a discussion on the historical location for which it originated and has since
evolved, as this has some important connotations for PE pre-service teachers’
gendered behaviours. This ties into the broader literature, that considers the
relationships between content knowledge and pedagogical content knowledge
for PE pre-service teachers in gymnastics. This logically links to examining the
learning theories that underpin the use of these pedagogies. The chapter ends
with a critical discussion of digital technologies’ power to influence pedagogies
and the intention I had, regarding the mobile website’s use in this study.
2.2 The evolution of gymnastics
The choice to use gymnastics as set out in the ‘Personal Biography’ (see
section 1.2), was partly driven by my own passion as an ex-competitor, coupled
with the reality that pedagogical quality and pupil learning in gymnastics has
been consistently identified as an area of concern by Ofsted on the PE
curriculum (Ofsted, 2009, 2013). To begin to understand some of the present
pedagogical problems associated with curricular gymnastics, it is important to
offer a brief historical discussion of how it has evolved as a component of PE.
This will enable me to assign the different forms of gymnastics, through specific
time-periods, thus allowing for analysis of the possible historical influences on
gymnastics practices today, particularly in relation to gender.
Exercise was officially recognised as being beneficial to society in the 1840
Committee of Council on Education Report and whilst not a specific
government priority, physical exercise was introduced into the state schools of
the time (McIntosh, 1968). During the late 1800s, two types of physical exercise
were recognised. Guts Muths had imported a Swedish approach, later
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developed by Peter Henrik Ling (Westberg, 2018), that focused upon the
therapeutic benefits of exercise, and included light apparatus such as the bars
and the pommel horse. However, it was Archibald McLaren’s militaristic form
that was perceived to be a remedy for poor health that came to be favoured.
Gymnastics, thus, came to be synonymous with physical exercise (Kirk, 1992).
Favouring McLaren ended the debate over two opposing forms of gymnastics,
but, due to the lack of clarity on the purpose of the approach, and with no
established PE objectives (McIntosh, 1968), its use in schools towards the end
of the 19th century was limited (Leonard, 1947).
The early 1900s marked the first PE syllabus, ‘The Model Course’, which was
issued in 1902 by the government and updated in 1904. This was influenced
by McLaren’s physical training and there became little distinction between this
type of training and PE (Phillips and Roper, 2006). Due to the available space,
large numbers of children ranked and marched uniformly, to build physical
attributes (Bailey, 2010) and develop a “sound physique and the absence of
physical defects” (Bailey et al., 2009, p. 3). Revised syllabi were issued in 1904
and 1909, still with the intent on developing concentration and alertness. The
three early syllabi advocated drill (as gymnastics), as a popular method of
instilling discipline and developing social control (Bailey et al., 2009). Despite
the many critics (mainly supporters of the Swedish version) of this militaristic
style of gymnastics, drill for self-discipline and social control continued to prevail
(Bailey et al., 2009), as movement in PE was defined by body shape and
physical capability (Kirk, 2010). Movements predominantly included command
style military drill, which was performed in synchronisation, with large numbers
in small spaces and no apparatus, thus, proving to be a cost-effective method
of teaching in schools.
The economic impact of World War 1 further reinforced these health objectives
in PE, and gymnastics looked to emphasise a further focus on physical and
mental wellbeing (Kirk, 1998). The idea was to use PE therapeutically,
particularly to develop posture as society sought to overcome the health
deficiencies of the great depression of the 1920s. This coincided with Swedish
gymnastics being used to enable females to achieve strength, which was
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characteristic of the male body (Westberg, 2018). Gymnastics for developing
health–as-posture featured heavily in the influential 1933 curriculum.
Gymnastics movements included light exercises, climbing, swinging and
obstacle courses for physical fitness (Syllabus of Physical Training for Schools,
1933).
The health discourse that had largely influenced PE, saw a major shift, postWorld War 2, with a focus on the pupil-centred pedagogies that had become
popular in education during this time. There was greater emphasis upon
exploration and children finding solutions to problems. Drill (as gymnastics)
started to lose ground and this movement away from direct teaching was a
legitimate reaction to the command approaches that were well established in
militarism (Kirk, 1992):
“The appeal of personal and individual discovery of solutions to physical
problems was strong to children and teachers. Formal groupings and
words of command leading to uniform class activities were gradually
abandoned in favour of directions or suggestions which every child could
interpret in his or her own way and according to his or her capacity”
(McIntosh, 1968, p. 257).
Influential in the shift to more pupil-centred pedagogies was Rudolf Laban’s
exploratory work in dance, which was underpinned by movement patterns that
focused upon weight, space, time and flow. This movement approach was
quickly adopted in gymnastics (Bailey, 2010) and marked the advancement of
educational gymnastics. This meant that the children were involved in the
decision-making and the focus was on the expression and innovation rather
than the skill. As women were more prevalent than their male counterparts, this
period of PE history was referred to as the ‘female discourse’ (Kirk, 1992).
Female educators had enjoyed the influences of Ling, Osterberg and Laban,
up until men began to take up positions in secondary schools in the 1960s. As
society continued to develop, the school leaving age rose, and secondary
schooling focused upon specific curricular subjects. Consequently, what
became prominent in PE, switched from primary to secondary schools and was
taught by subject specialists. With universities valuing scientific knowledge and
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male viewpoints becoming more influential in PE, amidst the patriarchal society,
a “skill-focused approach” was gradually advocated (Griggs and McGregor,
2012, p. 226). This was reinforced by the influence of the Olympic Games,
which encouraged a more technical and competitive approach. This saw the
demise of creativity for a more performance-based curriculum. This traditional
approach to skill mastery is reflected in the current practice, with male
discourses superseding the female discourses (Haerens, Kirk, Cardon and
Bourdeaudhuij, 2011). As males became more dominant, skill development
ideals adopted by games became ‘PE-as-sport-techniques’ (Kirk, 2010).
Although gymnastics was integrated into the 1992, 1995, and the 1999 National
Curriculum in Physical Education (NCPE), it was withdrawn as a compulsory
activity and instead is referred to in the notes section of the NCPE (2007, 2013).
Additionally, Ofsted (2009) reported that there has been a steady decline in the
teaching of gymnastics in schools and that this could be traced back to the
1950s and the dichotomy between the movement approach and the skillsbased approach. Consequently, gymnastics and dance have failed to shake off
the gendered connotations (see Scraton, 1992; Westberg, 2018).
Locating gymnastics historically enabled links to be made with PE pre-service
teachers’ perceptions of gymnastics and in their choice of delivery, with and
without the website (see section 6.5.3 for further detail). The next section of the
literature review discusses the current challenges associated with gymnastics
pedagogy, before conceptualising this within the broader PE literature that
focuses on the relationships between content knowledge and pedagogical
content knowledge, specifically for PE pre-service teachers.
2.3 Positioning content knowledge and pedagogical content knowledge
One of the major contributable factors to poor pedagogy in gymnastics is
argued to be a teacher’s limited content knowledge (Capel, 2007; Herold and
Waring, 2009, 2011; Sloan, 2007). This is particularly weak amongst PE preservice teachers (Chen, 2004) and often results in a sense of fear (Docherty,
2008; Luke, 2003) and a concern over their own teaching competence. An
empirical study by Sloan (2007) was conducted on the premise that PE preservice teachers feared the teaching of gymnastics and therefore aimed to
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investigate their perceived levels of content knowledge in this area. Whilst
Sloan’s study had limitations in terms of number of participants (one case study
of 30 trainees), it reinforced some important points. Firstly, 52% of PE preservice teachers in Sloan’s study felt unnerved by the thought of teaching
gymnastics on placement, due to their own content knowledge deficits, and it
was found that limited or negative experiences of gymnastics contributed to
these apprehensions. Additionally, most of the PE pre-service teachers found
that their content knowledge improved over the course of the PETE
programme, yet for some, delivering advanced skills and using the apparatus
still warranted further development. Sloan’s study was contextual, focusing
specifically on gymnastics, and whilst the findings show the influence of content
knowledge on teaching confidence in gymnastics, it is consistent with other
PETE research, where content knowledge has been identified as a major
priority for PE pre-service teachers in all activities as they progress through
their PETE training (Hayes, Capel, Katene and Cook, 2008; Sloan, 2007).
It was Shulman (1987, p. 9) who identified content knowledge as “the first
source of the knowledge bases” and defined it as “the specific subject matter
knowledge, understanding and skills that are to be learned by school children”.
Shulman’s framework, although dated, is still used widely by educational
researchers who agree that content knowledge is the main ingredient for expert
teaching and should be the foundation of all knowledge bases, (see Cale et al.,
2011; Capel, 2007; Capel and Katene, 2000; Herold and Waring, 2009, 2011,
2017; Siedentop, 2002; Tinning, 2002a). Ball, Thames and Phelps (2008) in
their model categorise content matter into common content knowledge (CCK),
which they describe as being able to perform a skill, and specialised content
knowledge (SCK), which refers to the knowledge required to effectively teach
that skill. Ward (2009) further and more explicitly breaks content knowledge into
four domains. These include, knowledge of the rules, knowledge of technique,
knowledge of the errors and knowledge of the instructional tasks. Here the
content is not just confined to knowing the skills but understanding which tasks
can be used to reveal the content in the most beneficial way.
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To qualify as a teacher of PE in the UK, PE pre-service teachers are expected
to gain competencies, which are graded by both subject and professional
mentors. The QTS standards, which were updated in 2013 by the Department
for Education (DfE, 2013, p. 11), require pre-service teachers to “Demonstrate
good subject and curriculum knowledge”. Encompassed within this competency
are several components related to secure knowledge, the promotion of high
standards, and the ability to critically develop learners. For example:
“3a. have a secure knowledge of the relevant subject(s) and curriculum
areas, foster and maintain pupils’ interest in the subject, and address
misunderstandings” (DfE, 2013, p. 11).
However, ambiguity arises when examining the terminology used by the DfE in
relation to subject knowledge and the subsequent interpretations of this by PE
pre-service teachers and subject mentors. There is a lack of consistency when
using subject knowledge and content knowledge, as they tend to be used
interchangeably, causing persistent debate in the PE literature (Herold and
Waring, 2009). For example, the DfE (2011b) conceptualise subject knowledge
using Shulman’s (1987) work, which encompasses the knowledge and
understanding that enables pre-service teachers to deliver their subject area
accurately and with confidence. However, it is often the case that PE preservice teachers and subject mentors conceptualise subject knowledge as
content knowledge (Hayes et al., 2008), and, in doing this, it is the content
matter of specific activities that are prioritised to successfully meet this standard
(Capel, 2007).
The adverse effect of this for PE pre-service teachers is that they become more
concerned about their own content knowledge development to pass the
standard/competency rather than critically thinking about the purpose of
content knowledge in their teaching. Hayes et al. (2008) discussed the
importance of content knowledge from the PE pre-service teachers’
perspectives and found that the content was most likely to expose them as
incompetent if they failed to possess sufficient knowledge of the rules, skills,
tactics and tasks. For example, it is the pupils who are more likely to ask
questions related to a teacher’s content knowledge and highly unlikely to ask
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them questions related to delivery style. Thus, it was only later in a teacher’s
career that the significance of content knowledge for individual pupil learning
and development was, if at all, considered. Content knowledge deficits then
become problematic for PE pre-service teachers, particularly those who come
from non-sports related degree programmes (Capel, 2007; Siedentop, 2002)
where there has been very little attention to sport, PE and or physical activity.
This problem has recently been accentuated through the new teacher training
system that saw movement away from university-based training with the
introduction of The Graduate Teacher Programme (GTP) 8 and School Direct 9
7F
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courses, amongst other similar programmes of study (Hayes et al., 2008;
Herold and Waring, 2017). This system has resulted in less time spent on
campus to deal with the content knowledge deficits (Capel and Katene, 2000),
and, little known about how to improve them (Sinelnikov, Insook, Ward,
Curtner-Smith and Weidong, 2016). Several theorists over the years including
Hoffman (1987), Sloan (2007) and Ward (2009) agree that PETE courses are
not offering enough training on content knowledge development. This is
perhaps why recruitment of PE pre-service teachers onto PETE programmes
require candidates to hold a strong physical activity profile, which credits
sporting experience, performance levels and success to cope with the demands
(Moore, 2012; Stidder and Hayes, 2006).
Still, the actual value of content knowledge in PE remains unclear (Herold and
Waring, 2009). Siedentop (2002) believes that PE pre-service teachers hold
very little hope of teaching effectively without the foundations of content
knowledge being established. However, an overemphasis on activity-specific
content (Hayes et al., 2008) can, according to Capel (2007) and Hayes et al.
(2008), lead to a curriculum that values performance goals, contradicting the
very nature of the type of PETE that the Association for Physical Education
(AfPE) in their 2008 manifesto proposed; where pupils and pupil learning
should take priority. Similarly, it can restrict the promotion of the more pupilcentred pedagogies including models on Co-operative Learning (Dyson and

8
9

GTP is for teachers who want to enter the teaching profession, whilst working.
School Direct is a school-led route into initial teacher training (ITT) (DfE, 2014a).
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Casey, 2012; Goodyear and Casey, 2015) and that of Teaching Games for
Understanding (TGFU, see, Kirk, 2005) and Sport Education (Siedentop, 1964;
Stran and Curtner-Smith, 2010). According to Herold and Waring (2011),
teaching is a dynamic process and knowledge of the content alone is not
sufficient to facilitate effective teaching. Thus, it is important to recognise the
role of content knowledge in supporting the other knowledge bases (Herold and
Waring, 2009; Moore, 2012; Siedentop, 2002, 2009). Similarly, Ayvazo, Ward
and Stuhr (2010) argue that knowing the content and being able to perform the
content is not effective if one does not know how to deliver that content. Other
researchers including Capel (2007), Amade-Escot (2005) and Amade-Escot
and O’Sullivan (2007) believe that content knowledge should be co-constructed
between learners and the teacher, so rather than envisaging content as a rigid
set of skills, rules and tasks to be transmitted from teacher to learner, it is the
collaborations between people that together construct what is to be learned in
that particular context with those people at that time. These ideas have been
derived from Shulman’s early seminal work, where he argues that teachers
should “not only understand that something is so” but should “understand why
it is so” (1986, p. 9), thus, introducing the concept of pedagogical content
knowledge. Pedagogical content knowledge, according to Shulman is:
“the special amalgam that is uniquely the province of teachers, their own
special form of professional understanding. It represents the blending of
content and pedagogy into an understanding of how particular topics,
problems, or issues are organised for instruction” (1987, p. 8).
Simplified, it is the ability to transform the knowledge into teaching (Rovegno,
Chen and Todorovich, 2003), yet, You (2011) and Ward and Ayvazo (2016)
believe that there needs to be more clarity on what pedagogical content
knowledge is, as teachers/practitioners often use it to explain any mode of
praxis (Amade-Escot, 2000). What is clear is that pedagogical content
knowledge cannot be explored without the parameters of content knowledge
being identified (Shulman, 1986; Siedentop, 2009), and whilst content
knowledge undoubtedly improves pedagogical content knowledge (Ayvazo,
Ward and Stuhr, 2010; Chen 2004; Rovegno, 2003; Ward and Ayvazo, 2016),
the qualitative studies undertaken to date have not established any definitive or
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empirical links. For example, Ayvazo, Ward and Stuhr (2010) discussed
differences in the quality of teaching as a direct result of good content
knowledge levels, with teachers more able to facilitate learning by addressing
and responding to problems efficiently. Herold and Waring (2009) focused on
PE pre-service teachers’ perceptions of content knowledge and explored the
relationship between acquiring content knowledge and becoming a confident
practitioner who can, as a result, teach more effectively. Highlighted in this
study were the apprehensions that came with limited content knowledge and,
as such, PE pre-service teachers sought opportunities to gain extra
qualifications, plan more thoroughly and seek advice from professionals.
To address the lack of clarity around the relationship between content
knowledge and pedagogical content knowledge, recent researchers including
Iserbyt, Ward and Weidong (2017) and Sinelnikov et al. (2016) have conducted
quantitative studies using control groups. Sinelnikov’s statistical study focused
on newly qualified teachers content knowledge levels and the effects it had on
pupil learning and found that limited content knowledge results in poor
pedagogical content knowledge. Like Siedentop (2002), the main reasons
discussed were in relation to teachers finding it difficult to extend tasks and
advance pupil learning and an inability to identify common errors in skills.
Sinelnikov et al. (2016) conceptualised this in line with Ball, Thames and Phelps
(2008) who argue that teachers who can perform skills will have an improved
ability to teach. Following on from this study, Iserbyt, Ward and Weidong (2017)
similarly used quantitative data to establish a relationship between SCK (see
list of Abbreviations, v) and pedagogical content knowledge. It was found that
improving SCK had a positive impact on task presentation and task
appropriateness. Whilst this is a very positivistic way of looking at data of this
kind, it is useful in that it supports previous literature by Kirk (2010), Rink (1994)
and Tinning (2010) who argue that demonstrations are key for task
understanding and Ayvazo and Ward (2011) who have reported on expert
teachers delivering fewer inappropriate tasks compared to weaker teachers.
In the next section of literature, it is useful to offer a justification of how learning
theories inform practice and how they may underpin PE pre-service teachers’
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and teacher educators’ pedagogical praxis as part of the gymnastics module
on the PETE course.
2.4 Learning Theories in Physical Education
As Rink (2001, p. 112) suggests, pedagogy has its “roots in particular learning
theory”, thus learning theories, e.g. behaviorism, and the various forms of
constructivism (e.g. cognitivism and social constructivism) (Light, 2008;
Macdonald, 2004; Waring and Evans, 2015), underpin teaching strategies and
are used by teachers, either consciously or subconsciously when delivering PE
(Moore, 2012).
Originating in the late 18th and early 19th century and in contrast with traditional
theories that assume intelligence to be innate (Macdonald, 2004), behaviourist
learning theories advocate learned responses. One of the major theorists was
Thorndike, who focused on the ‘cause and effect’ of observable behaviours, to
modify what we do through rewards and punishment (Light, 2008). This is
underpinned by Pavlov’s ‘classical conditioning’ where a conditioned response
is the result of a stimuli and Skinner’s ‘operant conditioning’ where the
behaviour is the result of a reward or praise (Light, 2008; Macdonald, 2004;
Moore, 2012). Consequently, behaviour is shaped with teachers “developing
explicit steps to learning such as games skills” or “ensuring mastery at each
stage of the prescribed learning” (Macdonald, 2004, p. 18). From this
perspective, the role of the teacher is to assist in the development of behaviour
by offering structured learning activities and providing feedback. Rink (2001)
described this approach to learning as direct instructional techniques, with both
Kirk (2010) and Tinning (2010) describing dominant discourses associated with
the nature of PE as ‘PE-as-sport-techniques’. In other words, priority is around
the execution of isolated skills and pupil performance. Reinforcement of these
discourses have been apparent through current government policy (see section
5.5 on neoliberalist ideologies) and the NCPE (2013), which have reverted to
traditional methods of teaching. Thus, with progress and competition being
prioritised in the curriculum in a pledge to drive performance, it is no wonder
that behaviourist pedagogies continue to be adopted (Moore, 2012). For
example, not only is performance used as a way of observing progress of the
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pupils by the teacher, it becomes a way of measuring success for those external
to the department (Ofsted, 2012). Exam grades are a way of proving that the
correct knowledge has been learned, and constitute to jobs, apprentices and
university places (Moore, 2012). Direct teaching then helps to keep the ‘lesson
tight’ (Macfadyen and Bailey, 2002), yet, in doing this we fail to consider the
cognitive skills involved in the process. Thus, researchers worldwide continue
to advocate the social nature of learning and the associated benefits of the
pupils as active participants in the process of knowledge construction (Kirk and
Macdonald, 1998; Light, 2008; Rink, 2001; Rovegno and Dolly, 2006; Tinning,
2010; Waring and Evans, 2015).
This current plethora of research into constructivist pedagogies (e.g. Kirk and
Macdonald, 1998; Light, 2008; Rink, 2001; Rovegno and Dolly, 2006), is not
without its historical roots. For example, Mosston and Ashworth (1972) who
developed a spectrum of teaching styles that ranged from teacher-led to pupilled, Siedentop (1994) who proposed a Sport Education model and Kirk and
Macdonald (1998) who explored social constructivism. Historic and current,
constructivist approaches share an epistemological view that learning should
move beyond the traditional common-sense approaches (Light, 2008) to:
“….an environment that values each student’s contribution to the class,
and therefore her/his connection to the group, and engage students in the
construction of knowledge and meaning” (Azzarito and Ennis, 2003,
p.195).
This can be seen in Bloom’s Taxonomy (1956) of cognitive objectives, which
separates learning into 3 domains, namely, cognitive, affective and the
psychomotor. The lower level questions on the pyramid demand the recall of
facts and descriptions, whereas the higher order questions require more
complex thinking, such as the ability to analyse and create (Myers and Capel,
2013). This supports the belief that learning environments where pupils can
problem solve and search for solutions, arguably develop a deeper
understanding of the subject area and greater cognition. However, with
numerous versions and definitions of constructivism in educational theory, it is
important to unravel the branches. Light (2008) distinguishes between two
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theories that have influenced constructivism; Piaget’s (1966) ‘experiential
learning’ and Vygotsky’s (1978) theory of ‘scaffolding,’ both of which focus on
how social interactions allow for the transmission of new knowledge. Rovegno
and Dolly (1998), when reflecting on Piaget, emphasise that to learn, pupils
need to self-discover, reflect, seek to find solutions to problems, and collaborate
these ideas with others. This is very much in line with what Bruner (1961)
termed ‘discovery learning’, where the teacher is not required to ‘jump start’ the
learning but instead, step in, at appropriate times to foster new learning
activities (Moore, 2012). However, this is reliant on past experiences from
which the pupils can draw upon and has been criticised for its lack of
consideration about an individual’s cultural, social and economic background
(Moore, 2012).
Vygotsky (1978) on the other hand proposes that participants learn through
social interactions (social constructivist) with other group members, where
biological attributes are transformed through a process of socialisation (Moore,
2012). This can be further understood through a process of scaffolding
(Macdonald, 2004; Moore, 2012). Here, scaffolding relates to the guidance that
teachers give to an individual through assessment and feedback. This strategy
aims to facilitate the natural process of learning and can lead to multiple end
goals (Burton, 2013; Macdonald, 2004; Moore, 2012). The clue here is in the
word multiple, which highlights pupils as individuals with different ways of
learning and constructing ideas, and who are no longer confined to an endsorientated curriculum with one truth (Moore, 2012). Aiming and pitching
teaching within the Zone of Proximal Development 10 (ZPD) will allow for the
9F

scaffolding to be gradually removed, whilst participants grasp the concepts; the
intention being that these concepts can be arrived at independently in the
future. Whilst this approach to teaching certainly has the potential to create
pupil-centred learning, the nature of the outcomes is often dependent upon the
teacher’s goals. For example, a teacher’s input can move a child along to more
complex outputs, or it can be used to direct learners in the right direction in

10

ZPD: The optimal learning for that individual, with adult support (Burton, 2013).
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terms of grades, which arguably has the opposite effect of what is intended; to
give pupils choice and enable creativity (Moore, 2012).
Even with these new directions in teaching and learning, behaviourism and
performativity discourses continue to dominate how we learn (Bailey and Kirk,
2009; Kirk, 2010; Light, 2008; Tinning, 2010; Turner-Bisset, 2007). Conversely,
constraints on adoption of constructivism are shared in the literature and it is
argued that they can be located around a trilogy of interrelated factors.
Specifically:
1. A lack of knowledge of how constructivist pedagogies can be appropriately
implemented (Casey, 2012, 2015).
2. The implicit and explicit contestation around the nature of PE (Kirk, 2010;
Tinning, 2001) and the interpretation by schools and Higher Education
Institution (HEI) of the statutory curriculum for schools (NCPE, 2013).
3. The demands of the government pressures to return to traditional teacher
led teaching (Moore, 2012) and subsequent inspection agency for schools
(Ofsted), which encourage competition and rapid progress.
Thus, as recommended by Kirk and Macdonald (1998) and Tinning (2006) the
promotion of a constructivist pedagogy is best suited to PETE programmes.
This is because autonomy gives PE pre-service teachers a voice (Rovegno,
2003), as they engage in critical thinking around the purpose of the teaching
and learning outcomes, across different contexts. This can make for resilient
and independent learners, who have the tools to unpick problems without
assistance. Thus, as PE pre-service teachers and teacher educators coconstruct knowledge in a dynamic field (Solomon and Schrum, 2007), PE preservice teachers can understand and reflect upon alternative pedagogical
approaches to learning than that of behaviourism. This approach can be
aligned with a critical pedagogy (Kirk, 2006; Macdonald, 2004), which aims to
empower individuals and groups with new knowledge or alternatives to what
they are usually exposed to.
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As per the mobile website design and in line with the purpose of the study, the
next section aims to discuss digital technologies potential to influence these
constructivist pedagogies in PE.
2.5 Technologies in Physical Education
Digital technologies 11 have become fundamental to the workings of everyday
10F

life and are operated universally by adults and children (Casey, 2010). Sport
and physical activity have embraced these technological movements through
employment of multiple variations of apps and web cams, including the use of
Hawk Eye 12 and software like Dartfish 13 . The main aim is to maximise the
11F

12F

efficiency of game fluency, the execution of skills and a performer’s ability to
understand their own performance (Palao, Hastie, Cruz, and Enrique, 2015). It
is not surprising, then, that given the limitless opportunities to advance sporting
practice (Watson, 2001) educational policies such as Ofsted (2012) and the
NCPE (2013) persistently encourage practitioners to incorporate technology
into the teaching of PE. In fact, since the NCPE (2007) it has been obligatory
that teachers provide pupils with a range of opportunities to “improve
performance and track progress” (QCA, 2007b, p.179). However, the use of
digital technologies in PE and the pedagogic value attached to implementing
such technologies, is not without controversy (Geer, White, Zeegers, Au and
Barnes, 2017). Understandably the funding to source expensive digital
equipment can be problematic, yet iPads, video recorders and other personal
hand-held devices can be purchased at affordable prices in today’s market.
Additionally, there have been concerns reported about the additional time
required to set up digital equipment in PE (Weir and Connor, 2009). Although
an earlier reference, Macdonald (2004) argues that technologies in the
classroom have the power to empower the learner to construct their own
knowledge, create opportunities for pupils to collaborate and provides diversity
in the teaching styles selected. Similarly, Henderson and Yeow (2012)
recognise the power of iPads and digital devices in empowering pupils with
Digital technologies refer to computerised devices (Casey, Goodyear and Armour, 2016).
Hawk Eye is a web cam that has been designed to facilitate instant replay, which can assist
with accurate decisions in games (Palao et al., 2015).
13 Dartfish is a video analysis software that allows video clips to be replayed in frames (Palao
et al., 2015).
11
12
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knowledge, as the pupils can benefit from a greater access to information and
lesson content independently. More specifically, technology in PE can allow
pupils to:
“access a breadth of information that provides other ways of
understanding an issue efficiently store, access and analyse personal
data or reflections and/or produce creative representations of their ideas”
(Macdonald, 2004, p. 24).
Given the rapid developments over the last two decades of what Casey,
Goodyear and Armour (2016) refer to as DigiTech (digital technologies) and
emerging technologies (Meredith, 2011), deployment in PE has not
revolutionised at the expected rate (Rosenthal and Eliason, 2015). In fact, the
predominant use is in the presentation of material (Ofsted, 2011; Thomas and
Stratton, 2006) or for what has been described as an ‘extension devise’ or ‘add
on tool’, to the already established learning activities (McCormick and
Scrimshaw, 2001; Palao et al., 2015). Consequently, ‘The National Curriculum
Handbook for Secondary Teachers in England’ (Hall and Leigh, 2001) clearly
articulated that in keeping with the rapid pace of the 21st century, pupils should
be given maximum opportunities to engage with technology to improve their
learning.
Recent studies have displayed PE pre-service teachers’ positivity towards
digital technology use (Jones, Baek and Wyant, 2017; Kretschmann, 2015),
yet, according to Sipila (2014) almost half of teachers do not feel competent in
the use of technology. This technological resistance in most cases is down to
a lack of pedagogical knowledge on how to use it (Pamuk, 2012), which could
go a long way to explaining the dominance of traditional technologies in PE
(Lang, Craig and Casey, 2017). For example, Loveless (2011) and Thomas and
Stratton (2006) agree that technology is being used more proficiently in PE,
although the only empirical studies tend to focus on digital video to enhance
and assess the performance of specific motor skills (Palao et al., 2015; Weir
and Connor, 2009).
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With knowledge transfer continuing to dominate teaching, teachers often opt to
use technology to improve delivery of the subject matter rather than using it to
transform pedagogy (Hetink, Voogt, Verplanken, Braak and Fisser, 2016).
Kretschmann (2015), in his small-scale study, focused on DigiTech to address
health and PE (HPE), and found that although half of the teachers felt
competent at using DigiTech, many teachers in the study lacked the
pedagogical knowledge to embed it in ways that they deemed to be effective.
In fact, according to Casey (2014), there is often no pedagogical intent at all. If
teachers are not able to establish explicit learning objectives that are centred
on technology, it opens the purpose of technology-pedagogy up to criticism.
Indeed Wyant, Jones and Bugler, (2015) and Saudelli and Ciampa (2016)
agree that pedagogical knowledge should be what essentially drives the use of
technology in the first instance.
To understand the problems associated with technology-pedagogy, Mishra and
Koehler (2006) devised a model that used Shulman’s (1987) conceptualisation
of the knowledge bases and applied them to technology use, currently known
as TPACK (technological pedagogical content knowledge). TPACK illustrates
technological knowledge as an additional dimension to Shulman’s work and
seeks to demonstrate interactions between all dimensions. The additional
interactions are technological pedagogical knowledge (using technology to
address the teaching strategies), technological content knowledge (using
technology to address the specific content area) and technological pedagogical
content knowledge (using technology to support teaching strategies whilst
enhancing the specific content in that area). Whilst this model provides a
foundational framework that aims to support teachers in their understanding of
the multiple interactions taking place when integrating technology into the
classroom, there is little evidence of its usefulness in PE. As claimed by Hetink
et al. (2016), teachers do not plan or teach in a way that isolates each
component of the TPACK model, so perhaps the complexity in terms of the
multiple interactions between dimensions, make it difficult to follow for a
researcher, yet alone a neophyte PE pre-service teacher, to apply. Hetink et al.
(2016) recommend that teachers understand the purpose behind technology
use before attempting to conceptualise the links between technology,
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pedagogy and content. Thus, future models should pay attention to the context
and the individuals for which learning is taking place. More recently, the SAMR
model (Substitution, Augmentation, Modification and Redefinition) that was
developed by Puentedura (2009, in Marcovitz and Janiszewski, 2015) has been
used in schools to help teachers reflect on and identify the purpose of their own
technology use in the classroom. The model simply allows teachers to decipher
‘task enhancement’ (substitution and augmentation) and ‘task transformation’
(modification and redefinition). In the enhancement phase of the model,
teachers mostly use technology as a way of substituting or improving what they
already practiced. Teachers who reflected upon practice in the transformation
phase had usually redesigned the activities with technology. Whilst this model
has proven to be successful in the process of reflection, it does not go without
criticism, as the focus is centred on technology use rather than the propensity
of technology to promote pupil learning (Marcovitz and Janiszewski, 2015).
With few research studies aiming to explore the pedagogical application of
technology in PE through practical specific contexts (Geer et al., 2017; Hetink
et al., 2016; Niess, 2005), key stakeholders are keen to ensure that PETE
programmes embed technology training within their modules. This could assist
in the development of PE pre-service teachers’ competencies, as they have the
potential to harness what could be a powerful move in PE pedagogy (Rosenthal
and Eliason, 2015; Wyant, Jones and Bulger, 2015). Given the complexity of
using technology in a way that simultaneously enhances pedagogy and pupil
learning, teachers need to be given the opportunity to critically examine a
variety of pedagogical strategies using digital equipment. With this, several
authors, e.g. Geer et al. (2017) and Solomon and Schrum (2007) believe that
a hands-on approach in a purposeful context-specific learning environment is
most beneficial, particularly when the focus is on pedagogic value.
This study provided an ideal opportunity to use technology in a practical
context. However, as per the chapter on ‘Reflexivity’ (see section 1.3), I had
entered the research naively. For example, I had reviewed the literature that
encouraged the use of digital technology in creating autonomous learning in PE
(Geer et al., 2017; Henderson and Yeow, 2012; Macdonald, 2004; Solomon
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and Schrum, 2007), and, I had experienced constructivist pedagogies in
gymnastics as a teacher/lecturer. Therefore, I had hoped that the teacher
educator would adopt a constructivist approach to using the mobile website with
the PE pre-service teachers in this study. The actual reality of the research was
very different and is explained in detail in chapter 5 (see section 5.3).
Having reviewed the relevant literature, the next chapter on ‘Research origins’,
provides the reader with a discussion of how my methodological decisions were
informed by the evolving nature of the study, and, through a better
understanding of my own position in the research.
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Chapter Three: Research origins
3.1 Introduction
This chapter is a presentation and justification of the methodological decisions
that were made throughout the research process. I begin by briefly discussing
research paradigms and the associated ontological and epistemological
considerations. This is followed by a reflexive account of how my own
ontological perspectives influenced the research design and conduct of the
study. As the research evolved, I developed an even more sophisticated
understanding of my paradigmatic location by coming to realise the complex
nature of qualitative research.
3.2 Paradigms
Paradigms are umbrellas under which one’s ontological and epistemological
perspectives are encompassed, with each offering contrasting perspectives on
the way we view reality, or on what Coe (2012, p. 6) refers to as a “particular
way of seeing the world”. Sparkes (1992) and Crotty (1998) provide the analogy
of the lenses with which we make sense of the world, whilst Bryman (2004, p.
542) defines a paradigm as a term that is “used to describe a cluster of beliefs”.
More specifically Guba (1990) believes a paradigm to be “a basic set of beliefs
that guides action, whether of the everyday garden variety or action taken in
connection with a disciplined enquiry'” (1990, p. 17). With beliefs held at the
core, it is not surprising that paradigms have been subject to constant debate
over the years, given the many competing perspectives on how we view the
world that we live in (Denzin and Lincoln, 2005; Sparkes, 1992; Waring, 2017a).
Whilst it is not my intention here to discuss the key tenets of each paradigm, it
is important to make clear that each paradigm is identified by its philosophical
assumptions. Sparkes (1992) identifies three paradigms of research:
interpretivism, critical and positivism, with an alternative perspective by Guba
and Lincoln (2005), which includes 5 positions: positivism, post positivism,
critical theory, constructivism and participatory. For me, the shifting of
boundaries between paradigms allows for more flexibility that seemed
coherent, yet, restrictive in the original three. However, with flexibility comes
dilemma over where to locate oneself, as there are many crossovers between
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assumptions. Ultimately, subscribing to a paradigm acknowledges the
assumptions that lead researchers view the world in a particular way
(ontological basis), which consequently influences the way in which the area of
enquiry is studied (Sparkes, 1992). For example, how will a researcher
compose their research questions, collect data and how will they interpret the
events? Thus, neglecting to understand my location regarding paradigms prior
to and during the research process can undermine the trustworthiness of the
research (Lincoln and Guba 2007; Patton, 2002; Tracy, 2010).
3.3 Ontology and epistemology
The propensity to locate oneself under any given paradigm is relative to one’s
ontological

and

epistemological

beliefs

(Waring,

2017a).

Ontological

assumptions as defined by Blaikie (2000, p. 8) are “claims and assumptions
that are made about the nature of social reality”. In other words, how do we
perceive reality? It is the answer to this question that allows us to identify our
own ontological position (Grix, 2000). These positions can be identified simply
and more explicitly along a continuum, which moves from realism to relativism.
Relativists who for the foremost attempt to study human actions, believe that
there are multiple realities and interpretations from both the researcher and the
researched, holding a worldview that truth can never be verified. Contrary to
this is a realist approach, usually reflective of the natural sciences where
everything, including human action, can be measured but upon discovery of the
pattern a belief that other groups will act in the same way (Curtner-Smith, 2002).
On conception of an ontological worldview, further distinctions between realists
and relativists can be found in their epistemological justification, or, simply, the
way a researcher makes sense of what knowledge is/what there is to know. For
example, polarisations on the continuum move from positivist, objective and
deductive, to interpretivist, subjective and inductive positioning. Sparkes (1992)
gave significant attention to the objective versus subjective debate.
Consequently, whilst positivists retain an objective stance, interpretivists
believe that subjectivity is fundamental to studying any aspect of social science,
as you can never remove the knower from the reality (Lincoln and Guba, 2007).
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3.4 My reflection and application
With no Master’s degree and only a PGCert in HE, my entrance into Doctoral
study was somewhat daunting. I had never fully reflected upon my ontological
position before, yet here I was intrigued about the pedagogy of gymnastics and
engaging deep philosophical thinking with regard to the nature of the world, what
it was to know and how then I aimed to research that area of inquiry. I began to
read and critique the literature and formulate research questions, which on
reflection emphasised the more measurable outcomes (see section 1.1). In
retrospect I would argue that the construction of those questions was based
upon a naive view of research in the social sciences, predominantly due to a PE
philosophy that was shaped by my life history, environment and culture. The
directness of my questioning led me to discussions around the associated
paradigms. After all, an appreciation and understanding of paradigmatic location
is certainly influential when creating and adopting an appropriate research
design and one which can appropriately address the research questions. With
this, Waring (2017a) suggests exploring the dimensions and interrelations
between the shifting boundaries of paradigms, as this can offer a deeper insight
into alternative perspectives. The rest of this chapter demonstrates my attempts
to unravel these boundaries and make sense of my evolving position.
For myself, confusion over the nature of reality persisted through the early
stages of the research and on reflection I can see why (as with other novice
researchers) I struggle with this idea. For example, it seems only logical to
assume that scientific researchers work to find the best solution to a problem,
so, when mixing chemicals, they derive at one reality, (e.g. X combined with Y
makes XY). So, I asked myself the question, are all scientists ontological
realists? Well, to oppose ontological realism in this context for me would be
equivalent to challenging any developments in medicine. Arguably, it could be
that ontological realists have an innate tendency to study all situations that seek
validation of the reality. Nevertheless, I can make the case that humans don’t
quite react in the same way as science, with interrelationships between
emotions, power and behaviours, making studying them a different complex
process. As I moved forward throughout the research process, the
development of my thinking brought about the concept of theoretical sensitivity.
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Being reflexive enabled me to make more informed decisions about the
research design and methods employed. At the same time the research
questions continued to evolve and whilst my ontological assumptions remained
to some extent rooted, I believe that they can evolve; as we constantly seek out
new knowledge and experience things differently, we adapt and modify our
assumptions.
Epistemologically, subjective realities capture the social complexities (Waring,
2017a), although an interpretivist understanding of the situation seems
incomplete without any attention to how individuals come to construct these
realities, specifically in relation to power (Cohen, Manion and Morrison, 2011).
This is not to say that I needed to remain objective to understand the workings
of power but be more appreciative of the subjective-objective interplay. For
example, structural mechanisms might well influence behaviour, but it is the
interpretation of each individual social actor that makes for multiple realities.
Post-positivists such as Bhasker (1989) have been known to make attempts to
soften the objective nature by basing the truths on fallible outcomes, yet, for me
this didn’t capture the level of reflexivity I desired. Located as a
lecturer/researcher, the movement between objectivity and subjectivity,
together with the ongoing reflections of paradigmatic location meant that
adoption of post-positivist positions, were unsuitable to capture the multilayered realities and to answer the research questions I had. With this in mind,
I engaged with the notion of critical theory.
Critical theory has been described as dialectical (Denzin and Lincoln, 2011;
Lincoln and Guba, 2007; Morrow and Brown, 1994) as it draws attention to the
power that is largely ignored in interpretive research. Similarly, it rejects
positivism, as although critical researchers do pay attention to structural
mechanisms, they are selective in which structures they identify (Morrow and
Brown, 1994). So instead of any attempts to divide the world into macro and
micro relations, critical theorists see objective and subjective realities as
mutually influential in defining the reality. With this, critical theorists reject the
“objectivist-subjectivist polarisation” (Morrow and Brown, 1994, p. 59) by
intertwining both agency and structure. Whilst political and cultural structures
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are seen to influence behaviour, at a deeper level it is how the participants
interpret these structures and how they are subsequently interpreted by the
researcher that creates multiple realities (Corbin and Strauss, 2008). The table
in Appendix A identifies the different paradigms that I considered, before and
during

this

research

process,

and

the

associated

ontological

and

epistemological assumptions.
3.5 Critical paradigm
Whilst there are multiple ways to acquire knowledge, this research views
knowledge as linked to the workings of ideology. Ideology, which is a set of
beliefs (usually political) held by a group of people, contains both empirical and
normative claims about social reality (Cohen, Manion and Morrison, 2010).
Unlike positivistically-located research where empirical findings predominate,
critical researchers centralise normative theorising of social reality by
questioning what they perceive as simplistic ideologies of the world (Cohen,
Manion and Morrison, 2010; Morrow and Brown, 1994). These questions give
rise to the belief that doctrines have power over groups, individuals and
societies that directly influence action. Transformation of these actions is key
to the working of a critical theorist by bringing what is seemingly mundane to
conscious thought (Tracy, 2013). Those who locate themselves as a critical
theorist, focus their attention on power relations, more significantly “privilege,
repression and the dominance of one group over others” (Curtner-Smith, 2002,
p. 47). In so doing they accuse some interpretive researchers of ignoring how
individuals operate, e.g. social class, gender, race or sexual orientation
(Sparkes, 1992). In this study, gender was exposed as a powerful means by
which some PE pre-service teachers dominated the situation through their
gendered behaviours. This worked to disempower some, whilst privileging
others (Cohen, Manion and Morrison, 2010) (see also section 6.53).
Another main difference between critical theorists and interpretivist researchers
is in their attempt to empower these individuals or groups within society
(Silverman, 1996). This approach aims to create change but usually evokes a
political stance (Curtner-Smith, 2002) with some researchers criticising them
for taking the moral high ground (O’Sullivan, Siedentop and Locke, 1992).
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Thus, research is partly down to social constructions but should not attempt to
ignore the underlying mechanisms of the context to be researched, thus
retaining some objectivity. With this comes a ‘tug of war’ between philosophical
assumptions and compatibility with the critical paradigm. Post-modern critical
theorists reject the belief that the social world can be studied in the same way
as the physical world. They also hold the perspective that there are multiple
realties (Waring, 2012a) to any given situation and that the individuals studied
are unique but, moreover, they are part of a larger group (Macdonald et al.,
2002). Whilst post-modernists believe that through research, they can provide
resistance to these structures, they acknowledge that because knowledge is
fragmented, they can never actually reach truth (e.g. ontological realism); in
fact, they can move further away from it (Tracy, 2013). Their concern would be
more in line with how the individuals have come to socially construct these
resistances. In contrast, a post-positivist critical researcher, with a focus on
power and change, places more of an emphasis on improving that reality for
individuals. In this study, there was not an attempt to claim a post-positivist or
post-modernist critical theorist perspective, but instead to move across the
critical paradigm, as focusing on power relations and empowerment were
fundamental goals. This has been termed a ‘critical-dialectical-perspective’
(Harvey, 1990).
As this study evolved, the PE pre-service teachers were influenced by the
interplay of macro policies and micropolitics and as such, research objective 3
aims to capture these interactions (see section 1.5). Whilst empowerment of
the participants in this study was important, the social constructions of those
participants’ knowledge were equally important. As the study evolved, I was
able to recognise that empowering the PE pre-service teachers with what I
believed to be the most effective way of teaching gymnastics using the mobile
website was unrealistic. However, empowering them with the knowledge to
understand how they had constructed their knowledge and how they might go
about negotiating the power dynamics that influence their practices was
achievable. Subsequently, recommendations for change and empowerment in
this context are provided in Chapter 8 (see section 8.6).
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3.6 Summary
This chapter allowed me to recognise my ontological and epistemological
assumptions and the subsequent influence of this, when locating myself as a
critical theorist. As the study evolved, I began to develop reciprocity with the
participants (e.g. PE pre-service teachers and teacher educator), which
provided me with useful insights that had the potential to bring about a change
in knowledge. Thus, I argue that this “research is for and not on the subjects in
question” (Hylton, 2012, p. 35). The next chapter discusses the methodology
and methods used to gather this data and the stringent procedures for analysis.
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Chapter Four: Methodology, methods and
data analysis
4.1 Introduction
This chapter begins with a discussion of the methodology that was adopted for
the study, together with the specific methods that were used to collect data.
The research design is illustrated and the specific procedures for analysing
data are discussed in detail. The chapter ends by comparing the techniques
used in this research, against a criterion for conducting quality qualitative
research (Tracy, 2010).
4.2 Grounded theory introduction
This chapter discusses grounded theory (Bryant and Charmaz, 2007; Corbin
and Strauss, 2008; Glaser, 1992; Glaser and Strauss, 1967; Strauss, 1987;
Strauss and Corbin, 1998), as it was used to inform the data collection and
analysis in this research study (see also section 1.4 on Theoretical Sensitivity).
Grounded theory, although held together by a core set of principles, comes with
multiple ontological and epistemological perspectives, which subsequently
change the way in which it is conducted within social sciences. Thus, before
identifying this method, I asked myself two important questions:
1. Does it align with my philosophical assumptions?
2. Does it complement my way of working in this social situation?
In short grounded theory has evolved into a usable methodology that aligned
with my philosophical underpinnings, was able to consider my reflexive position
and coped with multiple methods in a specific cyclical process of data collection
and analysis. However, even with such compatibly, it is still problematic for
researchers using grounded theory to consider a suitable version, given that
there are as many “grounded theories as there are grounded theorists” (Dey,
1999, p. 2). For example, researchers have adopted multiple versions of
grounded theory, whether it be from the initial texts by Glaser (1992) and or
Strauss (1987), from Charmaz (2006, 2014) and her increasingly popular
constructivist revision; or by using the helpful and practical techniques offered
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by Corbin and Strauss (2008). Like the ‘bricolage’ (Denzin and Lincoln, 2000)
and as in the analogy “you can’t fit a square peg into a round hole” (Research
diary entry, June, 2014), I will not aim to commit to the total workings of one
particular genre of grounded theory but move between constructivist revisions
of grounded theory, whilst maintaining a commitment to the key characteristics
that make it a unique methodology. The next section, 4.3, demonstrates to the
reader my understanding of the variations of grounded theory, and my flexible
approach to adopting suitable guidelines that were compatible with my thinking
and the aims of this research.
4.3 Grounded theory constructions
Grounded theory originated from the collaborative work of Glaser and Strauss
(1967) in a quest to reinvent social research that had lost ground at that time
(Charmaz, 2006). Glaser and Strauss (1967), whilst studying the process of
dying in hospitals, needed a methodology that would void all preconceptions
and allow theory to emerge from the data rather than pre-empting what was
going to happen (Glaser, 1992; Glaser and Strauss, 1967; Strauss and Corbin,
1998). These earlier incarnations of grounded theory then begin with research
adopting an inductive process of analysis where the data ‘speaks’. It offers a
methodology that works differently to scientific studies that use theory to
develop a hypothesis that will be measured up against the data (deduction).
Whilst induction is deep-rooted in Glaser and Strauss’ (1967) grounded theory
text (more recently adopted by Charmaz in her constructivist version) in the
sense that prior knowledge should not be imposed on the data and in its ability
to allow theory to emerge from the data; it is difficult to accept how a researcher
could adopt such an approach in its entirety. Approaching research with an
‘empty mind’ seems illogical but also difficult, as preconceived ideas, problem
statements and gaps in the research field are what drive us to study that area
of inquiry. Similarly, Thomas and James (2006) in their critical debate fail to see
how qualitative researchers can ever enter a research field without any
preconceptions on the area of inquiry. The idea that theory would presumably
‘jump’ out of the data is optimistic and, in this sense, it is understandable that
philosophers such as Popper (1989) argued that induction is more about the
researcher’s ability to be creative with the data.
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Constructivist revisions of grounded theory by Bryant and Charmaz (2007) and
Corbin and Strauss (2008) and have moved towards a more abductive
approach. This was founded by Charles Peirce and supports “moving
backwards and forwards between the data set” (Braun and Clarke, 2006, p.86).
These revisions still include induction as a primary component; yet differ in the
interplay between induction and deduction. Whilst deduction is important here
to further develop and deduce the categories, it needs to work iteratively (Tracy,
2013), with theory and comparisons with the data. For example, the factoring
of mechanisms and structures that emerge can be deduced by moving between
categories, looking for patterns and anomalies. Layder (1998) similarly used
abductive analysis in his own version of adaptive theory. This approach
attempts to embrace both an objective and subjective stance and can be used
to bridge the gap between positivist and constructivist revisions of grounded
theory:
“The modern version of objectivism assumes that social reality is
composed of both subjective and objective aspects and that they both
condition and influence each other since they are deeply interwoven. That
is, social activity is conditioned and significantly shaped by systemic
phenomena (values, ideology, power, money and the socially organised
settings in which they are embedded) while simultaneously activity itself
serves to reproduce, sustain or transform these social systemic features
and arrangements” (Layder, 1998, p. 141).
Whilst Layder does not aim to take an objective stance, adaptive theory does
take into consideration the structural mechanisms that can potentially have a
direct influence on shaping the reality of the participants. Important to Layder
though, is a focus on how the participants create and construct the world, whilst
identifying and recognising the structures that are influential in these
constructions. Layder (1998) uses abduction by ‘flip-flopping’ between both
induction and deduction. He does, however, avoid strict definitions of the terms
in order to create a fluid process of moving between emerging data and
established theory. Useful here was Bourdieu’s (1984, 1990) work on the
interplay between structure and agency, and, as such, the concepts of habitus,
capital and field became useful analytical tools for which to explain the data
(see also section 5.5 for further discussion on habitus, capital and field).
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Adaptive theory, although critical of earlier incarnations of grounded theory
(because it insists on entering a research project with an ‘empty head’, e.g. no
previous ideas/knowledge), essentially borrows central tenants of the
methodology to inform its own version. However, with no specific practical
guidance on how best to apply Layder’s adaptive theory, where appropriate
Corbin and Strauss’ (2008) analytical procedures were adopted in this study to
inform the analytical process. Corbin and Strauss, Charmaz and Layder all
draw upon abductive analysis, which in part means to continue analysis
throughout the data collection and write up. It compares new ideas and
categories with older ones, revisits the data and categories with theory to see
whether it matches up:
“Grounded theory begins with inductive analyses of data but moves
beyond induction to create an imaginative interpretation of studied life. We
adopt abductive logic when we engage in imaginative thinking about
intriguing findings and then return to the field to check our conjectures”
(Charmaz, 2009, pp.137–38).
Whilst Charmaz (2009) claims to begin analysis with an inductive approach the
very fact that there are pre-conceived ideas make it difficult to claim ‘pure’
induction. Thus, abduction used in the loosest sense, fits in with the way I
moved between data and theory, both reflexively (see 1.3) and iteratively (see
4.12). This type of inference seeks to expose similarities in the data in relation
to other data of that kind and through these observable facts find a best fit.
There is then no need for explicit definitions of inductive and deductive analysis
in this sense. Even so there seems controversy around the philosophical
underpinnings of such approaches, as Strauss and Corbin (1998) for example,
refer to using emerging theory to predict what will happen in the field. The
choice of discourse here is contentious, as to provide a prediction or
explanation of a social situation assumes that they have confidence in their
inferences over other qualitative analyses (Thomas and James, 2006). It also
assumes one reality, so questions are asked over their objectivity.
This attention to theory-building gives grounded theory distinct power
compared to other constructivist methodologies that aim to make in-depth
descriptions of the situation. However, there is a plethora of research that aims
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to contest the underlying discourse associated with ‘theory’ generation in
grounded theory, (see Thomas and James, 2006). With such confusion over
the ‘theory’ discourse it comes as no surprise that grounded theory is open to
scrutiny over what is expected. Miller and Fredericks (1999, p. 539) provide us
with three ways of looking at grounded theory expectations. These are as
follows: (a) an approach towards the ‘logic of discovery’ (b) ‘accomodationist or
predicitvist’ or (c) towards ‘inference of the best explanation’. Thomas and
James (2006) argue that social researchers cannot explain or discover theory
given the multiple interpretations on the data and themselves. This is evident
in Charmaz’s (2000) revised version of constructivist grounded theory where
acknowledgements are made to the generation of theory being down to the
interpretation of the researcher (Bryant and Charmaz, 2007). This implies that
such theory is context-bound and cannot be separated from the researcher.
Glaser and Strauss (1967) even in their earlier work agree that theory does not
need to be proved nor disproved but instead is to be continuously modified and
ever-changing. The focus here may not be on the product, but more on the
process by which the theory is derived from the data. The confusion over theory
discourse could be concerned with the contrasting interpretivist and positivist
assumptions (see Appendix A) that lead to the testing or generation of theory
and hence the multiple versions of grounded theory (as seen in table 1). Weed
(2009) argues that to discover theory, something must be real, thus adopting
realist ontology. In contrast to Weed’s (2009) very scientific underpinnings of
the social world, for me theory is not the only reality but the best explanation of
the situation at that time.
“The cohesiveness of the theory occurs through the use of an overarching explanatory concept, one that stands above the rest. And, that
taken together with the other concepts, explains, the what, how, when,
where, and why of something” (Corbin and Strauss, 2008, p. 55).
Whilst theory in this sense aims to improve knowledge and practice, it is ever
changing and open to modification as new knowledge emerges. When
developing theory, Corbin and Strauss (2008) maintain that constructivism
drives the analytical procedures inherent in their work. However, when building
theory, they explicitly refer to verification of the core category, which is rejected
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by Charmaz (2000) in her version. Charmaz uses abductive analysis but rather
than searching for a core category she seeks to tell a story through categories
based upon the process of the social situation; therefore, claiming
constructivism. For Charmaz her version of constructivist grounded theory is
based upon the ontological perspective that knowledge is comprised of social
constructions and criticise then Strauss and Corbin (1998) for striving to
possess constructivist roots yet using contradictory language such as
‘hypothesis’ and the development of analytic questions. Corbin and Strauss
(2008) have attempted to address some of these criticisms by retracting, that
objectivity is near impossible in any social research situation and by placing a
positive spin on bias. They do this by using abduction. The following table
illustrates the movement across the variations of grounded theory stemming
from Glaser through to Charmaz and Layder, the most recent proponents.
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Table 1: The different versions of Grounded Theory

Position

Glaser and

Strauss and Corbin

Strauss (1967)

(1998)

Generate theory
from the data
Prior knowledge
cannot infer with
the data

Acknowledgement to
the researcher as
interpreter and to the
‘to be interpreted’.
Contradicts the
inductive nature
Constructivists
although some
language would
suggest external
reality
Alternate between
induction and
deduction-abduction

Co-constructions of both Co-constructions of both researcher
researcher and
and participants
participants

Constructivist but
actually in reality realist
assumptions due to
structured analytical
procedures
Induction before moving
to deduction

Not made explicit, although
seemingly claims constructivist but
with realist assumptions

Contradictions in the
terms used, e.g.
‘emergent theory’
‘verification’ and
‘validation’. Betrays
grounded theory
roots in terms of
induction

Not clear on ontological
perspective- claims to
be constructivist but
holds some realist
beliefs

No practical suggestions on how to
use adaptive theory

Positivist
Philosophical
position
Pure induction
Inductiondeduction
Problems

Contradictions
made with terms
used in relation to
theory generation,
discovery or
emergence
Sometimes alludes
to deduction

Charmaz (2000, 2009)

Layder (1998)

Abduction
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4.4 Constructivist Grounded Theory and the role of the researcher
Whilst considering the multiple versions of grounded theory (e.g. Charmaz,
2000, 2006, 2009; Glaser, 1978, 1992; Strauss and Corbin, 1990, 1998) and
the position of myself as researcher in this study, early incarnations of grounded
theory by Glaser and Strauss would not allow for the required researcher
subjectivity. Constructivist notions of grounded theory by Charmaz (2000) are
supported by Thomas and James (2006) for their dispassionate attempt to
locate the researcher as immersed within the research process, rejecting the
objective nature of earlier versions. However, with this conundrum comes
criticism as to whether it can ever be called grounded theory (Thomas and
James, 2006). Corbin and Strauss (2008) in their updated version similarly
attempt to soften the objectivity, moving towards constructivism, yet remain
fruitful to the notion of structure and its influence on the participants. What is
evident in all constructivist revisions is the important location of the researcher
into the context. Corbin and Strauss (2008) pay some attention to the
interpretations made by the researcher but also to how the participants respond
to these interpretations. Whilst seeking to acknowledge one’s self reflexively,
Corbin and Strauss (2008) do question the ability to account for all levels of
thought, given that many of our actions and behaviours occur at a deeper level
of sub-consciousness.
Charmaz (2000) and Layder (1998) whilst agreeing that research involves the
co-constructions of both researcher and the participants, place reflexivity at the
centre of the grounded theory process rather than something merely worth
considering. Reflexivity is dependent upon one’s epistemological assumptions
and for some researchers, reflexivity is acknowledged to maintain objectivity,
whereas interpretivists use it to strengthen their subjective argument. Either
way it is difficult to give a precise definition, as it was not only determined by
the context but dependent upon the researcher and their subsequent
philosophical position. Drawing then from Bryant and Charmaz (2007), this
study aims to consider one’s position and its influence on decisions made
before the research was conducted, throughout the data collection and on write
up of the thesis. It was a process that allowed me to reflect upon my evolving
position within the research and forced me to consider how this position might
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affect not only how the data was collected but also how it was analysed.
Reflexivity in this sense was powerful for the researcher but also for those
looking to scrutinise the research (Corbin and Strauss, 2008). Consequently, I
made the decision to communicate the research, firstly through a ‘Confessional
Tale’ (see section 5.3) and then as a story, that linked the categories that are
identified in the analysis together (see section 4.12). This required a
longitudinal relationship with the data (Charmaz, 2000) and as such, the writing
of these stories continued to develop throughout the write up stages of the PhD
thesis. Charmaz (2000) says:
“The grounded theorist’s analysis tells a story about people, social
processes, and situations. The researcher composes the story; it does not
simply unfold before the eyes of an objective viewer. The story reflects the
viewer as well as the viewed” (2000, p. 15).
This study then uses the philosophical underpinnings of Layder’s adaptive
theory and abductive analysis, together with Corbin and Strauss’s (2008)
stringent, yet flexible guidelines but remains open to Bryant and Charmaz’s
(2007) in-depth acknowledgements to reflexive practice and storytelling.
Having discussed the methodology that was adopted to inform the study, the
next section aims to give details of the research participants and their
involvement in the study, before discussing the methods that were used to
collect data.
4.5 Participants and their involvement in the study
This research was conducted during September-April 2014-2015 during a oneyear PE PGCE course. During this time PE pre-service teachers would engage
with 10 weeks of practical gymnastics, led by an experienced teacher educator.
Each practical lesson was scheduled to last for two hours and the scheme of
work, designed by the teacher educator, consisted of both floor and apparatus
work (see Appendix D). The 23 PE pre-service teachers (f = 13 / m = 10) who
participated in this study were recruited from the higher education institution in
which I work. All PE pre-service teachers were studying a one-year
postgraduate degree in PE in 2014-2015; comprised of a one-year PGCE,
51

together with students following the one-year School Direct programme (see
footnote in Chapter 2). The age range of participants was between 22 and 37
years old; predominantly, but not exclusively White British. Pseudonyms were
used throughout the study (see also section 5.4).
A pilot study was conducted in October 2013, with the 2013 PGCE cohort of
PE pre-service teachers, who were located at the same institution as the main
study. The central aim of the pilot study was to check the logistics of the mobile
website in relation to its functionality and usability (see section 5.3).
Additionally, I hoped to trial some methods of data collection, including the use
of focus groups. The pilot study was useful in that it allowed me to address the
problems that I encountered (see section 4.9 on Focus Groups). The 24 PE
pre-service teachers in the pilot study were part-way through their gymnastics
module, which took place every Monday afternoon for two hours. Data was
gathered during two of their practical gymnastics’ lessons, with two focus group
interviews. The lessons learned after conducting these focus groups in the pilot
study are discussed in section 4.9.
The rationale for using PE pre-service teachers in this study was as follows:
•

The value placed on gymnastics as a PE activity meant that PETE courses
have continued to adopt it as a core module;

•

There has been a lack of context specific studies in PETE PE courses that
have used digital technology pedagogically and;

•

Recommendations by Kirk and Macdonald (1998) and Tinning (2006) to use
PETE as the practical context for which to implement constructivist
pedagogies.

As the data was to be collected across the first module of the 2014 cohort, PE
pre-service teachers were relatively inexperienced with respect to teaching PE
in schools, aside from those who had sought placement opportunities on their
undergraduate study. However, it was agreed that prior to data collection they
would have had five weeks to settle in and adapt to PGCE life. In seeking to
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achieve the research objectives (see section 1.5) PE pre-service teachers were
introduced to the mobile website during their induction week of the PGCE
course. The teacher educator, a female with over 30 years’ experience of
teaching PE in primary and secondary schools and liaising between both to
support PE provision, was employed at the University to teach primary PE and
practical activities including gymnastics and games on the secondary PETE
programme.
4.6 Methods
The next section aims to give detail on each component of data collection with
justification as to its appropriateness in addressing the research questions.
Methods employed within an interpretive paradigm are well established
amongst sport pedagogy researchers looking to fully understand PE from the
PE pre-service teachers’ perspectives, in specific learning environments (e.g.
Curtner-Smith, 2002). In line with the grounded theory methodology, several
qualitative methods were employed and used to gather data. The fundamental
method was that of observations, where the researcher adopted a primarily
participatory role. This enabled me to see PE pre-service teachers using the
mobile website in action, in a natural course setting. Following the observations,
PE pre-service teachers completed post-reflective video diaries. Signposts
from the reflections and observations informed further interviews and
conversations. For example, focus group interview were subsequently
conducted with PE pre-service teachers, with the central aim to describe and
critique how and why particular pedagogical approaches had been adopted in
the practical sessions. The methods evolved as part of the ongoing reflexive
nature of the research and as such supplementary data, which included one
placement lesson observation at a placement school and the scrutiny of the PE
pre-service teacher’s mentor feedback, was used to provide triangulation
(Tracy, 2010); thus, strengthening the findings.
4.7 Observations
Observations are fundamental to all social scientists, as we are observers of
behaviours in real-life settings (Angrosino and Rosenberg, 2011). The
observation strategy in this study was framed around the course requirements,
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which stipulated the compulsory attendance of PE pre-service teachers in 10
two-hour practical gymnastics lessons. Different types of observations can be
used in research, although in social sciences it is usually an unstructured and
flexible approach (Byrman, 2012). Where the unstructured approach differs to
the structured one, is in its lack of framing and scheduling for recording
behaviour. Instead it attempts to document in as much detail as possible the
behaviours, interactions, body language and dialogue of the participants. With
technology at hand, there was the option to video record these lessons to
alleviate extensive note taking (Angrosino and Rosenburg, 2010). However, an
ethical decision was made to remove the camera on the grounds of
invasiveness of both the teacher educator and PE pre-service teachers in
praxis. Additionally, there was the decision to engage in participant or nonparticipant observation. Ultimately participant observation is most useful to
researchers who immerse themselves into the natural setting of the participants
for a period of time, with the intention of understanding the actions and
behaviours in relation to the context (Byrman, 2012). How much time is spent
observing and participating is flexible, and researchers can move from one role
to another at varying stages of the research. However, this can be challenging
and overwhelming when considering when it is appropriate to move between
roles, when to document notes and the dilemmas around establishing different
types of relationships with participants (Creswell, 2007).
In the initial stages of this research, it was my aim to take up a position of nonparticipant observer. However, due to the factors that will be addressed in the
‘Confessional Tale’ (see section 5.3) the teacher educator was not comfortable
using the mobile website and as consequence, I quickly became a participantobserver. As part of this inclusive role (Byrman, 2012), I observed, taught,
listened, questioned, engaged informally in dialogue and interacted with both
teacher educator and PE pre-service teachers. This unstructured approach to
observations (Byrman, 2012) was used to capture a holistic perspective of the
module. This was initially conducted through hand-written field notes, which
were taken down in each session and dated accordingly. Documented in the
notes were any tasks set, questions asked, participant behaviours, body
language, and interactions in relation to the PE pre-service teachers’
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pedagogical engagement on the module. However, the ability to translate these
notes efficiently and in a timely manner proved difficult, given the movement
between participant and observer. With this, I became reliant on mental notes,
which I documented immediately, post-lesson. These notes were transferred
onto the online lesson plan (see Appendix D), which I had previously received
from the teacher educator. It was useful when adding the notes onto the lesson
plan, to tag key questions regarding behaviours that stimulated interest or
warranted further investigation. Fortunately, the teacher educator was stringent
in her adherence to the lesson plan, so this wasn’t an onerous task.
4.8 Reflective video diaries
Building on the observations, post-reflective video diaries were chosen as an
appropriate method of data collection. Critical self-reflection and evaluation are
fundamental to a PE pre-service teacher’s learning and development on a
PGCE course (Green, 2008; Moon, 1999; Schon, 1983; Zwozdiak-Myers, 2010,
2013), and was actively encouraged by the PGCE course leader and teacher
educator. Schon (1983) refers to ‘reflection on-action’ as a means of thinking
back. In doing so, the post-lesson video diaries gave the PE pre-service
teachers the opportunity to elaborate on their decision making and thinking
around their own pedagogical use of the mobile website. Moreover, this allowed
the PE pre-service teachers to critique and understand their own changing
position and praxis, through discussions and by capturing their reflections, with
the opportunity to take-action (Freire, 1972b). Additionally, the reflections
provided me with an ability to capture supplementary data, post-lesson, that
otherwise could have been lost.
These short reflective video diaries were conducted in pairs in weeks three, five
and nine, post-lesson and lasted around three-six minutes in length. PE preservice teachers were initially given open questions to structure the video
diaries (see Appendix I) and this gave them the opportunity to elaborate on the
thinking that underpinned their pedagogical behaviours. The strategy for
capturing this data revolved around one PE pre-service teacher asking the
questions, whilst recording the other PE pre-service teacher’s reflection on the
tablet. By week nine PE pre-service teachers didn’t require any questions to
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facilitate their diaries and instead professionally constructed their own reflective
comments. Each video was streamed privately through a YouTube account and
uploaded onto their own user profile on the mobile website, which was
accessible to me for analysis. Whilst these reflections were not made available
on the University’s Virtual Learning Environment (VLE), PE pre-service
teachers could access their personal reflections from the mobile website, which
could be useful for PGCE evaluation and reflection purposes.
4.9 Focus Groups
The choice to use focus groups with PE pre-service teachers was a
methodological decision that aligns with the emancipatory perspective of the
critical paradigm (Sparkes, 1992). Finding out what PE pre-service teachers
understood and felt about the mobile website, by capturing their subjective
experiences, gave powerful insights into pedagogy and politics (Denzin and
Lincoln, 2008). Conducting research with PE pre-service teachers allowed for
multiple viewpoints, across the PE landscape, (Gibbs, 2017; Patton, 2002) and
created dialogue on issues that were associated with their pedagogical
practices (Byrman, 2012; Denzin and Lincoln, 2011; Gibbs, 2017; Patton,
2002). For example, the different gendered behaviours (see section 6.5), which
were revealed in the observations, led to more specific group discussions in the
focus groups (Anderson, 1990; Gubrium, Holstein, Marvati, and Mckinney,
2012). Being able to speak freely on the area of interest is an important
consideration of any focus group (Morgan, 1997). Thus, group members were
actively encouraged to front the discussions around appropriate issues that
they felt were significant, yet, I was careful that we did not deviate away from
the aims (Byrman, 2012).
The power of a focus group is dependent upon the researcher’s ability to
facilitate a purposeful discussion. Whilst several topic areas that related to the
research objectives needed to be addressed in this study, the phrasing of
questions were open/flexible to stimulate group conversation, to allow for
multiple answers, accounts and descriptions (Anderson, 1990; Gubrium et al.,
2012). Although questions were initially constructed in relation to the research
objectives (see section 1.5), there was no specific format for asking the
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questions, as the participants tended to take the lead. Whilst the focus group
has the potential to lose direction (Gibbs, 2017), it is important to remain true
to the area of study. With this, topics that were explored were checked off on
my schedule and whilst there remained an attempt to cover all areas, the level
of depth and analysis was left to the PE pre-service teachers. Additionally, I
was responsible for drawing the ideas together, identifying gaps and to develop
any interesting viewpoints, both during and in follow-up focus groups. There
was a real effort made to refrain from leading questions and to avoid academic
terminology, such as ‘constructivism’ and ‘behaviourism’, as it was important
that all PE pre-service teachers could understand; particularly given that some
PE pre-service teachers had come from non PE-related undergraduate degree
courses. Thus, I used simple language, and participants were consistently
asked to qualify their responses and answers with examples.
Six focus groups were conducted at various stages across the pilot study and
main study. When, why and what to discuss emerged through the constant data
collection and analysis, e.g. when new ideas emerged and needed
development or when more additional group voices needed to be heard (Gibbs,
2017). Byrman (2012) suggests that the optimal numbers for any focus group
is between six and twelve participants, thus over-recruiting is advisable to
ensure that there are enough participants to give collective voice (Gibbs, 2017).
Whilst confidence in numbers can be advantageous, too many participants can
lead to a power imbalance and resultant non-speakers (Gibbs, 2017). One
silent voice can limit the opportunity to unravel key information in the process.
With a focus group, it is important to acknowledge that naturally some group
members may dominate the conversation leaving other voices out. This could
be damaging to the research given that a spread of opinions is necessary to
formulate debate on the issues. To minimise domination, I encouraged
participation with gentle prompts. Even so, it is difficult to overcome this without
forcing the questions on the participants, which would ultimately contradict the
very nature of a focus group. Having said that, Byrman (2012) argues that for
some, researcher domination can be an interesting phenomenon and one that
should be analysed. For example, when exploring power in relation to gender
differences in gymnastics, dominant voices were embraced and in some cases
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key to the analysis, e.g. Kelly was passionate about voicing her anxieties
around her own gendered body (see section 6.5.3). Initially PE pre-service
teachers were randomly sampled from the register ensuring that there was a
representation of both genders where possible, with focus group one
comprising of three males and three females. The decision to provide diversity
in relation to gender was in response to the pilot study, which highlighted
multiple gendered perspectives and differences.
It has been argued that group rapport is essential before conducting any focus
group, especially when friendship groups don’t exist (Byrman, 2012). However,
according to Gubrium et al. (2012) rapport is more about the similarities and
interests that the participants share around the area of study that make
discussions worth engaging in. The first focus group in this study was
conducted eight weeks after PE pre-service teachers had met on the PGCE
course and friendship groups had started to form. I had observed these
interactions and noted them in my research diary (see section 5.3).
Simultaneously, I had spent time observing, teaching and engaging in dialogue
with the participants. Rapport in this sense can be advantageous when
collecting further research, as it can breakdown the power imbalances between
researcher and participants. This is what Denzin and Lincoln refer to as
“membership identity” (2008, p. 167). However, in contrast, a disadvantage with
friendship groups comes rivalry or cliques. For example, towards the end of the
study and on theoretical selection of participants, there came reluctance by one
female PE pre-service teacher to participate. This was initially put down to
availability. However, it became apparent that there was tension and conflict
between the participants and the non-participator. For example, there became
a ‘silenced voice’, where group dynamics hindered the opportunity to listen to
that voice. Unfortunately, this participant was not available to contact on an
individual basis due to location and timing of placements. Conversely, focus
groups have the propensity to break down power dynamics between
participants and the researcher, which is valuable to both present and future
data collection. These interactions have a potential to empower individuals in
the group and create social change (Gibbs, 2017).
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It should also be acknowledged that large numbers of participants make for
complicated analysis of the data initially when transcribing and later when
making sense of the multiple voices (Byrman, 2012). However, as previously
discussed it was a balance between the pragmatic consideration of numbers
and hearing from multiple voices that was vital.
4.10 Semi-structured interviews
The interview as a method has been widely employed in qualitative research
(Byrman, 2012; Tracy, 2013) due to its flexibility in approach but also in its
potential to gain rich data from the participants on their feelings and
understanding of the phenomena. Additionally, an interview allows the
researcher to expose background information on the participants such as
childhood experiences, gendered perceptions and emotions, which could not
have been observable (Tracy, 2013). This information can be captured through
the participants’ accounts, stories, justifications and explanations. The use of
semi-structured interview was deemed most appropriate in this study as rather
than a list of scripted questions (structured interviews), the PE pre-service
teachers and teacher educator were invited to describe and discuss
experiences under specific headings (Tracy, 2013, see Appendices J-K). This
allowed for some structure and focus, whilst allowing for flexibility and deviation
around the topics (Bell, 2005). Conducting interviews in this way, whilst
arguably presenting the researcher with more flexibility can often be
problematic. For example, it takes skill and experience to listen and develop
the right questions in the right direction, without posing an agenda (Corbin and
Strauss, 2008; Creswell, 2007; Tracy, 2013). However, it should also be
acknowledged that whilst structured interviews have been traditionally used to
avoid bias, recognition of the ‘self’ in the research helps to avoid forcing political
agendas on the participants (Denzin and Lincoln, 2008); e.g. ensuring that
questions are open and that the schedule is flexible enough for participants to
direct the conversation. As the study evolved, and I had established
professional relationships with the participants, my ability as the interviewer to
relax, take my time, draw upon the participants’ accounts, be open-minded and
ask more thoughtful questioning certainly developed.
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Timing of an interview is important, as it is easier to approach the participant
once rapport has been established (Denzin and Lincoln, 2008). With this,
interviews with three PE pre-service teachers were conducted from week eight
of the study and continued through to completion of the gymnastics module.
This seemed valuable as all PE pre-service teachers who were approached for
interview, accepted willingly. Sampling of these participants was a methodical
decision (Tracy, 2013) and one that will be discussed in the data analysis
section (see section 4.12, on theoretical sampling).
4.11 School-based placement observation with Dillon
As part of the ongoing analysis process, there was the opportunity to track one
male PE pre-service teacher on his first placement in a North West school
where he was teaching a six-week block of gymnastics using the mobile
website. Dillon was one of only three PE pre-service teachers who were
delivering gymnastics on school placement prior to the Christmas period. The
decision to observe Dillon was due to accessibility in terms of school location
and the fact that I was able to co-ordinate suitable times that could be
scheduled around his teaching and my lecturing timetable. The purpose of this
observation was to observe the pedagogical use of the mobile website in a
contextual setting. It was also agreed by the course leader that the lesson
observation and subsequent grading, could form part of the PE pre-service
teacher’s professional development. Consequently, I observed one lesson and
generated a written report for that PE pre-service teacher (see Appendix H).
Observing Dillon on placement through a dual lens was a challenge. In
accordance with normal lesson observations, the PE pre-service teachers
required constructive feedback in line with the grading criteria. This was a good
opportunity for the PE pre-service teacher and gave me the opportunity to ask
questions on his decision-making regarding use of the mobile website.
However, on reflection, some of the feedback that I provided was constructed
with an agenda in mind, e.g. my favoured pedagogical strategies. This could
have influenced the future decision-making of that PE pre-service teacher. On
reflection and in future discussions, I was careful not to pre-empt answers and
kept the questioning open to allow for critical reflection, rather than forcing an
agenda. Following this, three semi-structured interviews were conducted with
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this PE pre-service teacher in relation to the pedagogical approaches that he
had employed. As with the focus groups, open questioning was key to this
approach. This essentially gave the PE pre-service teacher the opportunity to
lead the discussions and elaborate where he felt it necessary. The flexibility of
such an approach again presented challenges. On occasions there was
movement away from the core concepts, and a lack of ability from me to think
on the spot, e.g. in a response from Dillon (pre-service teacher, interview 2), he
said: ‘they’ll find a way of messing around’. I instantly moved on to the next
question, instead of asking him to describe the factors that might equate to a
pupil messing around. However, I ensured that further probing from missed
opportunities in the first interview were addressed in the second and third
interview. Evidently, a great amount of skill and practice is needed to conduct
fruitful interviews (Tracy, 2013).
All methods of data collection provided me with valuable insights into the area
of study and enabled trustworthiness through triangulation and research
credibility (Tracy, 2010) (see also 4.13). The data analysis process as informed
by grounded theory is described in depth in the next section and aims to
demonstrate how data from these methods were constantly compared
iteratively.
4.12 The data analysis framework
The data analysis in this study was influenced by grounded theory (see section
4.4) as it has the flexibility to cope with the research objectives and a desire to
achieve an understanding of the process by which PE pre-service teachers
come to use a mobile website pedagogically. The very nature of grounded
theory is that it evolves and builds throughout the research process as does a
relatively novice researcher’s decisions when using grounded theory. Whilst
acknowledging Thomas and James’ (2006) critique of the researcher’s impact
on the analysis of data in grounded theory, this section of the chapter provides
the reader with transparency in all the decisions that I made about handling,
managing, analysing and categorising the data, as informed by grounded
theory. Accordingly, I decided to illustrate the research design (see diagram 1),
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in terms of its suitability for this research project, the research objectives,
sample of people, research preference and in its flexibility and interpretation.
According to Corbin and Strauss (2008, p.125) “a picture is worth a thousand
words’”. The very nature of diagram 1 means that whilst it is not a complete
illustration of reality, it does allow the reader and me to visualise the cyclical
process by which the data was collected and analysed over the short time spent
in the field. The cycles, as identified in the diagram, represent the time frames
for data collection. Cycle 1 refers to the data that was collected during the 10week practical module. Cycle 2 refers to the data that was collected after the
10-week module.
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Diagram 1: My research design
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Whilst there are different versions of grounded theory, which are reflective of
the researcher’s different epistemological and theoretical positions (e.g.
Charmaz, 2006; Corbin and Strauss; 2008; Glaser, 1992; Strauss and Corbin,
1998), there are commonalties that make it a unique methodology (Charmaz,
2006). As per diagram 1 (above) the research process prioritised the key tenets
of theoretical sensitivity, constant comparison, theoretical sampling and the
identification, conceptualisation and saturation of codes and categories. It is
important to put each of these components into context for the reader, as
demonstrating an understanding allows you to appreciate that there is flexibility
in interpretation. Additionally, it shows the reader how the use of grounded
theory is relative to this project. The key tenets are discussed below.
Theoretical sensitivity, as previously introduced in chapter one (see section 1.4
for further discussion), is an essential component of grounded theory that
needs to be addressed. Diagram 1 demonstrates how awareness of the self,
any potential bias, knowledge and experience is influential at all stages of the
data collection, analysis/interpretation (Guba and Lincoln, 1998).
There is an agreement that at the core of grounded theory is the constant
comparative method and whilst grounded theory is much more than this, it is
imperative that constant comparisons were continually applied throughout the
analysis of data (Corbin and Strauss, 2008; Strauss and Corbin, 1998). In life,
we constantly compare new information with existing knowledge for similarities
and differences (Corbin and Strauss, 2008). In social scientific research we
similarly compare incident with incident, which is essential when attempting to
differentiate between the concepts (Corbin and Strauss, 2008). This helped to
develop categories and verify the density of categories. For example, by using
open coding across several sources, including reflective video diaries and focus
groups, the concepts ‘importance of being a gymnast’ and ‘PE teacher as
demonstrator’ were identified. Before categorising the concepts, it was
important to compare the two concepts for similarities and differences. Both
referred to being able to perform gymnastics skills, yet one related to the
experiences that led to physical ability, whereas the other referred to using this
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physical ability to provide a visual aid for the pupils. By comparing in this way,
it was possible to categorise the concepts under the ‘The significance of the
teaching body’. Thus, constantly comparing throughout the analysis enables
me to establish patterns in the data (Hutchison, Johnston and Breckon, 2010),
group concepts together and to further identify properties and dimensions in
search of categories. However, it is the theoretical comparisons that make for
rich data (Corbin and Strauss, 1998), as comparing concepts to what we
already know is how we make sense of things. Simplified, it involves looking at
the concepts properties and dimensions and thinking about them in relation to
prior experience or literature. Corbin and Strauss (2008) recommend putting
these experiences and knowledge of the literature to good use by prompting
associated questions that could have been previously overlooked. This ability
to constantly compare can assist in the development of new leads in the data,
which then require new populations to be interviewed.
Theoretical sampling is an important component of the data analysis process.
It was originally developed by Glaser and Strauss (1967) for the purpose of
selecting people in specific contexts and times, in conjunction with emerging
data. Theoretical sampling or open sampling (Waring, 2017b) means remaining
open to all possibilities When submitting to ethics boards it is difficult to avoid
stipulating what populations might be sampled, due to established relationships
with teacher educators and some of the PE pre-service teachers. However, it
should be acknowledged that at any point in the research the researcher might
be directed to explore new populations as a consequence of emerging data,
thus it is the analysis that guides the research (Corbin and Strauss,
2008).Theoretical sampling is therefore the combination of sampling in relation
to emerging data but also in relation to prior theory (Corbin and Strauss, 2008;
Layder, 1998) that assists with firming up or saturating a category. “A
researcher using theoretical sampling never knows what twists and turns the
research will take” (Corbin and Strauss, 2008, p. 146) and consequently the
opportunity to track Dillon on placement was one that was exposed as the
research evolved (see section 4.11).
The data analysis framework demonstrated in diagram 1, was reflexive rather
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than repetitive (Tracy, 2013), in that each cycle aimed to build on categories,
new data, and theory, which encourages refinement and focus. For example,
cycle 1 involved observing and team teaching on a 10-week gymnastics
module. Additionally, reflective video diaries, focus groups, informal
conversations and a semi-structured interview with the teacher educator were
conducted. The second cycle, where further conceptualisation and saturation
of categories continued to take place, involved re-visiting the data and
consequently new data was collected. Thus, I tracked Dillon on his placement,
which included a lesson observation, mentor feedback from his professional
mentor and myself, and follow up semi-structured interviews. After the 10-week
module had finished, a further focus group was conducted, in addition to semistructured interviews with two more PE pre-service teachers that were teaching
gymnastics on placement after Christmas. The nature of the cycles in the
diagram demonstrate the structure/framework for which data was collected;
however, it is important to recognise that cycle 2 worked in conjunction with
cycle 1 by building on and revisiting the data. The amount of cycles was
dependent upon theoretical saturation, which I argue in most cases is
impossible to fully reach, as the interpretation of findings continue right up to
submission of the thesis/document (Bryant and Charmaz, 2007). However,
ensuring that there is coherence, clarity and precision when developing and
refining categories, described by Bryant and Charmaz (2007) as category
density, is important for saturation. Thus, in this study, data collection and
analysis continued until the new data did not question or vary from the coding
and the subsequent categories. However, interpretations and the subsequent
storytelling of these categories proceeded to develop and evolve throughout
the write up of the thesis.
Finally, Glaser and Strauss (1967) proposed that coding techniques enable the
researcher to establish rigor when handling the data and ensure that the theory
is grounded within that data. Coding is then central to the analysis of data
(Waring, 2012a), with multiple versions and interpretations that exist. For
example, at a fundamental level, researchers make a list of codes from the
literature before data collection (Cohen, Manion and Morrison, 2011), to make
comparisons, whereas Charmaz (2006) uses specific analytical techniques to
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unearth the relationship between concepts. Strauss (1987) preferred to use
axial coding before explanatory logic and Corbin and Strauss (2008) use lineby-line coding. It should be noted however, that whatever coding technique is
used, it is more than a simple arrangement or listing of ideas but rather a
process of being able to conceptualise and synthesise the data (Corbin and
Strauss, 2008).
The next section demonstrates how NVivo assisted me in the data collection
and analysis process and gives examples to illustrate the process. Using NVivo
throughout the analysis process: Over the last 25 years there have been
significant advancements in technology including the design of ComputerAssisted Qualitative Data Analysis Software (CAQDAS) (Tracy, 2013). NVivo
is one such platform and aims to assist in the analysis of qualitative data, by
aiding the traditional ways of sorting data (Binger, Johnston and Blackenridge,
2004), particularly when facilitating a grounded theory project (Hutchison,
Johnston and Breckon, 2010). Initially NVivo was selected for organising the
data with the understanding that the software only does what you as the
researcher inputs into it. For example, it was useful in that it could host large
files, including interview transcripts, audio files, PDF and video diaries
(Hutchison, Johnston and Breckon, 2010). However, it was soon realised that
its unique functions could assist in the whole development of grounded theory
by moving the data from thick descriptions to maps and models that helped to
explain and illustrate what was happening (Hutchison, Johnston and Breckon,
2010).
Despite the sophistication and popularity of such packages, together with a
detailed account by Binger, Johnston and Blackenridge (2004) and Hutchison,
Johnston and Breckon (2010) on how NVivo assisted them in their grounded
theory projects, the software is not without criticism. The most common
concerns have been highlighted below:
•

Computer software distances the researcher from the data (Coffey, 1996)

•

Computer software takes over the analysis (Johnston, 2006)
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•

Tracy (2013, p. 206) speaks of a doctoral student who felt like it “wrapped
all the meaning inside the computer”.

•

Computer software encourages complicated analysis but without enough
understanding of the process (Johnston, 2006).

These concerns are mainly around how much ownership the researcher has.
Using NVivo, is then is about managing the data but in a way that is controlled
by the researcher’s understanding of the grounded theory process. Before
discussing how I addressed these concerns at the end of this section 4.12, it is
important to demonstrate the analysis process. Thus, the first, second and third
concern can be addressed by acknowledging that it is my responsibility to
interpret the data. This was done by keeping a detailed log of ideas and through
examination of the relationships between codes, concepts and categories. For
example, it was recognised in the pilot study, that NVivo could facilitate this in
its efficiency at hosting data, linking codes to references and sources, mapping
models and generally in its reliability in terms of making quick searches for
sources. Regarding the fourth criticism it is important that the project is not
forced to fit with the software but instead is used to enhance the effectiveness
of the analysis (Bazeley, 2007). In this study, I preferred to code, memo, map,
and make conceptual links, before transferring that information over to NVivo.
Thus, a more interesting question then might be, so what is the added extra
that NVivo gives to the research/data analysis process? In answering the
above question, I make the following points:
•

Once that data has been annotated and transferred, it is easily accessed for
future comparisons, which undoubtedly makes the whole research process
more efficient.

•

It can electronically host and organise multiple sources of data.

•

It allowed codes (nodes) to be linked to the original document with numerical
data on how many references had been made to that code, as well as how
many sources you can find the code in.
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•

With this information on the screen, NVivo allowed models to be created
and mapped to show links between, codes, concepts and categories; helpful
when attempting to saturate the categories.

•

All of the above features being advantageous as it freed me up analytically
without having to think about retrieval techniques.

Having discussed the advantages of using NVivo in this study, it is important to
be specific about the actual coding techniques used, as, according to Waring
(2012b, p. 301) coding is “at the heart of the matter”. In this study, the initial
stages of analysis were done immediately following observations, reflexive
diaries and focus groups and included open coding. Open coding or what
Charmaz (2006) terms initial coding is the process by which the researcher
labels the data by word, line or paragraph and attaches meaning at a
conceptual level. The codes were referred to and stored as ‘nodes’ in NVivo.
Open coding allowed me to fragment the data and identify broad ideas and
topics for which the data could be located. Locating a node on NVivo meant
that I could easily locate the file (source) for which that node belonged to. This
usually included multiple sources and consequently it became easy to track
how many references were made to that node and how many sources the node
occurred in.
As part of the open coding process, I did attempt to do some micro-analysis
(Corbin and Strauss, 2008). Micro-analysis is not a specific form of coding but
rather a more detailed version of coding, as it breaks the data in a way that
considers all its possibilities. It helped me to interpret the language of the
participants, search for deeper meaning and prevented me from jumping to
conclusions (Corbin and Straus, 2008). For example, in the following extract I
have highlighted one of the key words that I began to uncover:
“I think it’s vitally important. You can’t give a bad demonstration because
your pupils are going to copy what you do, and if you give a bad
demonstration, there’s going to be bad performances everywhere, so
they do need to see that ideal model” (Naomi, pe-service teacher, focus
group 1).
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When focusing on the word everywhere, I asked myself what it might signify.
For me it represents multiple, in a given space or context. If the word was
missing from that sentence, it would change the whole meaning behind the
paragraph. For example, this PE pre-service teacher believed that one incorrect
teacher demonstration would lead to all pupils performing incorrectly. This then
led me to make notes and questions around the importance of correct technique
via demonstrations to PE pre-service teachers. Similarly, yet not as time
consuming as micro-analysis, was line-by-line coding which involves
fragmenting the data to search for meaning (Corbin and Strauss, 2008). This
allowed for multiple codes to be generated and led me to see commonalities
and anomalies. However, some researches including Byrman (2004) dismiss
line-by-line coding, as there often results in too many codes to work with, many
of which are not relevant. In concurrence with Byrman (2004), it was quickly
apparent that line-by-line coding and micro-analysis, which were useful
techniques in the beginning, only resulted in extensive lists of codes, and
meanings that became difficult to manage and work through. An example list of
codes (referred to as nodes), feature in Appendix L.
A central element in the coding process is the researcher’s ability to ask
questions of the data. Whilst questions can help to get the research off the
ground (Corbin and Strauss, 2008), they should become more focused and
developed as we begin to know more about the concepts and as the research
evolves. For example, the concept, ‘to demonstrate’, which was persistently
referred to throughout the data, needed to be explored further. Using Corbin
and Strauss’ (2008) questioning techniques, the researcher initially attached
sensitising questions 14 in comment boxes to the field notes and transcripts.
13F

These questions included ‘What is going on here?’ ‘What do the participants
mean when they do/say this?’ Who does it relate to?’ This helps the researcher
to gather a range of possibilities for that concept, which stimulates what things
we might look for in the next set of data. After codes had been generated and
tree nodes (on NVivo) had been developed, further questioning took place and

14 Sensitising questions “tune the researcher in to what the data might be indicating” (Corbin
and Strauss, 2008, p. 72).
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again were stored in NVivo as word files. As a result, I began to reorganise
codes, merge codes and began developing concepts, whilst looking for
relationships between them.
As seen in diagram 2 below, I attempted to use diagrams in NVivo at various
stages of the research process to help explain and convey to the reader what
was going on, but mostly to develop new understanding through visual
representation of the analysis (Buckley and Waring, 2013; Hutchison, Johnston
and Breckon, 2010; Waring, 2017b). Like in any research situation use of
diagrams are one of personal preference but one that I feel has assisted my
development in the analysis process (Buckley and Waring, 2013; Hutchison,
Johnston and Breckon, 2010). The diagrams developed in complexity over the
analysis period and continued to be refined when moving towards categories.
Diagrams helped me to visualise what concepts linked to categories and
through mapping the different concepts and using arrows to link the concepts
together it was easier to verify the power of existing categories. The second
diagram of concepts (see diagram 2) below illustrates the developing
categories, although loose and with flexibility to move around at this stage.
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Diagram 2: Second map of codes (nodes)
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This mapping was conducted alongside written documents, namely, memos 15,
14F

which could be attached to the diagrams on NVivo and viewed simultaneously
(Buckley and Waring, 2013; Hutchison, Johnston and Breckon, 2010). Use of
these diagrams and memos were key to the tracking and credibility of the research
process, as there was evidence of an audit trail (Corbin and Strauss, 2008). For
example, whilst focusing on the concepts of content knowledge, teaching
confidence and control, I wrote the following memo:
Memo date: 10.12.14.
The pre-service teachers felt confident when they were able to rein it back
in if it wasn’t working. If content knowledge is low, then the pre-service
teachers felt out of control. This matches to what pre-service teachers said
in focus group 3. This made me question, whether low content knowledge
always made them feel this way or whether it was gymnastics specifically as
the skills/knowledge aren’t perceived to be transferable to other activities.
What about their pedagogical knowledge? Did this give them teaching
confidence? (Memo, Dillon, pre-service teacher, after interview 1).
Writing memos and asking questions of the data in this way assisted me with
refining the concepts; re grouping and moving towards categories. Part of this
process involved breaking the data down into its properties and dimensions and
“digging beneath the surface to discover meaning” (Corbin and Strauss, 2008, p.
66). Thus, every concept is compared to other concepts and incidences, which
enables concepts to be eventually grouped and categorised (Waring, 2017b).
Table 2 (below) demonstrates that by identifying the concept’s properties, I started
to identify concepts in relation to their properties. Developing a concept’s
properties was an ongoing process, however, the table below demonstrates some
examples of the ‘the importance of content knowledge’ and some of its related
codes and properties. As the study evolved and categories became firmed up, the
ongoing analysis exposed content knowledge as a concept that filtered through
the categories.

15

Memo: a “written record of analysis” (Corbin and Strauss, 2008, p. 117).
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Table 2: Developing concepts through their properties
Below is an example of the concept of valuing content knowledge, with some of the properties.
Category

Concept

Properties

Teaching

Improves the teaching confidence through feelings of security, less anxiety/stress.

confidence

Ability to complete lesson plans/schemes and fill the time adequately. Feeling that
you can’t teach gymnastics without required content knowledge. Increases
movement vocabulary and provides a visual aid.

Relationship with

Enables them to trial new/alternative approaches to teaching, ‘rein it back in’ or go

Prioritisation

pedagogical

off/adapt the plan. Improved planning for more focused questioning, progressions

of content

content

and differentiation/assessment strategies. Technical/technique development

knowledge

knowledge

through teaching points.
Improves one’s identity as a PE teacher, as pupils and other professionals are

Role model

likely to assume ‘you know what you are doing’ if you possess content knowledge
(demonstrator). Fear that pupils will think they don’t know what they are doing.
Becoming a role model, self-affirmation (identity).
Lesson planning, delivery of lessons and schemes without running out of ideas.

PE expectations

Meet the QTS standards, requirements around secure content knowledge levels.
How they will be judged and assessed? Good teaching requires good content
knowledge.
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Finally, axial coding, which Corbin and Strauss (2008, p.195) define as “cross
cutting or relating concepts to each other” was used by listening to the data on
the audio files, reading the field notes, working with the PE pre-service teachers
and analysing the concepts and their properties. The quick turnaround between
an interview, observation, transcript and being able to work with the data meant
that developing properties and relating concepts happened mainly using
diagrams and memos (Corbin and Strauss, 2008; Waring 2017a). The maps
assisted in the development of sub-categories to categories and in the
construction of a hierarchy of mechanisms (structures). However, it was
important that any axial coding did not force concepts into categories
(Charmaz, 2006) but instead that the analysis was dictated by previously
collected data. For example, after the identification of a concept’s properties
and the comparisons with other concepts, I started to create a hierarchy of
categories determined by the number of nodes and sources. As seen in the
diagram, I grouped the concepts relating to content knowledge. When
identifying when PE pre-service teachers were willing and not willing to use the
mobile website, I could start to make links between these concepts and the
types of pedagogies they employed. At this stage the categories and
subcategories were loose. However, it allowed me to visualise the relationships
between concepts and how they all related to each other (see diagram 3).
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Diagram 3: Relating concepts and moving towards categories
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Through axial coding these questions became more theoretical and included:
‘Why is this happening? How does this relate to another concept? What is the
bigger picture? More specifically, I used the ‘flip-flop’ technique of Corbin and
Strauss (2008), which relates to turning the concept inside and out. For
example, with the concept ‘PE teacher as demonstrator’, I asked myself the
following questions:
1. Do PE pre-service teachers always feel the need to demonstrate? Why?
2. In which contexts/situations/activities do they demonstrate? What if they
can’t demonstrate?
3. What if they had the mobile website with high quality demonstrations?
Would they still demonstrate?
4. When would the mobile website be used instead or as an alternative to
demonstrations?
This allowed me to identify any concepts that needed further exploration. Once
the maps had been revised and adapted and properties had been generated
for the concepts, further questioning took place. These questions were more
practical in nature with examples such as where to go next? (Corbin and Straus,
2008). This development of questioning moves the researcher from a position
of listening, to what the data is saying, to a position of looking for clues on how
the concepts are related (Strauss and Corbin, 1998). It must be remembered,
however, that asking good questions generates ideas not data itself. Here is an
example of a memo, which was related to the concept of the sub-category
identity and the concept of upskilling.
Memo date: 28.11.14.
Concept: Improving the subject knowledge and confidence of the
students through ‘upskilling’. By this the teacher educator meant
improving the students’ performance of skills. I quite like how she uses
the term ‘upskill’. A bit old fashioned but fits into her profile. With this she
also thought that being a gymnast was important as you already have the
skills. She saw this year’s cohort as inexperienced as there were no exgymnasts. The reason for their lack of engagement in some of her
sessions was due to a student’s lack of skill- disengaged students happier
to sit back and observe (Teacher educator, after interview 1).
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From this memo, the concept, upskilling’s properties (see table 3) demonstrate
the relationships between other categories and their concepts. For example,
the concept of ‘upskilling’, whilst related to one’s identity as it accrues physical
capital can also be associated with ‘teaching confidence’. If PE pre-service
teachers are upskilled, they can demonstrate the ‘ideal model’, which improves
their teaching confidence. This process of moving concepts around and
redefining categories continued through the write-up phase, as I constantly
compared to the literature and incident by incident. This was a complex process
and required in-depth thinking at a conceptual and organisational level, as there
was so much overlap between concepts and their properties. This made the
write up and ongoing analysis challenging, as I tried to capture what was going
on, whilst attempting to avoid repetition. Thus, rather than selective coding
(Waring, 2017b), which aims to search for a core category, I used Charmaz’s
approach to storytelling (see section 4.4) through the categories. Table 3
(below) shows the development of concepts, properties, and subcategories into
categories.
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Table 3: Category: The significance of the teaching body
Sub-

Concept

Properties

Example data

Ideal model for

Important to have a visual aid for correct technique/performance.

“Show them the technical points which me as a

effective

Mobile website shows high quality visual (aids instruction). Mobile

teacher, I couldn't do some of the things that the

teaching

website replaces teacher demonstration (last resort, feelings of

videos show”

Upskilling

Improve physical ability and accrues physical capital. Focus on

“Upskilling. I think it’s a, for most of them it’s around

content for effective teaching. Mobile website aids movement vocab

confidence of performance” (Teacher educator,

as pre-service teachers practice in planning time.

interview 1)

Importance of

Importance of prior experiences, influenced by gender, childhood

“I think over the years when I’ve done it, there’s

being a gymnast

and school culture. Females tend to have better experiences in

probably been a handful of what I would call

gymnastics than males

gymnasts in the groups, the rest of them have had

category

PE visions

insecurity)

limited school experience if any at all” (Teacher
educator, interview 1)

Identity

PE teacher as

Demonstrating is part of the job role. Improves self-worth, role

“You can’t give a bad demonstration because your

demonstrator

model, affects how they are professionally viewed. Mobile website

pupils are going to copy what you do, and if you give

used when demonstration is poor. Using the mobile website is seen

a bad demonstration, there’s going to be bad

as a cheat/only when the body can’t cope

performances everywhere” (Sally, focus group 1)

Gendered and

Teacher educator believes that the mobile website is useful as her

“For me, as an example, if I was self-conscious about

aging body

body ages and can’t cope with physical demands. Expectation for

the fact I couldn’t vault, and I had to vault and messed

females to be good makes them anxious. Males make reference to

up on the vault, I would not feel too happy” (Kelly,

gymnastics as a ‘females sport’

focus group 4)
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Having discussed the methodology, methods and made transparent, the data
analysis process and the movement towards categories, I will now review the
limitations in line with what makes for quality qualitative research.
4.13 Doing quality qualitative research and recognising study limitations
Like with any research project the reader needs to present the findings in a way
that is worthy of reading (Tracy, 2010). Quantitative researchers do this by
applying concepts such as validity and reliability and using test-re-test and
numbers to qualify their findings (Cohen, Mannion and Morrison, 2011). This
approach to data collection and results still dominates societal thinking around
what equates to effective research. To make this qualitative thesis worthy of
reading, it is essential that I demonstrate trustworthiness through the attention
to credibility, transferability, dependability, and confirmability (Denzin and
Lincoln, 2005; Lincoln and Guba, 1985; Sparkes and Smith, 2009). However,
with multiple variations of qualitative research and the subsequent
methodologies that can be employed, the criteria must be flexible, yet stringent
enough that it accommodates for the broad landscape of social science. Tracy
(2010) more recently developed an eight-part criterion, which includes worthy
topic, rich rigour, sincerity, credibility, resonance, and significant contribution,
ethical and meaningful coherence. I use these concepts throughout the study,
as criteria for which this research is judged. Some of these concepts are
discussed below, whilst acknowledging the research limitations. (For the ethical
deliberations, see section 5.4).
4.13.1 Resonance
It has been argued that more needs to be done to balance the dichotomy
between dissemination of educational theory to practitioners in the field
(Hammerness, 2013; Kvernbekk, 2012). Thus, if PETE programmes are
maximised in terms of reflective research, there is the hope that knowledge will
infiltrate through the hierarchy; making the warrant for using PE pre-service
teachers in this research crucial. It is, however, not the intention of this research
to generalise the findings of this single case (e.g. PETE), to all PETE
programmes nationally and internationally, but instead to allow PETE
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programmes to relate these findings to their provision and the experiences of
their PE pre-service teachers using technology pedagogically. In other words,
small cases can be considered against a backdrop of larger frameworks in the
field. This is made clear through the context-specific dimensions of each school
and culture throughout the study. The findings, then, should be transferable and
representative of the field (Tracy, 2010). Subsequently, the research design,
transparency of analytical decisions (see section 4.12) and the choice of
methods were reflective of the research questions; ensuring internal validity
(Cohen, Manion and Morrison, 2011; Denzin and Lincoln, 2005).
4.13.2 Credibility
According to Lincoln and Guba (1985) researchers should be prepared to
spend a lengthy time in the field, for the research findings to be considered
credible. This research design only allowed for 10 weeks in the field (e.g.
practical module), so triangulation was important. Thus, multiple sources of
data, e.g. focus groups, observations, reflective video diaries and interviews,
were used over a short period of time, which helped me to identify further areas
of inquiry or questions, leading to deeper understandings on the topic (Tracy,
2010).
4.13.3 Sincerity
For quality qualitative research, it is important for any researcher to
acknowledge reflexivity, the potential bias and or challenges that may be
presented throughout the research process. Consequently, it was important
that my role (see section 1.3) in the research study is fully acknowledged, as
this had the potential to influence the data and results. This was particularly
relevant to this study, as I had designed the mobile website with a particular
purpose in mind. Whilst the initial stages of the PhD were driven by a more
objectivist position where evaluating the mobile website’s pedagogical impact
was key, I was able to naturally immerse into the study and quickly moved into
a participatory position. Both my position and theoretical insights have been
discussed in depth from the ‘Personal Biography’ in the introductory chapter
(see section 1.2), through to the ‘Confessional Tale’ (see section 5.3) and will
continue to surface as the discussion uncovers. These stories present me as
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‘inside and out’ and so being reflexive and understanding the influence of my
theoretical sensitivity became crucial throughout the process. The next chapter
tells my ‘Confessional Tale’, and therefore aims to provide the reader with my
reflections of the research process.
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Chapter Five: My Story
5.1 Introduction
This chapter aims to tell my research story by using a ‘Confessional Tale’.
Before describing the events that unfolded as part of this research, I introduce
the reader to the use of tales, as a means of communicating real-life
happenings (Sparkes, 2002). This confessional tale is written from my
perspective, under a series of subheadings. Following this, is a consideration
of the ethical dilemmas and an analysis of the power relations that are
highlighted within the tale. Finally, the chapter ends with a micro-political
framework that was uncovered, as part of the grounded theory process.
5.2 Introducing the use of tales
It is important to offer a suitable justification here for the use of storytelling, as
a means of portraying the real-life contextual happenings in this study.
Storytelling has been used and discussed by several qualitative researchers,
e.g. Armour and Chen (2012) on the ‘Art of Storytelling’; Frank (1995) on ‘The
Wounded Storyteller’, McMahon and McGannon’ s (2016) work on storying the
body and Sparkes (2002), whose book ‘Telling Tales in Sport and Physical
Activity’, offered a more personalised way of presenting data. Bryant and
Charmaz (2007) similarly consider storytelling to be a useful way of conveying
to the reader the events that unfold when conducting grounded theory research.
Storytelling often takes the form of narrative inquiry (Bryant and Charmaz,
2007) and whilst the definition of narrative below, by Smith and Sparkes (2009)
is certainly useful here, it should be noted that the choice to narrate my story
was not a methodological decision but one that evolved as part of the grounded
theory process:
“A narrative is taken to mean a complex genre that routinely contains a
point and characters along with a plot constructing events that unfold
sequential over time and in space to provide an overarching explanation
or consequence” (p. 2).
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More specifically, the series of events in this study are narrated as
‘Confessional tales’ (Van Maanen, 1988). Confessional tales have been used
by other researchers, e.g. Dennis (2009) on the interventions of an
ethnographer, Kluge (2001) on the confessions of a beginning qualitative
researcher and Sanders, Wadey, Day and Winter (2017) when writing about
the confessions of a neophyte researcher in a medical context. These
researchers were looking to discuss reflexivity in significant detail (Salzman,
2002; Van Maanen, 1988), subsequently writing themselves into the research
(Coffey, 1999). For me, the choice to narrate myself was closely aligned with
my on-going reflexivity (see section 1.3) as I explored the realms of qualitative
research (Coffey, 1999). Consequently, I chose to revisit the decisions made in
the field (Dennis, 2009) and write my own interpretation of the events that
unfolded.
In this study, the tales which have been documented under a series of
subheadings, were used as a means of communicating the experiences I had
in the field (Sanders et al., 2017) and allowed me a research context on which
I later built my analysis (Coffey, 1999). As noted by Geertz (1988):
“If you want to understand what a science is you should look in the first
instance not at its theories or its finding, and certainly not what its
apologists say about it; you should look at what the practitioners of it do”
(1988, p. 73).
The writing style is personalised (Salzman, 2002; Sanders et al., 2017) and
authentic (Coffey,1999), and as such, I use candid reflections taken from my
research diary to provide what Tracy (2010) refers to as sincerity; as they
consider honesty, reflections and acknowledge bias. I use my own voice to
describe in detail, what was a lengthy and stressful process of constructing a
mobile website and using it in the field.
Telling tales of the field allowed me to explain to the reader how I was
confronted with problems, surprises and dilemmas (Sparkes, 2002) and, more
importantly, what I learned from them (Kluge, 2001). Thus, the tales were a
powerful means of expressing the truths that would not have been otherwise
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uncovered (Clough, 2002). More specifically, narrating these events
contextualised the power struggles, my self-interest, the micropolitics and the
conflicts that naturally occurred as part of the research process (Bryant and
Charmaz, 2007). This meant communicating the challenges to the reader and
any other researchers entering a similar field, before later analysing the
consequences (Smith and Sparkes, 2009) of the ethical issues raised (see
section 5.4) and the influence on the data and interpretation of that data.
Writing tales in this way did present me with challenges, particularly when
portraying and interpreting myself, and the other participants in the story
(Salzman, 2002). However, it was not my intention to appear judgmental, but
instead to give an honest recollection of events, character of the ‘unevenness’
of the research process (Coffey, 1999). Additionally, I was able to capture a
real sense of my struggles, pride, frustrations and accomplishments, as I
moved from a novice researcher to a more experienced one; one who was able
to fully consider the broader processes that results in the production of quality
qualitative research (Sanders et al., 2017; Sparkes and Smith, 2009).
The next section uses a series of tales under subheadings, as a means of
describing what was happening in the field. Although this writing style is
personalised and is arguably at times over-indulgent (Delamont, 2002), it
should be appreciated as a means of communicating a series of important
events. Thus, Sparkes and Smith (2009) refer to ‘connoisseurship’, where the
reader can appreciate the quality and appropriateness of the findings, without
necessarily liking the style. The intention of the tale was to capture the reflexive
nature of an evolving process, as what I had initially intended to do stands in
marked contrast to what happened.
5.3 Confessional tale
Construction of the mobile website
On acceptance of my research proposal by Loughborough University, I
embarked on an intense journey to design a pedagogical application (app) that
would aim to assist with the pedagogical development of PE pre-service
teachers when teaching gymnastics. The first step was to ask for help, as
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technology design was not my area of expertise. I initially contacted the
computing staff (CS) at my institution. Fortunately, they expressed a keen
interest in developing an app that could be used for one of their student’s
degree projects. The initial meetings with the CS and the computing students
were positive and I came away inspired with ideas on construction and future
potential. One consideration was around the construction of a mobile website
rather than an app, due to the greater flexibility regarding updates, costs and
administration. After careful thought and some research around the use and
design of educational apps, a mobile website was deemed to be the most
flexible platform for sustainability but more importantly cost-effective design for
this study. The CS attached one of their students to the project and I organised
an initial meet via email. The first student, a mature female, seemed unnerved
by the design of a prototype and sceptical about the promised gadgets that
were proposed so confidently by the CS in the meeting. After several
miscommunications and attempts to mediate, student one submitted a
prototype.
Whilst this was a good starting point for me, it certainly required further
development. Sensing a feeling of guilt at the student’s short comings, the CS
selected two more able students. However, my faith in student-led design
needed restoring. With a countdown of 72 days until the launch of the mobile
website, I began to feel anxious about the possibility that this may indeed not
be as straightforward as I had initially anticipated. Then came the next untimely
setback; the computing student had taken the decision to intercalate sending a
text message of apologies about not being ‘the man for the job’; and with
several unsuccessful attempts to contact the CS, I was left alone with a basic
prototype and what became 42 stressful days ahead. The supervisory meetings
that followed centred on the seemingly impossible task of constructing a mobile
website alone, and with no skills in mobile website design I began to feel a little
deflated. The alternative proposition, but less desirable option was to delay the
pilot study for a year (see section 4.5). Instead I took the decision to ‘go solo’,
to meet the anticipated timescale. I pursued with what seemed an impossible
task. Where did I begin? Should I capture the videos, attempt to construct a
web page, ask for help, but from whom? With my blood pressure rising and the
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deadline imminent, I sought help from a web designer who kindly offered his
services.
The first job was to find a suitable host for the mobile website with two criteria
in mind; cheap and with enough mega bites. The computing students had
recommended one.com and with time an important factor here, I decided to pay
for this space. With one.com purchased for £20 per year and a web name of
teachgymnastics.co.uk, I was ready to construct the pages. Word Press was
used as the template for web design. The Word Press theme needed to be
flexible enough to allow for videos, uploads, downloads but structured in a way
that was user friendly for a VLE. After a thorough search and navigation of
several themes, the ‘Academy theme’ (see Appendix B) was deemed most
suitable, as it encompassed wording that was related to academic disciplines
and a workable page layout. This was to act as a template for which my ideas
on gymnastics content and pedagogies would be overlaid and organised.
The next stage was to prepare the video footage, ready to upload. I knew from
previous attempts to record, edit and upload, that this was going to be a timeconsuming process. The first stage was to contact students who could perform
the gymnastics skills to a good level of ability and that were also available at
the same time as myself. Luckily, I had worked up a good rapport with six
students on the undergraduate PESS degree, through the Contemporary
Issues module that I had delivered. With time constraints, workloads and
personal commitments considered, we agreed to shoot the videos before
lectures on a Tuesday at 7am for four weeks. We set up the university’s high
definition (HD) cameras from two angles to capture front and side view and
relied on counting to synchronise the clips. Each video shoot took longer than
I had anticipated, with students finding some skills difficult, resulting in four and
five attempts. All videos required me to crop and edit so that they were
positioned side by side, showing the two angles of view. To do this, I used
Dartfish, as I was familiar with the software and managed to download a free
30-day trial on my home PC. Cropping and editing took approximately three
minutes per video but longer when it was necessary to sift through multiple
retakes. I then had to further liaise with the web designer, who gave me a quick
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tutorial on how to stream the clips through YouTube and edit to erase the
adverts that followed. Each video took a further two minutes to upload and a
further five minutes to upload to the mobile website with the accompanying
teaching points. With 100 videos to upload, a full-time lecturing job and two
weeks to go until launch of the mobile website, it was fair to say that I would be
working around the clock.
Finally, I made amendments to the mobile website’s front page, added a
student profile page and a navigation link. Fortunately, the media team had
recently been into a gymnastics practical session on my module and taken
multiple images for the prospectus. These seemed perfect for the course pages
(see three examples below).

On completion of the pilot web design, it was time to check the Wi-Fi
connectivity in the gym, email the students with a reminder to bring in iPads,
macs or laptops to host the mobile website on, and to further liaise with the
teacher educator in preparation for the pilot study.
One final setback
A few days before commencement of the pilot study, there was a realisation
that Wi-Fi could not actually be accessed in the gym. After an array of calls and
emails back and forth to the IT team, Wi-Fi was routed, although it was not as
efficient as I would have liked (e.g. you had to be close to the router to get a
speedy connection).

Pilot study
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The next stage was to liaise with the teacher educator regarding
implementation of the mobile website into a module that had been planned by
the teacher educator, with specific learning outcomes in mind. Thus, the
teacher educator and I developed a plan to implement the mobile website over
three of the 10 practical lessons, which were specifically related to the theme
of balance (see also section 4.5). It was important to me that the sessions
complemented the teacher educator’s proposal around this theme (balance)
and consequently, I taught mini-teaching episodes on balance using the mobile
website, when the teacher educator deemed it convenient for me to step in.
This would give me the opportunity to get a real sense of mobile website
functionality, specifically regarding speed and accessibility. I had also
anticipated that the teacher educator would take note of the website’s potential
in promoting constructivist pedagogies.
Through what was a short process of data collection and analysis, I realised
that it was impossible to ignore the social context and the pedagogical aspects
that emerged. Moreover, I was able to recognise the different pedagogies
employed by the teacher educator and I, and the potential confusion that this
could cause amongst the PE pre-service teachers.
Mobile website re-construction
After the pilot study, I had almost 9 months remaining before the main data
collection would commence. The mobile website was only part complete and
without time on my side, both the supervisory team and I made the decision to
seek funding from the Enterprise Projects Group (EPG) at Loughborough
University. Prior to this, several meetings with the enterprise officer had been
conducted with regards the potential to receive funding to develop the mobile
website. Items discussed included, impact, monies made, CPD and the
research excellence framework (REF) contributions. With this, I embarked on
a lengthy application process in a bid to showcase my mobile website to a
panel. What seemed like a promising prospect was met with conflicting
feedback. Initially the EPG responded to the application positively by feeding
back the potential to receive the bid of £10,000, without the need to present to
the panel. A week later a contradictory message was relayed by EPG, that in
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fact it was formality for every candidate to present his or her bid in person.
Again, a time-consuming process of designing a presentation, to last only 6
minutes, with the aim of showcasing the mobile website and its potential impact.
I was met with what could only be described as a ‘Dragons Den’ and needless
to say, I nervously delivered the presentation in 6 minutes. After an intense
waiting period, I was given written feedback that the bid was unsuccessful.
Although disappointing, the process had been valuable in that I had been forced
to condense the PhD into six slides, which enabled me to further reflect on the
aims and purposes of the study. Shortly after, I was thrown a further lifeline
regarding funding, albeit for half of the original bid, £5000. The decision to wait
until May for feedback was unnerving, as it meant delaying the potential to
assign myself and the media team the job of developing the mobile website.
May came, and again I was left disappointed and unsuccessful. The feedback
was around a reluctance to invest in something that had not yet been used
(tried and tested). The recommendations were to perhaps upload Google
analytics to track and document mobile website usage, as this would
demonstrate the impact.
Considerations around intellectual property
It was important to understand from an intellectual property (IP) perspective
that any future considerations around charging, subscriptions and marketing of
the mobile website would affect monies made. Considerations around the IP of
the mobile website design was one which required time, patience and
negotiation between my supervisor, myself and the two institutions involved
(the institution at which I was employed and the one I was registered for my
PhD). Firstly, the mobile website although not unique in terms of its
construction, was designed with original content. This content was protected
under the copyright laws, through its domain name teachgymnastics.co.uk.
Although I had designed the content and workings of the mobile website, this
was part of the PhD, which was copyright of the supervising institution.
Consequently, negotiations between the two institutions were made. This was
important for PhD completion, publications and REF submissions. What was
seemingly an easy process of agreement and the signing of relevant
documentation, soon turned into a ‘tug-of-war’ between institutions regarding
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the monies, ownership and the potential impact. Documents were passed back
and forth until a compromise was made. After liaisons with both universities’ IP
teams, it was contractually agreed that Loughborough would hold the IP, yet,
any help with web design and costing could come from either institution. With
this, the media team at my institution agreed to capture professional footage of
the gymnastics skills, free of charge. This meant capturing video footage from
a new cohort of students, although this time, it was more efficient, e.g. the
media team positioned both cameras at the desired angles and kept recording
on a running loop. Cropping and editing, although still time-consuming, was not
as messy as previous attempts. Videos were already synchronised, so it was a
case of running through the videos and selecting ones that were appropriate
for upload.
With all videos captured and uploaded to the mobile website, I finally felt like
there was light at the end of the tunnel. All that remained was a few structural
problems. Again, I was given a small amount of money, £300 to be exact, for a
web designer at my university to overlay Google analytics, to add a video
download link and review page, to delete unwanted icons and to create alerts
on the discussion forum. An overview of the final features and screen shots of
the mobile website’s pages can be seen in Appendix C.
An unearthly change of plan
The teacher educator had been exposed to the mobile website in the pilot study
and we had discussed its use in follow up meetings. Throughout this process
of familiarisation, I had hoped that the teacher educator would feel more relaxed
about the main data collection. However, the teacher educator proposed, that
rather than use the mobile website to deliver the module, she would be happier
if I was to intervene with the mobile website when I felt that the PE pre-service
teachers’ learning could be developed. This was my first realisation that the
propensity for PE pre-service teachers and the teacher educator to use the
mobile website in gymnastics was not going to be a simple process. My sense
of aguish is highlighted in the following research diary entry:
On commencement of the observations with the PGCE students there
were several dilemmas that I faced both practically and methodologically.
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Firstly, I needed to meet with the teacher educator to discuss the
programme of study. The teacher educator is a PE teacher who
specialises in the sports partnership links, works with both secondary and
primary schools and who has many years’ experience. This experience
has enabled her to make way into HE both practically and theoretically. It
was important to gain some common ground in terms of the content
covered but more importantly to understand my role on the continuum of
observer-participator. After initial discussions, she sent me her plan.
Having read through her week-by-week guide I had concerns about how
prescriptive it was, e.g. the teacher educator had noted on the plan where
I could intervene with the website. I was worried that this would separate
the mobile website from the teacher educator’s’ delivery of lesson content.
I was also worried that given she was expecting me to intervene with the
website, how much of a participator I would become. In the week leading
up to the first session, I spoke to the teacher educator and told her that it
would be best for her to take the lead with the mobile website, as it would
give me the opportunity to observe more clearly what was happening. The
teacher educator felt that it was best that she leads the lesson content but
that I intervene with the mobile website at appropriate times (Research
diary entry, 10.09.2014).
Planning to meet the teacher educator
It was September 2014, the new 12-week semester had begun, the PGCE
course with 23 trainees (m=10, f=13) was underway and the mobile website
was finally ready to use. My final and most ominous task was in the
conversations to be had with the teacher educator regarding module delivery. I
was apprehensive about these discussions, given her reluctance to use the
mobile website in the pilot study, which was conducted with a previous cohort
in 2013. This could present itself as problematic but was a hurdle I needed to
clear before proceeding to data collection.
Upskilling
In addition to my apprehensions over the reluctance of the teacher educator to
use the mobile website, were the different pedagogies that were identified
within the pilot study. I couldn’t help but think back to the discussions I had with
her around upskilling the trainees as performers, as a priority over developing
critical pedagogues. Concerned about how this might hinder my proposals for
main data collection, I tried to remain optimistic about our collaborations this
time around. With this, I took the plunge and emailed her to organise a meet up
two weeks in advance of the module start date.
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Coffee meet and informal plan
Through email we arranged a coffee meet that week to discuss the plan of
action. The conversation started with pleasantries around the PGCE
programme and the purpose of the gymnastics module. Finally, I offered my
proposals for mobile website use, which would offer PE pre-service teachers
the opportunity to use the mobile website collaboratively, with facilitation from
the teacher educator. However, it became clear that the teacher educator was
not comfortable nor willing to use the mobile website in her teaching of
gymnastics. It was not my intention to make her feel obliged. After all I was
stepping onto her patch. This change of plan was a pivotal moment in the study.
Rather than taking a more objective stance, I would be immersed into the
research as both a researcher and at times, teacher educator (see section 1.3
on Reflexivity). I would no longer observe the teacher educator use the mobile
website but instead take on various roles as and when they happened naturally
in the field.
Having made the decision to work separately with and without the mobile
website, it was important that we could find common ground through our
pedagogies. The teacher educator suggested to exchange lesson plans. Very
formal I thought, but eager to get the ball rolling, I waited apprehensively in
receipt of the plans. After examining them in detail, I wondered how this
research could work. The teacher educator had structured the lessons around
specific skills, supports and progressions (see Appendix D for lesson plan).
Comments in RED, signposted me to places where I could use the mobile
website to further develop the PE pre-service teachers’ knowledge. What could
I do? I had to go with this plan, as ultimately, I had no say in the way that the
module was to be delivered. Regardless of these conflicting agendas, my only
option at that time was to ‘go with the flow’.
Consequently, my supervisor and I, discussed a strategy that was twofold:
1. Manage the class and the teacher educator and keep them on side.
2. Manage the needs of the PhD to get what I needed to get done.
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The pivotal change- a reflexive process
Integrating the mobile website into the actual context highlighted for me the
realisation of what ‘real research’ is. I came to understand the power
differentials driven by the people and the context and the importance to reflect
upon my evolving position. The initial intent, where the teacher educator would
adopt a constructivist pedagogy using the mobile website was rejected and
instead it would be predominantly used by myself. Perhaps this would be
interesting, as after all it was my mobile website; I knew the workings of it and
what it could offer, and so intervening with it myself might prove to be the best
option after all.

First impressions of the 2014 PGCE cohort
The ‘old gym’ they called it: dim and cold, with a musty smell emerging from the
entrance that persists to circulate the room. A grey plaque edged with rust,
engrained with the venues historical connotation is carefully positioned above
the dark balcony that is layered with chairs and spans across the dilapidated,
eerie rectangular space. The powerful shutter that cuts the gym into two
screeches disconcertingly along its tracks; as the PE pre-service teachers
tentatively filtered in, congregating to the right. The condemned ropes cracked
walls and wobbly benches nestled in dust add to the tense aura that the
students, predominantly males, had created about gymnastics. I stood feeling
like a loose part waiting for the teacher educator to turn up. The PE pre-service
teachers were dotted around the gym edge, sat on their bags and glaring into
their mobile phone screens. The males stole equipment from the open store,
which soon turned into chaos as balls flew from one side of the gym to the next.
A loud voice appeared from nowhere in a quest to disperse the carnage. I
remained the passive stranger in the room to all but a few ex undergraduate
students. Some tensions are dispersed when the lads begin playing basketball
with left over equipment from a previous session; noticeably their own rules
applied. The girls, hugging their knees from the draft, stalked the lads’
movements, whilst muscling in on small talk in their cliques. The teacher
educator, keen to start the session, wrestled with the mats, whilst manoeuvring
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around the stray basketballs. As I stood waiting at the door, a female preservice teacher approached me, inquisitive as to what my role was. Her
gratifying assumption was that I was a trainee collecting data for my
dissertation. Flattered, but concerned that perhaps I wouldn’t be taken seriously
as a lecturer/researcher; did this even matter I thought? Refraining from
sounding patronising I answered in short with “I’m here to collect data for a PhD
study that I will explain later” (Research diary entry, observation 1, 17.10.2014)
Surprised and seemingly impressed, she nodded and moved over to the
teacher educator who had managed to group the PE pre-service teachers
together ready for introductions.
Teacher educator identity
Employed externally as an experienced PE teacher the students were at least
no more familiar with her as they were me, (identifiable only by association)
evident in the lack of response to assist with what seemed to be organised
chaos regarding setting up the workspace. The final mats pieced together in a
rigid format and a small cry from the teacher educator to usher the noise of the
lads who had now jumped onto the mats, goading each other, whilst competing
for the most masculine looking headlock.
Distanced
On introduction, the teacher educator communicated to the PE pre-service
teachers the purpose of the module. The mobile website was introduced briefly
at the end. In my opinion the mobile website was positioned as a supplementary
resource, associated with me only:
The teacher educator led a brief introduction on module expectations and
given the uncertainty of the students on gymnastics, she reassured them
that the module would address all of their concerns. She followed this by
comprising a list on a flip chart of student concerns; safety, fear of
assessment, demonstrations, injury, sequences, supporting and
knowledge. She then briefly mentioned that a mobile website would be
used over the module by the researcher. (Research diary entry,
17.10.2014).
Upskilling as a sole pedagogical purpose
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The teacher educator is an experienced PE teacher, with 30 years’ experience;
employed to deliver gymnastics and games to PE pre-service teachers’
commands immediate attention. Authoritarian in her manner she justifies the
necessity to be disciplined in gymnastics due to the health and safety
requirements and the apparent potential for injury. The PE pre-service teachers
stare with concern. Her astute assumptions of the group are that the subject
knowledge is low and in respect of this it is her job role to upskill them as
performers and teachers. This perception is shared amongst most PE preservice teachers who raise their hands in agreement that their limited
experience of gymnastics, makes this practical module crucial to their
development as a PE teacher.
Separation of the mobile website
After a thorough introduction of herself and the module, the teacher educator
briefly exposed the mobile website, referring to it as an ‘additional resource’. I
elaborated on my proposals for mobile website use. A few familiar faces from
the undergraduate PE degree in which I taught, raised a smile (see section 5.4)
and a few others nodded their head in recognition of the proposals. This
introduction, for me, set the tone of the practical module for two reasons:
1. It separated the mobile website and I from the teacher educator’s plans.
2. It divided the teacher educator and I in terms of pedagogical intentions.

Stepping in
She said that I knew the website best……
On the day of data collection, I set up the tablets and briefly spoke to the
teacher educator, again trying to persuade her to take the lead. Her body
language told me that there was still a degree of uncertainty. I didn’t want
to probe further at this point, as it was important to keep a good
relationship. So, I agreed to step in when she wanted me to. (Research
diary entry, 17.10.2014)

The teacher educator led the sessions with clear objectives that were
articulated to the PE pre-service teachers. For her it was important that this
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content was covered in accordance with her plans. Although we had exchanged
lesson plans and agreed on the possibilities for mobile website intervention, it
wasn’t so easy to implement in practice. Firstly, we had different pedagogical
intentions. The teacher educator was aiming to upskill the PE pre-service
teachers as performers, and for me the aim was to develop critical pedagogues.
Secondly, there was the issue of interrupting the teacher educator without
seeming to be patronising or rude, and in a way that didn’t disrupt the natural
flow of what was being learned/taught. I found myself sitting back observing
and hoping that the teacher educator would suggest I take over. This didn’t
happen. Apprehensively and a little agitated, I would wait for a gap in the
teaching and politely suggest I intervened. Although this was mostly welcomed,
I found myself rushing at the end of the session because I was aware that the
teacher educator was itching to step back in. Indeed, a very awkward situation
for both!
Interviewing
Some tension was felt outside of the practical lessons, as the teacher educator
was reluctant to be interviewed with no explanation. I can only guess that she
was panicked by the idea of offering her opinion of the mobile website. Perhaps
she didn’t want to offend me! With careful persuasion she tentatively agreed to
chat informally over coffee after the lessons. Yet, these informal chats, which
didn’t last long, were useful. With no pressure to be recorded and informal in
nature, it allowed the teacher educator to offer quick reflections immediately
after practice. The teacher educator was positive about the mobile website as
a resource to aid PE pre-service teachers, yet honest about how she would or
wouldn’t use it. I noted that in my diary:
I couldn’t use it in the way you do as I think it is important to teach each
skill with progressions, break it down from a health and safety point of
view. I would have to do this before letting them go free on the website
like you did. I prefer to give additional supports (Research diary,
17.10.2014).
Conflict
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Having observed the teacher educator deliver specific balances with a focus on
technique, I politely asked to take over. With only 40 minutes of the session left,
I was pushed for time but felt it was enough time to intervene. The PE preservice teachers were familiar with the mobile website from previous sessions,
so access and logins were efficient. I offered a new perspective, which allowed
PE pre-service teachers the choice of balance and the freedom to explore the
videos and to manipulate them in any way they felt necessary. PE pre-service
teachers were working at different levels and planning their own learning
activities. I facilitated the learning with three different tasks, e.g. a focus on body
weight management, flow and problem solve. I finished with 10 minutes to go,
allowing the teacher educator to round up the session. The PE pre-service
teachers engaged in discussion around use of the mobile website and how they
could see it being adopted in their teaching. The teacher educator, although not
totally dismissive of the idea said to the PE pre-service teachers that she would
be concerned with safety and that although my strategies worked with adults,
that pupils would not be able to manage their own safety in the same way.
Instead, she reinforced to the PE pre-service teachers that the mobile website
was in fact an excellent tool to be used in planning, to develop their own
technique and teaching points. Unable to argue with her viewpoints, I sat,
silenced. Some PE pre-service teachers stared, but I remained professional,
not wanting to tread on her patch. On dismissal of the PE pre-service teachers,
the teacher educator asked if she could have a copy of the lesson plan that I
had just delivered. Of course, I obliged!

Power differentials
The changing power dynamics became apparent to the PE pre-service
teachers who commented on the conflicting philosophies of both the teacher
educator and me. This is evidenced in the following comment made by a PE
pre-service teacher, taken from my diary entry:
One student came over to the bench where I was sat taking notes and
blurted out “We need to progress. How can we progress if the vault is the
long ways? If I was teaching, I would do basics, with the vault set up
horizontally” (Research diary entry, observation 8, 11.11.2014).
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As PE pre-service teachers became familiar with me as PE teacher, PE
lecturer, researcher, ex-gymnast and website designer, they began to quiz
some of the teacher educator’s pedagogies. This was more apparent amongst
the PE pre-service teachers who were involved in the focus group, as they
tended to reflect upon our discussions and think about what was happening in
practice on the module. Whilst reflection was encouraged as part of the module
and intended as part of my data collection, it was difficult when these reflections
became judgmental. Remaining professional and trying not to get drawn into
the conversations about the different pedagogical approaches, was a
challenging position.
Light at the end of the tunnel
As the module progressed, the team-teaching approach became more fluent.
This was arguably because the PE pre-service teachers began to
independently access the mobile website on the tablets. On occasions, the
teacher educator would stop this, as she wanted them to focus on perfecting a
skill and reinforced the time-wasting aspect of logging in and navigating through
the videos. She did, however, occasionally use the mobile website herself, as
a means of encouraging the PE pre-service teachers to compare their own skill
with a perfected skill on the mobile website. Even so, she remained true to her
pedagogical roots by dictating which skill was to be viewed and practiced at any
one time, e.g. she asked the PE pre-service teachers to find the tuck jump and
go through the teaching points. With less intervention from myself, the teacher
educator seemed to relax and thankfully agreed to a formal interview.
Summary
The change in plans for implementation of the mobile website had led to my
own feelings of insecurity over project evolution. Could you blame me? After
all, the mobile website had been my idea, my design and my passion. I had felt
protective over its potential to aid PE pre-service teachers and teachers alike
with gymnastics. With this came a desire to trial and test the workings of it, both
technically and pedagogically. As a PhD student, I brought about a passion to
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change something with a mindset that reflected ‘ontological realism’ 16 (see
15F

section 3.3). On reflection, this was a naïve perspective held by someone with
an expertise in gymnastics but equipped only as an apprentice in research.
These candid reflections demonstrate the process of evolution of not only the
study but of my thinking. For me then, real research in this context is an evolving
process and can only be ever fully understood through locating oneself into the
heart of it.
5.4 Ethical connotations and power relations
When entering any research project, it is necessary to consider all ethical
procedures at both macro and micro level. The naturalistic nature of this study
meant that it was non-intrusive (Dennis, 2009), therefore provoking little debate
over the risk to the participants in relation to the basic principles, which were
inherent in the research design. However, the British Educational Research
Association ethical guidelines (BERA, 2011) were used to inform research
design and practice, by placing the emphasis on ensuring that participants were
appropriately informed of the research process through a written participant
information sheet and verbal briefing. Before this research was conducted, the
ethical committee at Loughborough University approved the methodology and
as such all study procedures and ethical considerations in the ethics application
were adhered to.
The research was introduced to the PE pre-service teachers during their twoweek induction period onto the PGCE course, at the end of a whole-group
seminar. After receiving a thorough verbal briefing on the aims, procedure,
timings and benefits, the PE pre-service teachers and teacher educator were
invited to read the participant information sheet and sign the consent form (see
Appendices E-G). Consent is about giving freedom to the participants (Cohen,
Manion and Morrison, 2010) and whilst participation in the study was by no
means compulsory, the benefits to PE pre-service teachers’ professional
development were discussed by the PGCE course leader, who was keen for

16 Ontological realism: “A singular objective reality that exist independent of the individual’s
perceptions of it” (Waring, 2017, p. 16).
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the PE pre-service teachers to engage in reflective practice (see section 4.8)
as it formed one of the QTS standards. I did consider that this would perhaps
motivate PE pre-service teachers to participate in the study, however, PE preservice teachers were made fully aware that participation in the study would
have no implications for course completion and or grades. Time was given for
participants to consider their involvement in the study and I subsequently
invited the PE pre-service teachers to return consent forms in their own time. I
also provided them with the opportunity to ask questions, via the contact details
that were provided on the participation information sheet (see Appendix G). In
relation to confidentiality, PE pre-service teachers and the teacher educator
were made aware that all information, conversations and transcripts would be
kept in the strictest of confidence and if at any point they felt the need to
withdraw from part or all of the study, that this would be their entitlement and
that their decision would be treated with respect. Additionally, it was important
to make participants aware that although some of the data could be potentially
published in the future, that pseudonyms would be used throughout the thesis
(BERA, 2011).
Whilst ethics should be considered in full, prior to any research project, Dennis
(2009) encourages ongoing reflexivity as a means of reviewing the ethical
deliberations of the field. Having the opportunity to take on several roles in the
research, gave me an ‘in’ (see section 1.3); an insider position that exposed
ethical dilemmas (Dennis, 2009) associated with power relations:
“Researchers must consider the extent to which their own reflective
research impinges on others for example in the case of the dual role of
teacher and researcher and the impact on students and colleagues. Dual
roles may also introduce explicit tensions in areas such as confidentiality
and must be addressed accordingly” (BERA, 2004, para. 11).
Whilst this research was by no means an ethnographic study, it was impossible
not to interact with the PE pre-service teachers and the teacher educator, as
these interactions were imbedded into the research design (Puttick, 2017) (see
section 4.5). Accordingly, these relationships needed to be considered to
protect the participants but also to reflect upon the impact of them relationships
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on the research findings (Dennis, 2009). The most sensitive of these
relationships was between the teacher educator and myself. With an
established relationship prior to the research (employed as an associate tutor
on the PESS undergraduate degree for which I teach), it was the differences in
pedagogical strategies, that at times became challenging (see section 5.3).
Although, intervening in the practical lessons was that of a collaborative
decision, in the ‘Confessional Tale’, I highlight the awkwardness around ‘teamteaching’ and ‘stepping in’. Hammersley and Atkinson (2007) agree that it is not
unusual for the researcher to feel paranoid in the field and act apprehensively.
Ethical considerations around intervening were particularly important, given my
political agenda, which was to influence the teaching and learning in
gymnastics. Dennis (2009) refers to a researcher with a political agenda, as a
‘criticalist’ and consequently, there needs to be careful considerations made
about when and how to intervene into the field. Remaining professional and
respectful of the teacher educator, both inside and out of the field was crucial,
as according to Wolf (1991) “If you offend people, they will certainly not let you
into their world, nor will their information be accurate” (1991, p. 212).
Recognising that intervening arguably placed me in a position of power, I was
careful to intervene for short periods of time, in accordance to our collaborative
plans and ensured that I maintained the dominant identity of a researcher in the
field. As highlighted in the ‘Confessional Tale’, there was some disruption to
lesson flow, yet, the more time I spent in the field, the more deeply I came to
understand the teacher educator’s way of doing things (Puttick, 2017).
The relationships with PE pre-service teachers, whilst not sensitive, were
additionally considered in relation to the researcher’s role. I had established
some relationships with PE pre-service teachers on the undergraduate degree
and through my previous employment as a PE teacher. Whilst this may
neutralise any power relationships, the different roles, e.g. designer of the
mobile website, researcher and on occasions teacher educator, put me in a
position of power. I was therefore conscious that these PE pre-service teachers
would try to please me with their comments in interview, given that the mobile
website was my design. Thus, prior to interviews and or post lesson reflections,
I reinforced to the PE pre-service teachers that the research was not to evaluate
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the mobile website as an isolated resource but to consider its pedagogical use
amidst of the PETE landscape.
Additionally, there was a reluctance or apprehension by some PE pre-service
teachers to say what they really felt, especially regarding reflections about
people, that they perceived to be in more powered positions than them, e.g.
Dillon started one interview by saying: “this is confidential isn’t it?” (pre-service
teacher, interview 1). Whilst being a competent teacher for Dillon was
important, his priority to qualify as a PE teacher was maintained, thus he was
cautious when making judgments about the people who powered his success.
Subsequently, when constructive criticisms were made, they usually reflected
the climate/context for which technology was used. To manage ‘emotional hurt’
(Berbary, 2014), I remained focused on my researcher identity and embraced
the feedback.
Having exposed the tales of the field, from my perspective and having
highlighted the ethical dilemmas that arose, the next section of this chapter
provides the reader with a micro-political framework. Use of micro-political
theory, which was uncovered as part of the grounded theory analysis, will allow
me to examine the interactions between participants and power amidst of the
PE landscape (Ball, 1987; Blasé, 1991).
5.5 Uncovering a micro-political framework for analysis
The choice to use the following micro-political framework was a retrospective
decision, informed by my interpretations of the data collection and analysis.
Micro-political theory has been previously used in PE studies, including teacher
induction (see Keltchermans and Ballet, 2002), and more specifically in PETE,
(see Hodkinson and Hodkinson, 1997). This study uses the micro-political
framework to bring to surface how the PE pre-service teachers manage the
conflict and contestation, within the PETE landscape. Thus, the framework
encapsulates the study’s interrelationships in one place and offers a holistic
vision, which can support the reader and myself with discussions of those
interrelationships in the following discussion chapters (Chapter 6 and Chapter
7). While Wolcott (2005) is happy with the idea of description as a form of
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analysis, Geertz (1973) advocates the use of thick description to build a picture
of the phenomena researched, upon which the analysis can be developed.
Politics according to Potrac and Jones (2009, p. 224) are made up of the
“interactive ingredients of people, resources and power”, and when these
messy relations between organisation and management become apparent in
schools, Ball (1987) and Blasé (1991) refer to them as the micropolitics.
According to Ball (1987) a school is inherently susceptible to the conflicting
ideologies and competing agendas of teachers, parents and governors,
consequently positioning it as an ‘arena for struggle’ (Ball, 1987). In
concurrence with a statement by Sparkes (1990, p. 177), unravelling these
“issues of power, conflict and struggle are central to our understanding of
curriculum change in schools”. Micropolitics then refers to:
“those strategies by which individuals and groups in organisational
contexts seek to use their resources of power and influence to further their
interests” (Hoyle, 1982, p. 88).
More specifically, Blasé, when building upon Hoyle’s definition of micropolitics
states that:
“Micropolitics is about power and how people use it to influence others
and protect themselves. It is about conflict and how people compete with
each other to get what they want. It is about co-operation and how people
build support among themselves to achieve their ends. It is about what all
people in social settings think about and have strong feelings about, but
what is so often unspoken and not easily observed…Schools are
complex, unpredictable social organisations that are extremely vulnerable
to a host of powerful external and internal forces. They exist in a vortex of
government mandates, social and economic pressures, and conflicting
ideologies associated with school administrators, teachers, students and
parents” (Blasé, 1991. p.1).
Policies, according to Green (2008) are statements of intent, where things can
be achieved, maintained or changed. The construction of policy is based upon
conflicting ideological perspectives from a variety of standpoints, including local
government, professionals, teachers, coaches and or other agents on “how
things should be” in PE (Green, 2008, p. 24). This is a complex process
involving competing discourses within and external to the field. Given the
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multiple agents that act to formulate policy, with vested interests in PE, the
policy field in schools has been described by Houlihan (2000) as ‘crowded’,
making translation to PE teachers and PE pre-service teachers in the field
unclear.
Ultimately, the implementation of policy is that of an authoritative decision to
control what is done (Penney and Evans, 2005), and is currently based upon
neoliberalist ideas (Philpot, 2016), upheld by the Conservative government.
Neoliberalist views are based upon the principles of, globalisation, privatisation,
deregulation and financialisation, and remains to be the dominant political
agenda in the current climate:
“More explicitly, neo-liberalism can be understood as complex and
contradictory sets of practices and discourses organised around marketbased social relations, commodification, capital accumulation, profitmaking, retreat of government services through outsourcing and
privatisation, and individualisation of responsibility through the capacity to
make (sound) choices” (Macdonald, 2014, p. 495).
This has implications for education and the policies that are subsequently
constructed in line with ideologies to increase productivity and accountability.
Accountability brings about the surveillance of both staff and pupils through
rigorous inspection processes (Evans and Davies, 2014), whilst productivity is
measured through results; indicated in the school’s league table positioning. As
a consequence, PE’s position within neoliberalism has meant movement away
from mass participation and inclusion, to a culture of performativity, which
reproduces elitist PE beliefs around physical performance (Evans and Davies,
2014; Macdonald, 2014). In the following quotation, Ball and Olmedo (2013)
describe performativity as:
“a technology, a culture and a mode of regulation that employs judgments,
comparisons and displays as means of incentive, control, attrition and
change based on rewards and sanctions (both material and symbolic)” (p.
216).
Given these rewards, (e.g. Ofsted measuring the ‘observable’ over other forms
of learning, see Courtney, 2016), PE departments are presented with
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challenges, as the social actors are forced to exercise their agency by either
conforming to established PE practices or by resisting the common discourses
(Ball, 1987). This had implications for most PE pre-service teachers in this
study, as they often prioritised PGCE course completion over their own
development as a pedagogue. For example, the data revealed a number of
macro policies, (e.g. behaviour management, physical activity levels and rapid
progress) that were influential to PE pre-service teachers’ pedagogy when
using the mobile website. These policies meant that PE pre-service teachers
were forced to work within certain parameters (Houlihan and Lindsay, 2013),
yet, each participant’s interpretation of the policies differed in order to suit their
own, and the schools’ interests (Herold and Waring, 2016). Therefore,
interpretation and negotiation of policy was ongoing, particularly as PE preservice teachers moved between PETE and placement schools.
In this study, power 17 is derived from the interaction of both macro policies and
16F

the micro-political action. Thus, it is important that PE pre-service teachers
learn to read where the power lies and come to understand the decisions that
they make in any given context. Responding accordingly has been termed
micro-political literacy (Keltchermans and Ballet, 2002) and can go some way
to assisting with PE pre-service teachers’ constant negotiations and struggles
for power. Being micro-politically literate is an individualised process and as
such PE pre-service teachers will create what Keltchermans and Ballet (2002)
describe as desired working conditions, guided by self-interest, organisational
interest, material interest, cultural-ideological interests and socio-professional
interest. Through these interests there becomes a need to demonstrate
competency and make this visible to significant others (Potrac and Jones,
2009). As a result, there is a strong link between negotiations of power and a
PE pre-service teacher’s teaching identity (Jenkins, 2008), as getting the nod
from pupils and teachers allows for self-affirmation (Potrac and Jones, 2009).
Whilst educating PE pre-service teachers about the micropolitics certainly
seems ‘doable’ (Richards, Templin and Gaudreault, 2013), the process is a

17 Power refers to a group or individual’s potential to fulfil their needs in relation to decisions
made (Grenfell, 2014).
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complex one. To help conceptualise how PE pre-service teachers come to
negotiate their way through this complex field of interactions, I analyse the data
using ‘occupational socialisation theory’ taken from the early seminal work of
Lawson (1986) and Templin and Schempp (1989). This theory is useful,
particularly in relation to how PE pre-service teachers accrue power and capital,
pre and post training and how they use it in the different contexts to suit their
personal interests. Lawson has defined occupational socialisation as:
“all kinds of socialisation that initially influence persons to enter the field
of physical education and later are responsible for their perceptions and
actions as teacher educators and teachers” (1986, p.107).
In broad terms it aims to explain the factors that shape the way one teaches,
with a traditional view that individuals adopt positions in order to conform to the
dominant discourses and established practices. However, this narrow
functionalist view is problematic given the individual’s potential to resist
practices and pedagogies (Richards, Templin and Gaudrealt, 2013). The
centrality of the self in the process holds the perspective that socialisation is in
fact dialectical (Richards, Templin and Graber, 2014) and with this, PE preservice teachers can choose to be influenced by their co-workers or in fact do
the influencing themselves.
Occupational socialisation is more suitably broken down into three distinct
phases (Templin and Schempp, 1989). Initially it is ‘acculturation’, which is
representative of the early experiences and influences prior to teaching;
secondly it is the ‘professional socialisation’, established through PETE
programmes and finally it is the ‘organisational socialisation’, which is
development on the job. In this study it is the interactions of all three forms of
socialisation that will be used to conceptualise the behaviours and actions of
the PE pre-service teachers. Acculturation is used to describe the early
experiences that people accrue and subconsciously use when confronted with
different situations. For example, teaching competence in the first instance
often stems from previous experience as a practitioner, coach and or lover of
sport (Capel, Hayes, Katene and Velija, 2011). These have been described as
an individual’s ‘subjective warrants’ (Lortie, 1975), and the type of PE teacher
107

they want to be is thus embodied in the common discourses (Sirna, Tinning and
Rossi, 2008). However, according to George and Curtner-Smith (2017) it is the
organisational socialisation that warrants further investigation as most of the
PE pre-service teachers’ time is spent in schools. Stran and Curtner-Smith
(2009) believe that PETE training (professional socialisation) is the weakest
form of socialisation as it fails to consider the diverse backgrounds from which
trainees are recruited that invariably impacts upon the ideas they hold about
what it is to be a PE teacher (Richards, Templin and Gaudrealt, 2013). Focusing
on the interrelationships between the different forms of socialisation, Keay
(2009) argues that it is imperative that the relationship between school-based
mentors and teacher educators remains transparent. If these relationships are
not established a school’s culture/ideologies can ‘wash out’ (Zeichner and
Tabachnik, 1981) a PE pre-service teacher’s professional socialisation, and
instead force them to conform to school practices or draw upon their early
experiences, which can consequently restrict their praxis.
What is often problematic in this complex web of interactions is that PE preservice teachers perceive themselves to hold very little power within this micropolitical framework (Richards, Templin and Graber, 2014). Therefore, given the
time spent on university-based training when compared to school-based
placements, it is inevitable that school PE teachers are most likely to have an
influence over the pedagogical approaches employed by PE pre-service
teachers (see Capel et al., 2011; Curtner-Smith, Hastie and Kinchin, 2008;
Hemphill, Richards, Gaudreault and Templin, 2015). Consequently, school
cultures where PE pre-service teachers are governed by standards, mentor
expectations and departmental philosophies, risk perpetuating a climate where
challenging decisions and resisting practices are not valued (Keay, 2009). This
is ironic given that the aim of teacher education programmes should be to
develop critical and reflexive thinkers (Stidder, 2015), who do not just accept
information but should question the foundations of new knowledge. Capel and
Blair (2007) refer to PETE programmes as having a low impact enterprise, as
trainees are not equipped with substantial knowledge of the micropolitics to
enable them respond to challenges, which involve resisting normalised
practices. Ignoring the wider political issues on PETE programmes can result
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in a culture shock for PE pre-service teachers, (Keay, 2009) when they are
confronted with difficult political and pedagogical decisions in their prospective
employments, that perhaps don’t align with their own personal philosophies or
PE ideologies.
Developing micro-political literacy (Keltchermans and Ballet, 2002) can
certainly help PE pre-service teachers to be aware of such power relations, yet
it arguably fails to unearth how individuals will negotiate the power. Power is
often associated with people holding or having power that they can then exert
over others, usually in a way that empowers or disempowers. Whilst power
does exist between people and their interactions, it is more appropriate to
discuss power in relation to how it is used. This is recognised by Dowling,
Fitzgerald and Flintoff (2012) who believe that rather than looking for individual
differences in power, distinguishing the social relations between groups is
worthier of examination. Unique to Bourdieu’s use of power (as interpreted by
Grenfell, 2014), is in the interrelationship between the structures and one’s
habitus (which he believes is created socially). Power in this study is analysed
using the “co-constructed trio” (Grenfell, 2014, p. 67) of Bourdieu’s concepts of
habitus, capital and field. Habitus has been described as the embodied social
history of an individual (Light and Kirk, 2000) and can be helpful when
determining the embodied position of PE pre-service teachers. It is the
experiences and appearances of the body that reveal the deepest dispositions
of the habitus and make it possible to “map out a universe of class bodies
which….tends to reproduce in its specific logic the universe of the social
structure” (Bourdieu, 1984, p. 193).
Whilst one’s habitus is influential in shaping behaviour in different situations, it
is not the defining factor. In fact, it is more the interrelationship between habitus
and the ‘field’. Field is defined as the total occupiable social positions at any
one time and place (Grenfell, 2014), and although field is fluid (Bourdieu, 1993)
it is bound by objective structures, e.g. rules, positions, interests and values.
Capital exists in relation to the rules of a field. When the field places value on
the physical capital (the embodied form of cultural capital), Bourdieu’s view of
the body as materiality is useful given the centrality of the visible physical body
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and associated performance of that body (Sparkes, Partington and Brown,
2007). In PE, power creates discourses around PE beliefs. For example, what
is effective PE and what a desired PE teaching body should look and act like.
Whilst these discourses are unwritten, they can be powerful when they become
dominant and as such normalised into peoples’ ways of thinking. In this sense
they become embodied and according to Bourdieu (1984) are key to the
reproduction of social inequalities. Taking Bourdieu’s idea that power is
culturally created (Grenfell, 2014), it can be described as something that one
uses rather than one has. Power in this sense is a process, driven by the people
in the context, as they subconsciously exert it over others. Whilst the structures
in this study (e.g. behaviour policies) exert power through the school,
influencing a person’s agency, Bourdieu’s theory on power goes beyond a
dualist stance to more of a “coincidence between objective structures and
embodied structures” (Bourdieu, 1990, p. 73). Dualism is therefore replaced
with the notion that human behaviour is in fact shaped by the structures but
also works to reproduce society, e.g. PE pre-service teachers behave in
accordance to the macro policies, which are interpreted by the department.
These collective interpretations, work to reinforce the structures.
Having further reviewed the literature that ties into the categories exposed
through the grounded theory, the following discussion chapter uses the above
micro-political framework to make sense of the issues faced for PE pre-service
teachers when using the mobile website as part of their PETE gymnastics
training.
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Chapter Six: Social factors influencing
mobile website use
6.1 Introduction
This chapter discusses the process by which PE pre-service teachers
developed their notion of pedagogy in PE, as part of their engagement with a
mobile website over the PGCE course of study. Using the micro-political
framing (see section 5.5), the discussion will develop each category in relation
to data from all participants in the study. In doing this, it analyses the social
factors that were instrumental to their pedagogical development using the
mobile website, e.g. Type of teacher they inspired to be (see 6.4.1). The
following chapter (Chapter 7), discusses the macro policies that influence
mobile website use. Whilst the discussion was written chronologically in relation
to the research objectives (see section 1.5), which had its advantages, the
interaction of these factors was perhaps more difficult to capture. Therefore,
the ‘Conclusions’ chapter (Chapter 8) aims to show the interactions between
these factors in relation to using the mobile website.
The first section of the discussion (section 6.1.2) provides the reader with a
short introduction into the participants’ initial perspectives of the mobile website
as a resource. This provides a context for which subsequent analysis can later
be aligned. Following this, each category is presented with a discussion of
concepts, followed by analysis of those concepts. I considered this to be the
most accessible way of presenting the findings, given the multiple
interrelationships between concepts and categories.
6.1.2 Initial perspectives of the mobile website
In line with research by Hastie, Casey and Tasker (2013) and Gibbone, Perez
and Vergilio (2014), the mobile website was credited by PE pre-service
teachers in this study as a resource that was both motivational and novel.
Comments included: “as a planning tool it was brilliant, especially for someone
like me” (Matt, pre-service teacher, focus group 1). The pupils became “more
motivated to do what they want” (Nic, pre-service teacher, focus group 1) and
“it opened up new creative ideas” (Sally, pre-service teacher, reflective video
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diary, week 3). Additionally, it was positively received by subject mentors on
placements, with some mentors subscribing to the mobile website, which I had
tracked through Google analytics. One PE pre-service teacher in an interview
said that his mentor “absolutely loved it” (Levi, pre-service teacher, interview 1)
and asked if she could use it in her lessons. Like Gibbone, Perez and Virgillo
(2014) the novelty associated with digital technology was likely to encourage
engagement, especially if teachers were familiar with new digital advances.
However, some PE pre-service teachers did remain sceptical about the mobile
website as a novel tool, whilst remaining positive about its use in PE:
“I think before long it’s not really going to be a novelty anymore. It’ll
become right, okay, an iPad, what’s so amazing about that, and they will
generally just get on with what they’ve been asked to do” (Naomi, preservice teacher, focus group 2).
Pupil boredom became a factor that prevented Dillon from “using technology all
of the time “(pre-service teacher, focus group 2), with Naomi agreeing that ‘kids’
get bored from “constantly sitting in front of the TV” (Naomi, pre-service teacher,
focus group 2). Subsequently, I was able to recognise the early associations
that were being made about technology and a lack of movement in PE (see,
6.6.4).
The PGCE course leader believed that the mobile website enabled the PE preservice teachers to develop technological competence, which they were
expected to achieve on qualification as a teacher. This was evidenced through
a comment made to me during an informal conversation in the first of the
practical lessons: “well it ticks a box for them doesn’t it?” (Research diary entry,
observation 1). Whilst the PGCE course leader was keen for the mobile website
to be used as part of the PGCE programme, his main concern was around
course competencies. This idea about using technology to tick a box is one that
is shared elsewhere in the literature, e.g. McCormick and Scrimshaw (2001)
and Palao et al. (2015) believe that without any pedagogical intent (Casey,
2014), use of technology is an extension device. Fundamentally, it is often
added onto the end of a lesson with no educational value. Conversely, the
teacher educator, whilst recognising the benefits of the mobile website as a
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potential resource, didn’t consider it to be a priority in her own teaching. She
suggested “it could come in somewhere halfway” (teacher educator, interview
1). I asked her to elaborate on this, and whilst perhaps a little tentative in her
response, she was able to see how it could assist with some of her practices:
“ICT? In PE? I don’t know. I think it’s got a place, and it’s going to have a
place. It’s got to. And I know some of the earlier stuff, you know, when
you're kind of modelling performance and you can overlay a throwing
technique to a real-life performance, that’s really useful for the kids to
actually see themselves performing. When I’ve relied on kind of aesthetic
development and somebody saying you're not doing that. But if you can
see it and you see how you perform; I think that could have a massive
benefit. It’s got to have a place in there somewhere” (teacher educator,
interview 1).
Whilst the mobile website’s originality was positively received, these initial
perspectives by PE pre-service teachers, teacher educator, course leader and
subject mentor, have been criticised in the literature for the following reasons:
Using digital technology for novel purposes has been labelled as jumping on
the ‘technotainment bandwagon’ (Thomas and Stratton, 2003) and should not
be prioritised over educational purposes (Weir and Connor, 2009). Using
technology to tick the ICT box or to use it as an ‘add-on’ device (McCormick
and Scrimshaw, 2001; Palao et al., 2015), poses no educational value (Weir
and Connor, 2009). Additionally, using technology to reinforce existing
practices poses little in the way of pedagogical transformation (Hetink et al.,
2016). This discussion points continue to surface throughout the data collection
and analysis and will be reflected upon in the conclusions (see Chapter 8).
In line with Meredith (2011) most PE pre-service teachers could foresee that
funding and facilities were detrimental to mobile website use with the teacher
educator raising some concerns that PE pre-service teachers will be “selective
and it will depend on what’s available, obviously because some schools haven’t
got that ICT facility in the PE area” (teacher educator, interview 1). Hall and
Leigh (2001) raised these issues at the beginning of the digital era 18 and they
17F

18 Digital era: characterised by using technology to maximise speed, efficiency and knowledge
in society (Shephard, 2004).
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remain problematic for schools today (McCaughtry and Dillon, 2008; Gibbone,
Rukavina and Silverman, 2010; Tearle and Golder, 2008). For example, PE
pre-service teachers referred to the lack of technology broadly (specifically
digital equipment) on their school placements. This limited access to digital
equipment did seem to present disadvantages for PE pre-service teachers
when attempting to explore pupil-centred pedagogies using technology. This
was mainly due to the teacher having to operate one digital device, which
usually resulted in controlled and direct teaching pedagogies 19 (Kirk, 2010).
18F

“My school doesn’t have enough iPads to be able to give to children” (Levi,
pre-service teacher, focus group 3).
“It’s a big barrier is the iPads because my school don’t have any
technology. They don’t even have a projector …” (Stacey, pre-service
teacher, focus group 3).
During the practical sessions of the PGCE course, suggestions were put
forward on the use of mobile phones to source the mobile website. For
example, Lorraine said that “you could access the website from your iPhone
and if it was an app you could put it in flight mode” (pre-service teacher,
observation 2). Yet, the obvious factors around inappropriate use, access to
social media (see Kuzenekoff and Titsworth, 2013; McCaughtry and Dillon,
2008) and an expectation that every child was equipped with a suitable device,
were recognised. These points seemed to be reinforced by school policies that
have barred the use of personal mobile phones as educational tools in similar
contexts (Gibbone, Perez and Vergilio, 2013). Putting these problems aside,
some PE pre-service teachers, were innovative in presenting alternative ways
of accessing the mobile website. For example, not all PE pre-service teachers
felt that handheld devices were necessary to access the mobile website in their
teaching: “I used it like Levi used it, on a big screen showing them a few things,
said go off and do this…” (Liz, pre-service teacher, interview 1).
”So, what I did, was with my iPad, I stuck it on a projector, so I projected
it onto a wall so that all of the kids could see it and I showed them quite a
few videos of balances like what I was doing. So, I showed them quite a
Direct teaching pedagogies: when teachers use teacher-centred instructional strategies
(Kirk, 2010).

19

114

few different balances at the start of the lesson, sent them away saying
you can use them, or you can come up with your own” (Levi, pre-service
teacher, focus group 3).
The mobile website was also critiqued for the technical faults which are
discussed in more detail later (see section 7.5). However, this seemed to be
representative of the older PE pre-service teachers, who felt disempowered
when the digital technology failed as they lacked the knowledge to fix the
problem. Similarly, the teacher educator expressed her apprehensions around
digital failure when she said:
“Bearing in mind I’ve been teaching 27 years or so. I am mindful that it
can overrun a lesson and take over a lesson because we’re waiting for
the signals and this, that and the other… (teacher educator, interview 1).
Only a few PE pre-service teachers referred to their own or pupils’ limited ability
to operate the devices and the mobile website as potential barriers. Matt and
Ken, two older PE pre-service teachers, said that operating an iPad was not
something that they were trained in, with Matt saying, “we’re shit at this” (Matt
and Ken, pre-service teachers, observation, 2). Moreover, they were required
to navigate through a new specialised mobile website on the iPad that they
weren’t familiar with (Palao et al., 2013). This supports Koehler and Mishra’s
(2008) TPACK model (see section 2.5), as it highlights the importance of
technological knowledge for successful technology use. The teacher educator
did, however, express her competence in using technology when she said:
“I’m comfortable with it. I mean, technology for me can go from a
stopwatch through to iPads through to websites. So, I’m comfortable with
it. It’s not necessarily the first thing that comes into my head when I’m
planning. It can come in as, oh right, I could do that through an iPad, or I
could use that website. It’s not straight there. Does that make sense?”
(teacher educator, interview 1).
In support of Geer et al. (2017) it is important to recognise that iPads and other
mobile devices were not created for educational use. Thus, adapting them to
meet educational values, requires careful consideration. It was however
recognised by most PE pre-service teachers that “we’re in the era of technology
and everybody’s got a PlayStation or an Xbox or an iPad or a laptop” (Levi, pre115

service teacher, interview 1). Arguably, many of the pupils in schools would be
far more advanced in operating the digital equipment, which saves time
explaining how to use it and instead the purpose of its use can be prioritised
and explored.
The next section reports on the PE pre-service teachers’, teacher educator and
both subject and professional mentors’ proposed ideas for mobile website use
on the module and on placement. All PE pre-service teachers had the
opportunity to use the mobile website in their teaching, although some were
confined to using it amongst their peers on the module as part of their reflective
practice. This was due to not all schools offering gymnastics as a PE curriculum
activity choice at that time.
6.2 An early prioritisation of content knowledge
According to the PE pre-service teachers and the teacher educator in this study,
content knowledge was central to their development as a teacher of gymnastics
and their ability to teach PE more broadly. PE pre-service teachers believed
that good content knowledge levels would have many positive affects upon their
teaching praxis, whilst conversely recognising the negative consequences
attached to a limited level of content knowledge.
6.2.1 The perceived relationship between the mobile website and
content knowledge.
Before uncovering the value of content knowledge in more detail, it is important
that the reader of this thesis is clear on what PE pre-service teachers and the
teacher educator understood by content knowledge, given its significance to
this study. Similar to the findings by Hayes et al. (2008), PE pre-service
teachers in this study conceptualised the term ‘subject knowledge’ to mean
content knowledge. Shulman’s (1987, p. 8) definition of content knowledge is
“the specific subject matter knowledge, understanding and skills that are to be
learned by school children” and whilst PE pre-service teachers used the term
subject knowledge in the data, what they were referring to was content
knowledge. Thus, when striving to achieve competence in the teaching
standard “Develop good subject and curriculum knowledge” (DfE, 2011b, p.11),
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they were prioritising knowledge of the isolated skills/movement vocabulary.
This is not to say that PE pre-service teachers dismissed other aspects of
teaching, but they did hold content knowledge in high regards, positioning it
above all other knowledge bases. In the following quote, Levi expresses the
importance of content knowledge in gymnastics, whilst referring to it as subject
knowledge:
“…. because if you try and teach a gymnastics lesson and you don’t know
what you're doing, or you’ve got no subject knowledge of gymnastics, it’s
not possible to teach anything. Before the unit that we did at uni, if I was
asked to teach a gymnastics lesson, I would have had to research it for
hours just to … I wouldn’t have known what to do. I wouldn’t have known
where to start. It’s like when you know what you're doing with football or
rugby, you know where you can start with passing, then you move onto
tackling, then you move on to defence and attack. In gymnastics I wouldn’t
have known what you start on … that your first lesson was on balances
or different ways to travel. I would have probably got the apparatus out
and started doing runs and flips over it…... Whereas I don’t think you do
that, do you? (Levi, pre-service teacher, interview 1).
On commencement of the PGCE course, Levi referred to his content
knowledge in gymnastics as lacking the required depth to teach it effectively. In
fact, most PE pre-service teachers felt that gymnastics required specialist
knowledge and tended to prioritise it as an activity requiring development. This
was revealed through the multiple references to their lack of specialism, inability
to perform and subsequent excitement at the prospect of a support tool that
could assist them in their development. For example, Kelly drew upon her
content knowledge deficits, highlighting that:
“Obviously for me gymnastics isn't my specialism… and with this she
prioritised content knowledge in order to... deliver the right subject
knowledge and the right technique” (Kelly, pre-service teacher, focus
group 1).
Similarly, Liz was adamant that the lack of opportunity for pupils to take part in
curricular gymnastics was down to:
“a teacher’s knowledge, I think. Definitely knowledge. I think they're
scared as well...……. I don’t think from previous experience in schools, a
lot of teachers might not move on to handsprings because they don’t know
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how to support it. Or the progressions to it, they don’t know the
progressions to support it” (Liz, pre-service teacher, focus group 3).
Like Levi, it was not unusual for PE pre-service teachers to align their content
knowledge levels with different activities. For the males, gymnastics was
usually compared to their expert knowledge in games activities, with both male
and females putting this down to past experiences at school or sports clubs.
For example, most female PE pre-service teachers had actively engaged in
some form of gymnastics and dance at school and aside from Kelly, had
positively reflected upon those experiences. Most males had limited experience
of gymnastics and dance at school and those who had taken part tended to
express negative attitudes. Below are typical examples of the contrasting
experiences and the gendered perspectives had by both a male and female PE
pre-service teacher:
“I do think a lot of the girls, as gymnasts though, have a lot better
experience than boys. They are going to think they are a lot more
comfortable delivering some of the demonstrations…” (Dillon, pre-service
teacher, focus group 4).
“Well in my opinion boys are more inclined to take part in games and that
kind of thing, and maybe they’ve got limited experience of gymnastics in
school, or when they’ve come out they haven’t got any teaching or like
level one qualification, so they don’t have the subject knowledge to do it”
(Naomi, pre-service teacher, focus group 1).
The males almost always attached negative connotations of gymnastics
content knowledge to their gymnastics experiences, with most females
agreeing that the males were more likely to have been accustomed to a games
culture throughout their childhood. In some cases, these views were
detrimental to how males positioned gymnastics in the PE curriculum. For
example, Matt, a mature PE pre-service teacher, having only had poor
experiences of gymnastics at school, was more than happy to bypass it on
placement:
“I think it’s put me off teaching it at all. In the school that I’m at now, they
don’t do gymnastics at all for the boys, and for me that’s fine. Maybe that’s
a generational thing but yeah, my past experience has put me off either
doing it or teaching it” (Matt, pre-service teacher, focus group 2).
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These perceptions of gymnastics were reinforced to Dillon on his first teaching
placement when the head of department “had taken it off the curriculum”. Dillon
went on to say, “they don’t do it all, not even in year 7”, as apparently “the lads
just don’t like it” (pre-service teacher, focus group 2). Whilst the lack of
opportunity for males to do gymnastics in schools certainly affected how they
valued gymnastics, the heteronormative views that were shared amongst male
and female PE pre-service teachers, similarly caused apprehensions for some
of the females. For Lorraine, not being competent at gymnastics meant that she
‘failed’ as a female. This anxiety was expressed in one of the practical sessions
when she said, “I should be good at this and the lads are better. I need to go
and take some extra classes” (Lorraine, pre-service teacher, observation 4).
Similarly, Kelly associated her current fear of vaulting with her school
experiences:
“….because I’d never seen a vault until I was in uni, so as a result I am
scared to death of doing it, because now obviously I’ve grown up and now
I’m more scared than what I would be when I was younger. So, I think it
does have a lasting impact” (Kelly, pre-service teacher, focus group 2).
Whilst PE pre-service teachers entered the PGCE course from diverse
backgrounds and a range of sporting degrees, including several prestigious
universities, in most cases it was their childhood experiences that were most
influential to how they perceived their level of content knowledge across sports.
For example, only one PE pre-service teacher referred to her undergraduate
degree’s influence in developing her content knowledge profile in gymnastics:
“When I was a lot younger, maybe about the age of seven, my parents
always took me to various extra-curricular, so I did swimming, badminton,
gymnastics. I only did it for a short period of time though because I didn’t
really enjoy it. Coaching obviously, it was a lot different to teaching, what
I experienced when I went to secondary school. I didn’t really enjoy the
coaching aspect of it when I was in this club. I can’t even remember
whether I was particularly good at it, but I know when I went to secondary
school my experiences of it were, taught by female teachers, and we had
a lot of the old equipment. I can’t really remember doing much based
around travel or rolling, it was all on ropes, on walls, equipment, stuff like
that. Nothing has really particularly stuck with me that would help me at
this stage. But it did on my undergrad as we had Gary Kirby and he did
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some really good sessions with us. We taught sessions as well, so I’ve
got a little bit of experience of doing that, and it was based more around
acrobatics….” (Sarah, pre-service teacher, focus group 2).
For Sarah, the wealth of experience meant that she was able to reflect upon
pedagogical practices rather than basing her reflections solely on the actual
content matter. Aside from Sarah, content knowledge was prioritised, and
gymnastics was highlighted as an area of weakness (Capel et al., 2011; Herold
and Waring, 2011; Sloan; 2007). As such, there became an immediate
association with the mobile website as a support tool (McCormick and
Scrimshaw, 2001; Wyant, Jones and Bulger, 2015), predominantly in its
potential to improve/assist with one’s content knowledge (Hetink et al., 2016).
6.2.2 How the mobile website was used to support content knowledge in
gymnastics
When the teacher educator introduced the mobile website to the PE pre-service
teachers as an ‘additional teaching resource’ to support subject knowledge in
gymnastics (Research diary entry, observation 1), in my opinion she was
arguably making a subconscious assumption about the mobile website’s
purpose and positioning on the module. Perhaps, use of the phrase ‘additional
resource’ concurs with research by McCormick and Scrimshaw (2001) and
Palao et al. (2015) that continues to criticise technologies’ use in PE as merely
an extension device. Nonetheless, the PE pre-service teachers seemed excited
and curious at the prospect of resource intervention, as was the course leader,
who believed that a resource like this is just what the PE pre-service teachers
required to develop confidence in challenging activities like gymnastics
(Research diary entry, module seminar, September 2014). Subsequently,
several PE pre-service teachers quizzed me informally after the first practical
lesson on the design, and the potential of the resource to support them on their
placements. I noted in my research diary:
After the introduction from the teacher educator, some PE pre-service
teachers hung about and tentatively quizzed me on what the website looks
like, how they can access it and whether it is something that they can use
on placement as they were rubbish at gymnastics. I was pleased that
there was initial interest, although I tried not to ponder on the answers, as
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the teacher educator was keen to get out the equipment. I answered whilst
ushering them over to help (Research dairy entry, observation 1).
The enthusiasm for using the resource continued through to the initial focus
group, where PE pre-service teachers remained positive about the mobile
website as a support tool that would assist their developing content knowledge:
“I personally found the website really good for building my subject
knowledge (Kelly, pre-service teacher, focus group 1).
“I think that will help me a lot in my teaching of gymnastics, cause it’s like
a support mechanism for me maybe. Because what I don’t know, or I can't
explain, I can use the website to reinforce what I’m trying to get across”
(Levi, pre-service teacher, focus group 3).
This was supported by the teacher educator who also saw the potential of the
mobile website in advancing her own and PE pre-service teachers’ knowledge
of the skills:
“Well I haven’t actively used it in a school setting, but I think it was quite
nice to see some of the skills that were developed a little bit further than
the work that I would do from a reality kind of fronting. And I think it allowed
the students then to actually stretch and I think the way that you’ve done
your beginners up to your advanced skills, I thought that was really good.
And typically, they went straight to the advanced skills, then go down and
kind of building themselves up. But I think that was really good to do. So,
the work that I’ve done over the years has been probably an average kind
of level, but some of the stuff that was on the website, rolling and twisting
and turning, you know, even with simple jumps and simple vaultings, I
thought that was good” (teacher educator, interview 1).
At the core of content knowledge development is the associated movement
vocabulary, e.g. forward roll, cartwheel, tuck jump. For PE pre-service teachers,
the fundamental purpose of the mobile website was in the advancement of this
movement vocabulary, and as such they used the mobile website as a
substitute for task cards or to supplement what they already knew. For example,
the video clips were credited by the PE pre-service teachers for their ability to
present pupils with a visual representation of the techniques and skills
(Gibbone, Perez and Vergilio, 2014; Webb and Cox, 2004; Weir and Connor,
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2009). This visual representation of movement was frequently referred to as
the ‘ideal model’ and considered a great way for pupils to observe and replicate:
“I think what I would do is I’d probably get one big television that we have
access to, and maybe get them all in, watch one, and then go away, so
they’re focused for a couple of minutes watching the technique, and then
they go away and you kind of have it looping in the background and they
just look over every now and again. I wouldn’t give them access to the
iPad” (Dillon, pre-service teacher, focus group 1).
In addition to providing both teachers and pupils with the correct technique, the
video clips allowed for immediate access to a range of gymnastics skills, which
were both familiar and unfamiliar. Being able to transfer adequate movement
repertoires to pupils in gymnastics proved crucial for PE pre-service teachers,
particularly when pupils were left to explore and demanded some inspiration:
“Yeah I think it’s good and it gives the kids ideas on what they can do, and
lets them try things more, a wider variety of things for themselves as
opposed to saying, okay do this, if you can do that, go and do this” (Matt,
pre-service teacher, focus group 1).
“I think it just gives you more ideas to be honest. From speaking to people
on my practice, during past years doing the schemes of work, one of the
teachers said he did six weeks of balances, which there’s not a problem
with doing that, but I think this tool allows you to move away from that and
actually progress your lessons on that. Right, you’ve ticked the balance
box, now move on to travelling or flight or whatever else you need to move
on to” (Dillon, pre-service teacher, focus group 1).
For PE pre-service teachers, acquiring extensive movement vocabulary played
a more fundamental role in lesson preparation. For them, delivery of the right
content knowledge was central to the planning of good PE lessons. The teacher
educator reinforced this in one of her sessions when she said:
I think that the website is an excellent tool to help you develop your subject
knowledge; it can be definitely used in your planning (Research diary
entry, observation 1).
For example, most PE pre-service teachers opted to use the movement
vocabulary located on the mobile website in the planning phase to ensure that
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there was enough content across a single lesson and or a scheme of work. This
alleviated extensive searching on the internet or in books for ideas and
prevented the content of the lesson from falling short of the allocated time for a
PE lesson. For these PE pre-service teachers, planning was almost always for
content with no references made to other aspects of teaching. Conversely,
when reflecting on their own peer teaching in weeks three and six, using the
mobile website in the planning phase proved popular. Below are examples of
how PE pre-service teachers used the mobile website when planning:
“We used the website to help with the planning phase, also in the
development phase of the lesson” (Matt and Ken, pre-service teachers,
week 3, reflective video diary).
“The website was really useful in our planning. We used it to plan our
lesson so that we could see the moves that were more suitable for a
beginner intermediate and advanced. So, in our planning we used
Olympic rings and we set out which moves were for beginners and which
were for intermediate and which for advanced” (Kelly, pre-service teacher,
week 3, reflective video diary).
“I have used it in the planning phase to come up with ideas for the
balances and the vaults” (Christopher, pre-service teacher, week 6,
reflective video diary).
Planning to use the mobile website as a possible homework resource was also
considered, as the interactive use off-site (out of school) could prove beneficial
to pupil learning. This was perhaps one example of task transformation
(Peuntedura, 2009) (see section 2.5), although it was a proposed idea rather
than one that was implemented. For example, one PE pre-service teacher said:
“You could link it into the homework like we said, so they could do their
homework. This is what you’ll be doing, and then at the start of the lesson
you could have it, this is what you should be looking like at the end” (Matt,
pre-service teacher, focus group 1).
Additionally, one PE pre-service teacher verbalised ideas on how she created
resources from the mobile website in her own planning time. For Kelly, this
showcased what she referred to as innovation and captured her creative side:
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“……so, from your website I took screenshots of various different points
of a balance, and then made it into a laminated task card. So that worked
well as well” (Kelly, pre-service teacher, focus group 2).
There did, however, remain some scepticism around the use of task cards, with
“death by task card” (Levi, pre-service teacher, interview 1) referred to on
several occasions. However, it appeared that most PE pre-service teachers
envisaged using the mobile website in the same way as they would use a task
card. For example, one PE pre-service suggested that the mobile website was
a good replacement for task cards: “The task cards can be quite basic, and I’ve
found now that it’s death by task cards sometimes with teaching and this is
something new for the kids” (Lorraine, pre-service teacher, week 6 reflective
diary). Arguably, like in Kelly’s example, task cards can provide the movement
vocabulary required, with less hassle regarding setting up and operating
equipment; yet, PE pre-service teachers understood the value of visualising a
moving skill compared to a static skill on a card. For example, pupils can see
how to get into and out of the skill on a video, which makes it safer to build skills
progressively with the opportunity to replay, slow down and zoom in. This was
particularly useful for most PE pre-service teachers who held the perception
that given the practical nature of learning in PE, that demonstrations were
essential for effective teaching (O’Loughlin, Chroinin and O’Grady, 2013).
Using the mobile website in most cases overcame PE pre-service teachers’
issues with their own physical incompetence by its ability to serve as a digital
representation of the correct technique. There was also an example given of
how constant replay of the videos might be facilitated using what they referred
to as ‘non-doers’. For PE pre-service teachers, engaging the ‘non-doers’ was
high on the priority list when on school placement, with technology proving to
be valuable, i.e. it gave them a role in the lesson, and it was useful for their
peers’ learning:
“I also had a non-doer who wasn’t taking part in the lesson, so he kept
repeating the video over and over again, so it was continually running in
the background so that the pupils can use it to see how to do it, to remind
them and to compare it with their own performance” (Naomi, pre-service
teacher, reflective video diary, week 6).
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Given that content knowledge was prioritised when using the mobile website,
there was arguably lesser attention given to the pupil-centred pedagogies,
supporting Casey (2014) and Weir and Connor (2009) in their beliefs that
pedagogical use of technology in PE is neglected. Some PE pre-service
teachers did suggest that the mobile website “could promote independent
learning as well couldn’t it really” (Matt, pre-service teacher, focus group 1),
although they were not totally committal in their responses. In line with research
by Meredith (2011), I think there was a general perception that the mobile
website certainly offered the potential to promote a more pupil-centred
approach to learning, yet, apprehensions around the reality of this coupled with
perhaps a lack of understanding on the purpose of implementation were
evidenced. For example, one PE pre-service teacher makes this explicit in the
following quote:
“…. the next school I’m in, every kid and every teacher have an iPad so
that will allow them to be a bit more creative, a bit more independent using
the website themselves. I think like we said before, if we do monitor it or
go step by step with them, maybe on a big screen and go through, I want
you doing travels, your group on this, your group on that, that it will work,
because they’ve got all that. But for the time being I’d just use big
examples on one screen for them all to have a look at” (Levi, pre-service
teacher, interview 1).
Here, we can clearly see the contradictions between what the PE pre-service
teachers envisaged and what they were comfortable to do in actual practice.
Use of technologies requires then PE pre-service teachers to be innovative in
their pedagogical approaches with an understanding of what the goal is. Thus,
a greater focus on the learning objectives (Rosenthal and Eliason, 2015) before
using technology might help PE pre-service teachers to grasp the purpose of
its use and eliminate these hazy responses and ideas.
In summary, most of the PE pre-service teachers believed that the mobile
website could assist with their content knowledge deficits, particularly when
using the videos to plan lessons and schemes of work. The mobile website was
also credited for the visual representations of movement vocabulary, using
videos. There were, however, very few examples or ideas on how the mobile
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website might be used to influence pedagogies in gymnastics, beyond the PE
pre-service teachers existing practices. The following analysis discusses these
perspectives in more depth against the literature.
6.2.3 Analysis of an early prioritisation of content knowledge
As evidenced in the study, and in line with research by Hetink et al. (2016), use
of the mobile website particularly in the early stages of the module, was used
to support and improve PE pre-service teacher’s content knowledge. Content
knowledge was perceived to be a fundamental component of effective PE
teaching by both the teacher educator and PE pre-service teachers in this
study. This aligns with the dearth of literature noted by various authors (see
Cale et al., 2011; Cape, 2007; Capel and Katene, 2000; Herold and Waring,
2009, 2011; Siedentop, 2002; Tinning, 2002). The content knowledge levels of
PE pre-service teachers in this study varied, yet like research by Sloan (2007),
gymnastics in most cases was identified as an area requiring development,
particularly for the males. Knowledge deficits were associated with a lack of
opportunity to partake in gymnastics during early childhood years, with some
PE pre-service teachers having had no opportunities to partake. As such,
acculturation, which refers to the early experiences that people accrue
(Lawson, 1886; Templin and Schempp, 1989) can be used to conceptualise the
influence that these experiences have on both perceptions of gymnastics and
its position in PE for both males and females. Whilst these early experiences
were certainly ingrained in PE pre-service teachers’ specific notions of what a
PE teacher’s role was (Richards, Templin and Gaudrealt, 2013), it was beyond
the scope of the study to delve deeply into their life histories. However, it helped
to formulate a vision as to how these PE pre-service teachers positioned
activities like gymnastics, specifically in relation to gender.
According to Curtner-Smith (2001) the types of activities experienced whilst at
school, can influence the long-term beliefs of a PE teacher, so, the fact that
most males had been subjected to a male dominated curriculum at school led
to the heteronormative view that gymnastics is a sport for girls, (Penney, 2002).
This was reinforced on Dillon’s first teaching placement as gymnastics had
been removed from the curriculum. Dillon agreed that he was more than
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comfortable conforming to his mentor’s traditional games approach, which for
Keay (2009, p. 226) has “stood the test of time” in the PE curricular. It is often
the males who subconsciously conform to gendered beliefs and replicate them
in their practices; they become ‘cultural conduits’ 20 (Brown and Evans, 2004).
19F

This was reinforced across several interviews, with most female PE pre-service
teachers agreeing that both males and females had embodied and were
accepting of these gendered segregated curricular activities. Conversely, there
was an expectation that females should be able to teach gymnastics; although
this gendered discourse caused anxieties for those females who didn’t believe
they ‘fit the bill’ of the ‘consummate’ female, (e.g. what they perceived to be the
perfect female). Bourdieu (2001, p. 103) states that gender is inscribed in the
body and that “it is the experiences and appearances of the body that reveal
the deepest dispositions of the habitus…” (Bourdieu, 1984, p.193). So, for
Lorraine, the anxieties she felt about failing to be a gymnast revealed her
stereotypical views about gymnastics. Light and Kirk (2000) argue that certain
forms of gender are embedded in habitus and as such these hegemonic
discourses work to naturalise gymnastics as a female activity (Wrench and
Garrett, 2015). As consequence of these embodied discourses, some of the
males devalued gymnastics as an activity and some of the females felt
pressured to perform well.
Sarah was the only PE pre-service teacher to reflect upon her undergraduate
degree and make comparisons to her early childhood experiences of club
gymnastics. Sarah’s experiences in PE, as a performer and coach, were partly
down to what Curtner-Smith (2001) refers to as ‘parental modelling’. This stood
in contrast to many of the PE pre-service teachers who were more comfortable
with sports-based models that they had been accustomed to when growing up
(Green, 2008). For Sarah, the opportunities, that her parents provided her with,
powered her degree and subsequent career choice, giving her expertise in
gymnastics content matter. However, she believed that the gymnastics tuition
received in her undergraduate degree was the most valuable to her

20 Cultural conduits: A term used to refer to people who pass on beliefs and behaviours to the
next generation of people (Brown and Evans, 2004).
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development as a teacher, thus contradicting the research that positions
professional socialisation as having little impact on teaching (Curtner-Smith,
2001; George and Curtner-Smith, 2017). The fact that Sarah had expert content
knowledge in gymnastics and viewed her university tutors as credible, perhaps
allowed her to value the pedagogical content knowledge on her undergraduate
degree and postgraduate course and subsequently make valued judgments on
high or low-quality teaching. Thus, PE pre-service teachers’ perceptions and
positioning of gymnastics have been partly constructed by the cultures and
contexts which they have experienced (Curtner-Smith, 2001). Whilst early
socialisation certainly seems influential in the views that are upheld by PE preservice teachers, it is the individual that determines the usefulness of
professional socialisation on their perception of activities and in their
development towards becoming a teacher.
With diverse content knowledge levels, the teacher educator believed that it
was her job role to ‘upskill’ the PE pre-service teachers in terms of their own
performance. Consequently, this course offered PE pre-service teachers 20
hours of practical contact time, solely dedicated to content in gymnastics. The
literature, however, by Capel and Katene (2000), Sloan (2007) and Ward
(2009) have criticised PETE courses for offering little in the way of time at
university to address these knowledge deficits. Whilst PE pre-service teachers
felt that the stand-alone gymnastics module was beneficial for their content
development, the over-emphasis on content knowledge could have been the
reason for the initial focus on direct pedagogies and performance orientated
goals in gymnastics (Capel, 2007; Hayes et al., 2008). It is not surprising then
that PE pre-service teachers in this study tend to align their pedagogies with
the dominant discourses of what it is to be an effective practitioner, including
‘PE-as-sport-techniques’ (Kirk, 2010), male hegemony and heteronormativity
(Sirna, Tinning and Rossi, 2008), consequently neglecting university-based
training.
In concurrence with a study by Sinelnikov et al. (2016), if PE pre-service
teachers are just exposed to practical lessons where the practicing of skills
dominates, they will acquire common content knowledge (CCK) but may fail to
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grasp the learning activities associated with sequencing the content (Ball,
Thames and Phelps, 2008). Thus, PE pre-service teachers highlighted the
propensity for the mobile website to aid their own and pupils’ movement
vocabulary, for the improvement of planning. PE pre-service teachers
suggested that this be done via the visual representation of movement
showcased through video clips on the mobile website; which they referred to
as the ideal model. The ideal model was deemed necessary for skill execution,
correct techniques and in replacing the teacher’s demonstration if necessary.
As such, the data revealed that the potential and practical use of the mobile
website was very much in line with the enhancement phase of the SAMR model
(see section 2.5), produced by Puentedura (2009). Whilst using the mobile
website in this way was not transformative in terms of the pedagogies
employed, its use should not be criticised as the tasks were in fact maximised
as a result of the intervention. In concurrence with research by Geer et al.
(2017), teachers are likely to use technology if they can see pedagogic value
in its use, so, the fact that the mobile website enabled PE pre-service teachers
to enhance some of the core competencies outlined in the teaching standards
(DfE, 2013), for them justified its use and made it worthwhile.
In the initial stages of research, it was arguably too early to identify the PE preservice teachers’ pedagogical understanding and the subsequent relationship
with mobile website use. Thus, the initial findings concurred with technological
models to date (Harris, Mishra, and Koehler, 2009; Puentedura, 2009) that fail
to prioritise pupil learning as part of this pedagogical process. Instead the PE
pre-service teachers and teacher educator obsessed over how the technology
could be used to support their own content knowledge deficits, which tends to
reinforce McCormick and Scrimshaw (2001) and Palao et al. (2015) in their
description of technology use in PE as merely an extension device.
6.3 The significance of the teaching body and associated mobile website
use
Thus far, the data have revealed that the PE pre-service teachers and teacher
educator prioritised content knowledge on the PGCE course. Together they
hold the perception that whilst acquiring the necessary content is crucial for
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effective teaching, it is not enough if they are not able to physically demonstrate
the content to the pupils that they will teach. This then impacts upon the
perceptions they have of themselves, especially as their physical bodies and
body competency is under constant scrutiny by the pupils, mentors and
colleagues. The analysis of this chapter (see section 6.3.3) draws upon both
professional and teaching identities to explain why the PE pre-service teachers
and teacher educator held their physical body in such high regards when
teaching, and associates the mobile website as a tool that can provide pupils
with the ideal model, when the body is not physically capable.
6.3.1 Importance of being a gymnast
The previous discussion drew upon the fact that many of the PE pre-service
teachers brought little to the module in the way of gymnastics experiences,
which was highlighted as detrimental to their content knowledge levels. The
significance of being a former gymnast for PE pre-service teachers, continued
to surface throughout the data collection by both PE pre-service teachers and
teacher educator. Whilst being a gymnast was not a compulsory requirement
for enrolment onto the PGCE course, for the teacher educator, PE pre-service
teachers who lacked the physical competence in gymnastics often had low
confidence, which was detrimental to their teaching ability. This was initially
highlighted when she expressed what she believed to be fundamental to the
teaching of gymnastics:
“Upskilling. I think it’s, for most of them, it’s around confidence of
performance. I think over the years when I’ve done it, there’s probably
been a handful of what I would call gymnasts in the groups, the rest of
them have had limited school experience if any at all. I think schools over
the past 10 years have opted out of gymnastics because they could do,
and the trainees are coming in with a fairly low level of skill. Also, I don’t
think they know how to progress the skills as they're going along. So that
would be the main thing from my point of view” (teacher educator,
interview 1).
This was reinforced in the practical sessions where the teacher educator
informally expressed her views to the course leader and me: “It’s a real struggle
to deliver to trainees when they can’t perform. It causes them to go off task
especially when they fear activities like vaulting” (Research diary entry,
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observation, 6). PE pre-service teachers agreed that pupil learning would be
improved “if they’ve got a good teacher who’s a specialist in gymnastics or has
some understanding of gymnastics” (Matt, pre-service teacher, focus group 1).
In fact, there was a frequent referral by many of the PE pre-service teachers
throughout the data to: “you know, I’m no gymnast” (Dillon, pre-service teacher,
interview, 1). This was perceived as detrimental to their teaching.
For the teacher educator, having no former gymnasts was problematic for three
reasons. Firstly, it meant that participation and engagement in the practical
activities on PGCE was poor. For example, as the teacher educator taught with
skills and technique at the forefront, it meant that any low-level performers
became excluded from her session. This was apparent when vaulting,
particularly amongst some of the female PE pre-service teachers who became
demotivated and self-conscious, and as a consequence, sat out of the practical.
Katie agreed that her physical competency was important for her self-esteem
and when failing to perform she would exclude herself from the lesson. This
was exacerbated on the PGCE programme as she felt that her body was under
constant scrutiny from her peers:
“For me, as an example, if I was self-conscious about the fact I couldn’t
vault, and I had to vault and messed up on the vault, I would not feel happy
about…” (Kelly, pre-service teacher, focus group 4).
Because of these apprehensions around the ‘more dangerous gymnastics
activities’ that had the potential to cause injury (e.g. vaulting, flight from a height
or inversion on or off the apparatus), many of the female PE pre-service
teachers chose not to take part. In the focus groups, this exclusion was
compared with female pupils in schools. For example, female PE pre-service
teachers believed that like them, pupils would be self-conscious about their own
physically performing body, particularly when in mixed sex PE. As noted by
Dillon:
“I know year seven girls that would not feel comfortable doing it in front of
the boys, and the boys would not feel comfortable doing it in front of the
girls” (pre-service teacher, focus group 4).
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Secondly, it meant that the teacher educator was restricted in the number of
PE pre-service teachers that she could use for the hands-on supports. When
using and showcasing the hands-on supports, the teacher educator persistently
used the two former gymnasts in the group. Shona agreed when she said, “I
think where you have the pupils in your class for gymnastics that helps a lot”
(pre-service teacher, focus group 3). However, some male PE pre-service
teachers did criticise the teacher educator for her lack of consideration to the
reality of real teaching in schools:
“The only thing that, it’s not an issue, but every time a demonstration was
getting shown to us it was Sarah or Shona who were both gymnasts. If
she could have done the demonstration with me or Levi who couldn’t do
it, and successfully show right Levi can’t do it, I’m going to get in here and
I’m going to help him. I’d have actually gone oh right yeah, Levi can’t do
that without Debbie, whereas she was doing it with Shona or Sarah, and
they don’t really need Debbie there”. (Dillon, pre-service teacher, focus
group 4).
Finally, and with most significance to this study was that it meant PE pre-service
teachers would not be able to demonstrate effectively when on their schoolbased placements. Similarly, the PE pre-service teachers believed that
demonstrating was a key component of effective PE teaching and the main
reasoning behind their constant referrals to ‘being a former gymnast’. More
specifically, demonstrations provide the pupils with the ideal model and a visual
representation of the correct technique. All PE pre-service teachers valued the
ideal model as pupils can see:
“…high quality performance of gymnastics…. and hopefully they can
compare, even peer compare can’t they, you know what I mean? You
aren't doing this well, try and do this” (Matt, pre-service teacher, focus
group 1).
With the ideal model valued in PE, Naomi felt strongly about the use of
demonstrations as a way of showcasing the correct techniques. Consequently,
she practiced isolated skills in her own planning time. This is illustrated in the
following 3 quotations:
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“I think it’s vitally important. You can’t give a bad demonstration because
your pupils are going to copy what you do, and if you give a bad
demonstration, there’s going to be bad performances everywhere, so they
do need to see that ideal model” (Naomi, pre-service teacher, focus group
1).
“Well for me, I’ve not done gymnastics myself performing-wise since I was
at school, so for me, I’ve used it to recap on the techniques and to visually
see it so I know how to then deliver it, what key points I need to tell the
class, and again with my demonstrations, but the thing with, seeing it is
good but you’ve got to be able to practice it. This week I used the website
and then my demonstration didn’t quite pay off, so I think you do need to
have the facilities available to practice it as well” (Naomi, pre-service
teacher, focus group 2).
“I think as well as a teacher, if you’re not confident at giving good
demonstrations, it’s there to use as a demonstration, or I have in the past
used it and then practiced it myself, so that then I know how to give a good
demonstration myself. So, I’ve used it as a practice tool for myself as well
as for the kids” (Naomi, pre-service teacher, focus group 1).
Liz, however, was the one PE pre-service teacher who didn’t seem concerned
about physical demonstrations and felt that it wasn’t her job to be perfect at all
the skills that she was required to teach. Like Kelly, she did believe that pupils
benefitted from the ideal model, yet this could be showcased through various
means in PE. For example, “…with the website we don’t have to be perfect at
demonstrating…” (Liz, pre-service teacher, focus group 3). She followed this
up with:
“I think next time that, if we did it again, more supporting and how you're
going to help that learner succeed in gymnastics, not your ability to do
gymnastics” (Liz, pre-service teacher, focus group 3).
Levi agreed that using the mobile website to showcase the ideal model in some
cases was more proficient. “They enjoyed it, I think they experienced a good
skill from the projector, rather than me demonstrating or a pupil demonstrating
it” (Levi, pre-service teacher, interview 1). However, Dillon and Christopher
disagreed with Levi, sharing the opinion that the preferred method of
demonstration should be from the teacher or pupil:
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“Both, definitely both. Like I said, I’m not a gymnast, in that I can’t do some
of the things that the demonstrations show. Some of the kids may be able
to do it, so you, … it, … in some cases I’d get the kids to show the
demonstration, so I wouldn’t constantly be having to use the website…”
(Dillon, pre-service teacher, interview 1).
“I think it’s there really to aid learning. I don’t think it is right to use it just
for the sake of using some technology just to tick a box or look flashy.
You’ve got to use it where it’s appropriate. I mean if you’re just using it for
a demonstrating purpose so they can see what you want them to do, if
you’ve got a child there who is technically proficient enough to
demonstrate a perfect example, you may as well just let them do it, as
opposed to getting in TVs and power-points to show them the video when
you’ve got a kid that can do it”. (Dillon, pre-service teacher, focus group
2).
Unlike Liz, most PE pre-service teachers in the study attached negative
connotations to PE teachers who failed to effectively demonstrate. This in turn
affected confidence levels and self-esteem. Below, some more PE pre-service
teachers expressed their anxieties around not being physically capable in
gymnastics:
“I think it’s also very important in terms of if you can’t do it and you’re
reluctant to try it, kids can spot that pretty quickly, and if they see that
you’re not really into it then they’re probably not going to give 100% in the
lesson, especially the boys. I’d say probably most male teachers aren't as
comfortable at gymnastics, and if the boys in their class see they’re not
comfortable, their role model, then they probably won’t put the same effort
in” (Matt, pre-service teacher, focus group 1).
“I think it’s really a confidence thing, is that what you’re saying Matt, like
if you were demonstrating something at football and a child wasn’t getting
it, you’d feel confident just going over and going “okay, just watch me
and do this”, whereas with gymnastics you just can’t do that, and it’s that
kind of fear of the kids realising that you don’t really know what you’re
doing either…” (Christopher, pre-service teacher, focus group 2).
For Matt and Christopher, demonstrations were an expectation of a PE teacher
and with this they were conscious about the pupils’ expectations of their
physical ability. Christopher also believed that if he couldn’t do it, the pupils
were not safe to do it, again reinforcing his perceived identity as a role model
for pupils. He noted that:

134

“I’m not confident to perform it and we are vaulting with year 9s at the
moment and it’s quite a dangerous skill to perform, so I’d rather not have
one of the kids attempt it if I wasn’t 100% sure they could do it and
probably injure themselves” (Christopher, pre-service teacher, reflective
video diary, week, 6).
The next section focuses on the mobile website’s role in providing a
demonstration of the skill to the pupils. The PE pre-service teachers referred to
this as the ideal model. As per the discussion below, there were concerns
overusing the mobile website to showcase the skill and the PE pre-service
teacher’s role in the classroom.
6.3.2 Mobile website supporting the ideal model in gymnastics
Both the PE pre-service teachers and teacher educator agreed that the mobile
website could provide them with what they referred to as the ‘ideal model’ in
gymnastics. This coincides with research by Palao et al. (2015), Webb and Cox,
(2004) and Weir and Connor (2009), who argue that technology has the power
to replay a video that can be used to identify the correct technique. This is
highlighted in the following three quotations:
“The website was a really good tool to use for the students because they
could see what the perfect move or balance or travel. Whatever the focus
was on, they could use the website for that” (Shona, pre-service teacher,
focus group 3).
“It is a really good resource to use, so if we had more time and if pupils
didn’t really remember the moves, we could use it for them to refer back
to so that they had a demonstration of the technical model. However, I
know a lot of time in schools there is a lack of technology” (Kelly, preservice teacher, reflective video, week 3).
“I use it at the start of the lesson for a visual aid. I just play a video whilst
I might be setting something up. The girls then had to assess the video
and pick out good points and how do you make an aesthetically pleasing
jump. There they have got the visual aid of that and then they pick out
things like straight legs straight, hands and then we will discuss it and
break it down. It then gives them the opportunity to go and try out that
task. I’ve only got a big screen, we haven’t got any individual pieces that
they can all look at, so I show it on the big screen then I might bring smaller
groups in one at a time to show them different types of jumps. I’m not able
to demonstrate all these jumps myself, neither can some of the girls”
(Lorraine, pre-service teacher, reflective video diary, week 6).
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Similarly, the teacher educator held the perception that the mobile website
could be used to support the ideal model as “I think it can be integrated into the
lessons, so you know, they can model work’” (teacher educator, interview 1).
Here the teacher educator would be looking to give the PE pre-service teachers
the opportunity to observe the ideal model on the mobile website and clone the
technique in their own practical performances. However, whilst these
perceptions certainly supported use of the mobile website in providing the ideal
model, it was met with some reluctance and apprehensions. Like Tinning
(2010), the teacher educator and most of the PE pre-service teachers were not
convinced that using the mobile website as a replacement for their own physical
demonstrations was desirable. For example, the teacher educator reinforced to
me that use of the mobile website for her would be as a result of her aging body
no longer able to cope with the physical competencies and demands in
gymnastics: “Well as I get older and I can’t demonstrate all of the skills, so the
website is helpful as a visual cue” (teacher educator, interview 1). The teacher
educator, did, however still possess the physical ability to perform most of the
required movements outlined in her plans. However, for some PE pre-service
teachers, her demonstrations, e.g. the headstand, were met with a snigger. In
fact, some of the PE pre-service teachers made comments in the focus groups
about aging PE mentors on their placements, referring to them as “old-school
teachers” who “just want an easy life” (Stacey, pre-service teacher, focus group
4). Whilst PE pre-service teachers did not directly relate their assumptions
about age to physical competencies, they upheld a stereotypical image about
the aging PE teacher (Tinning, 2010), which encompassed “laziness” and “25
years on and they just can’t be bothered some of them” (Sarah, pre-service
teacher, focus group 3). Thus, whilst PE pre-service teachers could not argue
with the teacher educator’s physical competencies in gymnastics, their socially
constructed view of the aging PE teacher, meant that there was little power in
her aging body when demonstrating in PE.
Some PE pre-service teachers held the same perspective as the teacher
educator around using the mobile website to provide pupils with demonstrations
as a last resort only. One PE pre-service teacher made this explicit when he
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said, “right, well I can’t do a teddy bear roll so I’m going to use the resource”
(Dillon, pre-service teacher, focus group 4). It was believed that the ideal model
should be presented through their own body and only when this body failed to
perform, would they resort to using the mobile website. It was as if the PE preservice teachers lost power when failing to physically perform and feared
judgments made by their pupils, peers and mentors. Thus, they used the mobile
website as a backup plan, as illustrated below:
“I think in my opinion I’d probably use it most in planning and as an
additional resource for the lesson, more than evaluating personally. I just
think that because you’ve got the videos, you can see it visually. We can
deliver it as in talking through the teaching points by using it as a planning
tool for us prior to the lesson, and like I said, if you’re not confident in your
demonstrations, it’s there as a backup” (Naomi, pre-service teacher, focus
group 1).
These perceptions also seemed to tie into the teacher educator’s view that
technology has the power to take over a lesson. Comments such as: “I’m also
mindful that some trainees get too reliant on it” (teacher educator, interview 1),
suggests that technology should not be considered as a replacement for
traditional teaching methods.
The following section analyses why most of the participants valued the ideal
model, for high quality visuals. This presented some conflict between the
mobile website’s role and their own teaching body, when demonstrating the
ideal model to the pupils they will teach.
6.3.3 Analysing the significance of the teaching body
The data revealed that PE pre-service teachers and the teacher educator
highlighted the ideal model as central to effective PE lessons, as it allowed for
their pupils to visualise a high-quality performance, identify correct technique
and compare to their own or their peers’ performances. The common
discourses associated with emphasising the ideal model has been named ‘PEas-sport-techniques’ (Kirk, 2010, p. 43) and is arguably a narrowly constructed
vision of what the purpose of PE is. However, the current NCPE stipulates that
pupils should be given the opportunity to “develop their technique and improve
their performance” (2013, p.2), yet, the extent to which the PE pre-service
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teachers and the teacher educator interpreted this, meant that both skills and
technique dominated the learning environments (Tinning, 2002 and Siedentop,
2006). Green (2003) refers to this as teachers doing PE, which contradicts the
plethora of research, (e.g. Kirk and Macdonald, 1998; Light, 2008; Rink, 2001;
Rovegno and Dolly, 2006) that has attempted to redefine PE by moving it away
from improving the physical movements, to educating through physical
movement (Green, 2008).
For most PE pre-service teachers in this study, the energy was inevitably
channelled into developing their own performance in gymnastics; as they
believed that part of their role as a PE teacher was to be an expert at
transmitting the ideal model to the pupils, via their own physical body. This, in
part, stems from the need to satisfy the ‘consumer conscious’ (Brown, 2005)
e.g. governors and parents, who often define PE by comparing it to their own
school-based experiences. These traditional PE beliefs are then reinforced
through the recruitment processes around PETE, which continues to credit
sporting achievement (Moore, 2012; Stidder and Hayes, 2006). For example,
the PE pre-service teachers reflected upon the consequences of previous
experience as a practitioner, coach and or lover of sport (Capel et al., 2011) on
their ability to teach. Whilst life histories were not conducted nor important to
this study, attention to PE pre-service teachers’ past experiences did help to
formulate a vision of why they placed so much value on their physical bodies,
in terms of what it could do but also in the messages it portrays to the pupils
that they will teach. Thus, demonstrations in PE, which have been considered
a core component of effective teaching through the PE literature for decades
(Ryan, Maina, Mokgwathi, 2016; Shumack and Reilly, 2011), were prioritised.
Consequently, it was deemed advantageous for those PE pre-service teachers
who had been gymnasts, as they possessed the physical skills to demonstrate.
Whilst demonstrating certainly offers the learners a visual of the skill, which has
been credited for supporting the mental rehearsal of techniques (Shumack and
Reilly, 2011), it was the identity (see Dowling, 2006, 2011; Fletcher, 2012) it
offered the teacher, revealed through the data, which was an interesting finding
for me. Professional identity, which is defined by Danielewicz (2001, p. 1) as
“our understanding of who we are…and who we think other people are” can
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determine the teaching decisions that we make daily. In this study, physical
demonstrations epitomised what it was to be a PE teacher.
Sirna, Tinning and Rossi (2008) believes that perceptions of how a PE teacher
should look are often embodied in the school’s culture (see also 7.2) and that
identities for PE pre-service teachers are particularly central to PE where the
physical body is under constant surveillance (Gore, 1998). Failing to
demonstrate gave their teaching-self less power as their bodies were under
constant scrutiny by pupils, colleagues and parents. Consequently, PE preservice teachers’ and the teacher educator’s PE identities were constructed by
their own concerns over content delivery derived from the physically performing
self (Dowling, 2006, 2011); together with how they were professionally viewed
by others (Jenkins, 2008). Using the mobile website then, whilst proving
proficient in showcasing the correct technique, was in some cases considered
detrimental to their teaching identity. For Dillon, a desire to use the mobile
website came from the perception that it would substitute his failings as a
physical demonstrator. In fact, when Dillon could demonstrate effectively, he
referred to himself as a ‘role model’ for the pupils that he teaches. The subject
mentor worked to reinforce notions of the physically performing self (Dowling,
2011), by highlighting to me Dillon’s apprehensions around demonstrating in
gymnastics. For the mentor, the fact that Dillon could access the ideal model
for pupils to visualise on the mobile website, did not overcome his lack of
gymnastics ability. For Dillon, his teaching and physical body were constantly
judged by other professionals, so behaving and performing in what he
considered to be typical of a PE teacher, was crucial if he was to be valued.
To understand the significance of the physical teaching body in gymnastics, I
use Bourdieu’s (1990) conceptualisation of the body as a form of physical
capital. Bourdieu’s (1990) understanding is that power in the PE field is derived
through the physical movements of the visible body. The term field is used to
specify the total occupiable social positions at any one time and place (Grenfell,
2014), and for PE pre-service teachers in this study, the parameters of the field
were located across the broad PE landscape, the PGCE course and individual
school-based placements. The discourses of the field impose a set of rules,
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accounting for what knowledge is valued and have been co-constructed over
time (Shilling, 2004). For example, the structure of the PETE programme, which
reinforces content knowledge, mentor expectations, current discourses
associated with ‘PE-as-sport-techniques’ (Kirk, 2010), meant that the rules of
the field were such that physical performance and skill execution were valued.
Consequently, the physical body was valued for its physical capabilities, its
appearance and for the pedagogic messages it portrays (sometimes without
doing a thing). For example, Sarah, a PE pre-service teacher who had
experienced performing and coaching in gymnastics, which she accrued from
her positive early parental modelling, worked to use the physical capital for her
own empowerment. She expressed this through her confidence when reflecting
on her ability to display complex demonstrations but also in her criticism of other
teachers who lacked the physical capability, when she said, “they need training”
(Sarah, pre-service teacher, focus group 3).
In contrast, Kelly, Naomi, Matt and Christopher, failed to effectively
demonstrate and conversely felt disempowered and almost worthless when
teaching gymnastics. The lack of physical ability of the body meant that these
PE pre-service teachers had little physical capital, forcing Kelly to practice her
demonstrations in her own time. Similarly, the teacher educator believed that
as her body aged, she would lose physical capital; and even though she was
an experienced PE teacher who could still demonstrate, the PE pre-service
teachers on occasions mimicked the appearance of her physical body in
gymnastics. Tinning (2010) believes that pedagogical work often starts with the
body and what the body does and so I use Lodge’s (1989, in Tinning, 2010)
powerful metaphor of ‘body as machine’ to conceptualise the physical body and
the capital that this accrues. The metaphor ‘body as machine’ is useful in that
it helps us to align the physical functioning of the body to a machine that works
robotically, needs tuning and breaks down over time (Tinning, 2006). However,
if the teacher educator and PE pre-service teachers only see pedagogic power
in a finely tuned physical body, we risk perpetuating value in the PE teacher’s
physical body only, whilst disregarding the pedagogic power of the embodied
individual. Thus, PE pre-service teachers who lack physical ability and the
ageing PE teacher who either breaks down over time or doesn’t fit the image of
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the consummate PE teacher, lose physical capital. This disadvantages them
on teaching placements, when competing for perspective employment and
when striving for social acceptance amongst their peers, colleagues and pupils.
Similarly, the symbolic images that the visible body creates in PE (Velija and
Kumar, 2009) are also reflective of masculinity and femininity and Dillon, for
example, subconsciously used his body to reinforce masculine constructions.
Having observed his practical skills over the duration of the module, I was able
to recognise his hesitance and unfamiliarity with the way his own body moves
in gymnastics. This was made explicit when warming up, as Dillon sarcastically
mimicked the movements of the teacher educator in a way that emphasised his
own masculinity, e.g. in my research diary I noted:
The PE pre-service teachers were asked to leap as part of their warm-up.
The girls were more than happy to explore this concept. The males
although engaging, did so sarcastically. Dillon leapt and when he landed,
he laughed and threw his arms up high (10.10.2014).
For Dillon, these dominant ideologies around gender and masculinity had been
experienced from an early age (Azzarito and Solomon, 2009; Scraton and
Flintoff, 2002) (see section 6.5.3)
Whilst recognising that the objective structures, (e.g. macro policies, rules and
interests derived by the field and represented by the agents) (Bourdieu, 1989),
work to power or disempower (often at the same time), the field is not solely
responsible for determining action (Shilling, 2004). In fact, PE pre-service
teachers can reflect and negotiate their position in the field as their habitus is
inextricably linked to behaviour, with culture and existence engrained in the
body. When habitus closely aligns with the rules of the field, Bourdieu (2001)
argues that there will likely be resistance to change. For example, most PE preservice teachers recognised that their chosen career path was based upon
loving sport and playing sport (Lortie, 1975). Thus, PE pre-service teachers
persisted to reinforce their subjective warrants through their own physical
teaching body when on PGCE, which gave them self-worth (Tinning, 2006).
The interrelationship between habitus, field and capital was interesting when
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analysing Liz’s opinion of effective PE teaching. Whilst she agreed with the
other PE pre-service teachers, that the ideal model is important for effective
teaching, she does not believe that her teaching body must perform robotically
to the demands of the pupils or others. In this respect Liz’s habitus, has worked
to resist the common discourse of PE teacher as demonstrator, which Wrench
and Garrett (2013) argue would position her as a ‘fish out of water’ in the field.
Bourdieu has been criticised for his deterministic approach as it fails to account
for outliers such as Liz (Shilling, 2004). Liz was subjected to the same field that
valued physical capital, yet she had constructed a teaching identity that sought
power in the pedagogical knowledge (Wrench and Garrett, 2012). This could
have been accumulated from the value she attached to her professional
socialisation, where she was exposed to alternative pedagogies using the
mobile website: “So now I am more confident to just go off my plan and adapt
a lesson to suit them, which I think is part and parcel of doing it at Uni” (Liz, preservice teacher, focus group 3).
For Liz, the new experiences allowed her to change her mind set around the
discourse of PE teacher demonstrator, yet the agency she had to act on this
change was dependent upon the time, place and the people. For example, the
structure of the PGCE course and the standards that are enforced meant that
on occasions Liz would align with the rules of the field, particularly when being
observed:
“I don’t know. For me, obviously we’re teaching now, we always have
someone in the classroom with us. So even if you are 100% comfortable
with what you're doing or what you're saying, there is always that other
presence in the room. So, I think unknowingly, the way we’re teaching
everything, maybe not just gymnastics might change a little bit. Because
you’re left to your own devices and I feel like you would feel more
comfortable cause they're your class, they're your kids, you're responsible
for them and I feel like sometimes I might be a bit more confident to just
let them go with it a bit more. Whereas now, we’re so conscious of getting
all our ticks for every observation. Sometimes I don’t need to do a mini
plenary right at that point. But I have to because there’s someone in my
classroom watching. Whereas it’s not actually beneficial for me to stop the
kids right then and go who has bronze, who has silver, who has gold? So,
I do think it will change when we’re not constantly having someone over
our shoulder” (Liz, pre-service teacher, focus group 3).
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Therefore, habitus may shape diverse actions, yet the actions remain within the
boundaries of the social structures that produced it (Bourdieu and Wacquant,
1992). It is possible that Liz had developed what Keltchermans and Ballet
(2002) referred to as micro-political literacy by assuming a different identity
when being observed. This was driven by self-interest to pass the course.
Similarly, I (researcher/lecturer) was able to use the mobile website to promote
independent learning which took away the need to demonstrate. My own
physical capital derived from my level of performance, coaching and teaching
had perhaps given me more capital. Although Liz had accrued capital through
her confidence and pedagogic knowledge, I had a greater agency to resist the
dominant discourse due to the assumed power. This supports the fact that the
power of the physical body is not just located in its physical ability but in how it
looks, the confidence it portrays and the knowledge that is upheld (Tinning,
2010). In concurrence with the work of Wrench and Garratt (2012), identities
are subjective, yet subjectivity is mediated through objective structures such as
culture, time, and place, all of which are inherent with power. Thus, Bourdieu
(1989, 1990) helps to conceptualise how PE pre-service teachers act as agents
with invested interests, yet the decisions they make on the PGCE programme
are influenced by the wider social issues (Garrett and Wrench, 2012) and are
not without struggles for power.
6.4 Pre-service teachers’ developing pedagogies and praxis using the
mobile website
The aim here is to discuss how PE pre-service teachers’ pedagogies and
pedagogical use of technology developed over the course of the module and
as part of their training on placement. There was clear evidence throughout the
duration of the study that most PE pre-service teachers’ pedagogical
knowledge was developing in parallel to their pedagogical use of technology.
Key to this development were three particular concepts, evident within the data:
1) the type of teacher they aspired to be; 2) the relationship between content
knowledge and teaching confidence; and 3) the gender differences and
associated pedagogies.
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Geer et al. (2017) have found that to implement technology in a purposeful way,
PE pre-service teachers need to understand their current pedagogical
positioning, so exploring the above relationships were fundamental to this
study. This understanding/positioning was developed through peer teaching
and reflections on the module, discussions in the focus groups and practical
application of such pedagogies on placements.
6.4.1 Type of teacher they aspired to be
PGCE training consists of both practical and theoretical university-based
modules, with a few school-based placements spread over the course of the
eight months. The data for this study was collected early on into PGCE training
so pedagogical theory and understanding, particularly for those coming from a
non-PE related degree seemed to be limited. Some PE pre-service teachers
did briefly acknowledge Mosston and Ashworth’s teaching spectrum (1986),
with command, self-teach and guided discovery teaching styles proving to be
the most persistently referred to. However, there were no references made to
learning theories, or pedagogical theories to underpin the reasons for their
perceptions or practical decisions. What PE pre-service teachers were able to
recognise was that command style teaching was “not the teaching style that I
do want to get lost in” (Dillon, pre-service teacher, interview 1). In the following
quotation, Liz criticised what she considered an instructional PE lesson to look
like:
“Back in the 1950s [some laugh], it was one mat, command style, and
there were long queues, and people had to demonstrate aesthetically
pleasing moves, and they were coached individually” (Liz, pre-service
teacher, focus group 2).
Liz maintained that teaching PE in this way “is almost as bad as sitting in a
classroom and being talked at…” (pre-service teacher, focus group 3). It was
agreed that those old school approaches were pedagogies of the past and as
one PE pre-service teacher said: “I try to stay away from command style unless
I really need it” (Dillon, pre-service teacher, focus group 4). Dillon agreed when
he said: “I don’t want to be that command-style teacher that teaches
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commanding every single lesson” (pre-service teacher, interview 1). Instead,
most PE pre-service teachers agreed that regarding the pupils:
“…they need to work it out themselves rather than just be given it. So,
work it out themselves, then use command to improve quality. I don’t like
to use that ‘right-away’ because they haven’t worked anything out for
themselves at all…... (Stacey, pre-service teacher, focus group 3).
Whilst recognising the flaws associated with direct pedagogies, such as the
detriments to the more able performers, there were few examples given of why
PE pre-service teachers vowed to steer clear of command style other than to
state the obvious, which was to allow for pupil independence. It was agreed
that gymnastics as a sport lent itself to a more pupil-centred pedagogy given
the nature of sequence work construction. Kelly said: “I think a bit more room
for creativity is good in a sport like gymnastics, because at the end of the day it
is a creative sport” (Kelly, pre-service teacher, focus group 2). This was then
compared to games activities where PE pre-service teachers found it difficult to
promote independent thinking:
“I think it’s one of the better activity areas to have that kind of student
learning going on, as opposed to others where they need much more. So,
for example I’ve been teaching football and I had a simple guided
discovery task, and they couldn’t really think for themselves about it,
whereas when it comes to gymnastics and they’re being creative, they
often have a lot of success that way” (Kelly, pre-service teacher, focus
group 1).
Despite a shared perception that pupil-led lessons were more beneficial to
learning in an educational context, the data revealed a resistance by PE preservice teachers to employ such pedagogies into their actual praxis. As noted
in my research diary below, the teacher educator in a practical lesson referred
to the benefits of using guided discovery approaches to the PE pre-service
teachers on the practical module, yet in practice she used command and
practice styles to reinforce the execution of designated skills:
Having just observed my teaching with the website, the teacher educator
told pre-service teachers that using guided discovery to allow pupils to
explore particularly on the website was good practice and allowed pupils
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to come up with their own ideas. As part of her next task she wrote a list
of skills on the whiteboard and asked pre-service teachers to copy them
and put them into a sequence. (Research diary entry, observation 3).
One PE pre-service remarked: “you’d finish all of these videos in one lesson”
(Research diary entry, observation 4) and the teacher educator in her candid
reflection said, “I couldn’t use it in the way you do as I think it is important to
teach each skill with progressions…” (teacher educator, interview 1). I think that
given the teacher educator’s pedagogical positioning, rather than a hesitance
to use technology, there was a reluctance to change her pedagogical thinking.
Having taught for 27 years it seemed that the prospect of change was a scary
thought and one which this teacher educator was reluctant to explore. It was
also apparent in the reflective video diaries that the main aim for PE pre-service
teachers was to improve performance. As the following quotes illustrate:
“I used it for a year 8 gymnastics lesson and the objective of the lesson
was for the pupils to consolidate prior knowledge” (Levi, pre-service
teacher, reflective video, week 6).
“We’ve only got one big power point projector that you can put on the wall
or connect to the laptop to show them the skill initially” (Christopher, preservice teacher, reflective video, week 6).
“I might bring smaller groups in one at a time to show them different types
of jumps” (Lorraine, pre-service teacher, reflective video, week 6).
“I played the video, I stopped it and asked them what they noticed about
the video, so pick out the key points for the technique” (Naomi, pre-service
teacher, reflective video, week 6).
“We used it because it gives you the visual guidance” (Sally, pre-service
teacher, reflective video, week 6).
Arguably, a contributing factor to a PE pre-service teacher’s use of pedagogies
was in the relationship between their content knowledge and their teaching
confidence.
6.4.2 Content knowledge and teacher confidence
PE pre-service teachers continued to identify content knowledge as a major
area for development throughout their PGCE training. However, over time
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these concerns moved beyond envisaging content knowledge as an isolated
component of teaching, to an ability to recognise the consequences of not
possessing the required level of content knowledge. Poor content knowledge
led to feelings of insecurity, and as such became detrimental to their teaching
confidence and subsequent teaching effectiveness. For example, Levi, when
describing what it is to be an effective teacher of PE, highlighted confidence as
a fundamental component when he said:
“Confident. Know what they want. Outspoken but not in a cocky way.
Obviously, they’ve got to know the subject, know the curriculum” (Levi,
pre-service teacher, interview 1).
For PE pre-service teachers in this study, possessing CCK gave them the
confidence to develop and trial alternative approaches to that of behaviourism.
This was evidenced by several PE pre-service teachers who said that with
confidence (particularly in the games-related activities) they felt that they could
“reign it back in” (Dillon, pre-service teacher, interview 1) if it was going wrong.
Again, this confidence in most cases seemed to stem from past experiences as
a performer. For example, Dillon agreed that having played and experienced
sport through his childhood years, certainly increased his confidence to
teaching those activities:
“the sports I do feel comfortable with, you know, I’ve probably played at
some point of my life, erm, that be at school or whether that be as a
teacher or as a coach at a weekend, erm, gymnastics was something that
didn’t really come into that category” (Dillon, pre-service teacher, interview
3).
Conversely, for most PE pre-service teachers, content knowledge in
gymnastics was low, making it more difficult to adapt the lesson if things didn’t
go accordingly:
“I think with confidence, if I plan a lesson, I’m more confident. But after
doing the gymnastics here, I’m now more confident to adapt off my lesson
plan if it’s not going accordingly. Like with anything else, any other team
sports, if something isn’t going quite right or they haven’t quite got it, I
know exactly what to do to take two steps back to then get to where we
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were. Whereas with the gymnastics, before uni, I did not know how to
break things down” (Liz, pre-service teacher, interview 1).
Whilst some PE pre-service teachers like Liz, developed their content
knowledge and confidence to teach gymnastics during university, the data
exposed some apprehensions about letting the pupils work independently due
to a loss of control. For example, Levi’s priority when teaching was:
“To be in control but then to give pupils an opportunity to go away and
develop and learn themselves. Like I said, not necessarily give them the
work, let them go away and choose the work, like, what would have been
able to happen if they had their own iPads and stuff like that. So that they
can self-teach, and they can learn themselves, I think is quite a good
aspect of a PE teacher to have the ability to let pupils go away. But then
again, on the other hand, it’s good to have control of a class” (Levi, preservice teacher, interview 1).
The teacher educator reinforced this in her model lesson to the PE pre-service
teachers, where she attempted to maintain pedagogical control. She described
a model gymnastics lesson in her interview:
“Clear stages. So, a warmup, some skill developments from floor work to
low apparatus to higher apparatus. And for me, it’s got to have some
outcome in terms of a sequence. So, I’d like to see, by the end of a lesson,
whatever that skill is, it fits into some sort of kind of flowing sequence. And
a cool down at the end obviously” (teacher educator, interview 1).
PE pre-service teachers credited the PGCE programme for dedicating a whole
module to the teaching of gymnastics, as it allowed them to develop their
content knowledge and subsequent teaching confidence. Similarly, the teacher
educator believed that it was her job role to upskill the PE pre-service teachers
to increase their confidence. Her belief was that if the PE pre-service teachers
were upskilled “in terms of knowledge, knowing how to progress the skill and
also how to support it” (teacher educator, interview 1), then this would give them
confidence in their pedagogical delivery. Sarah, who was the only PE preservice teacher to have taken part in gymnastics as a coach, performer and
who held a recognised qualification, agreed that good content knowledge for
her coincided with teaching confidence and believed that others in the
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profession feared gymnastics due to a low content knowledge. Below, Sarah
discusses the impact of her own subject knowledge on teaching confidence:
“Mine’s probably my subject knowledge. I feel that confident with
gymnastics, I’ll get the trampettes out, whereas I know that the teachers
in my school wouldn’t dream of getting that out. They would just focus on
balances and floor work in gym. So, for others, that’s a barrier isn’t it? I
think there needs to be more training because there’s not a scare, it’s just
like any other sport in PE, you’ll have your strengths, and you’ll have your
weaknesses. But there needs to be more training courses” (Sarah, preservice teacher, focus group 3).
Whilst Sarah didn’t make specific reference to pedagogies, it was clear that her
confidence gave her the flexibility to use a range of equipment, which optimises
the pupils’ experiences. On the other hand, Liz felt that there was too much
time spent on the PGCE programme developing content knowledge,
particularly as it was at the expense of developing her own pedagogical content
knowledge. This was expressed to me part way through the module by Liz who
said: “I’m not interested in all of these skills, I just want to know how I’m going
to deliver a lesson” (Research diary entry, observation 5). In the focus group
she went on to say, “some things we did within that 12 weeks felt quite long
winded and drawn out. The fact that we then had to go off and try everything
over….” (Liz, pre-service teacher, focus group 3).
Most PE pre-service teachers did, however, begin to understand the potential
of accessing content on the mobile website “as a vehicle for learning” (Gibbone,
Perez and Virgilio, 2013, p. 14). For example, some PE pre-service teachers
felt that the mobile website could assist with planning for differentiation.
However, there was a consensus amongst most PE pre-service teachers that
as the skills were levelled as ‘beginner’, ‘intermediate’ and ‘advanced’ on the
mobile website, that this automatically differentiated the learning by task. This
alleviated the pressures that PE pre-service teachers faced when trying to
challenge learners who exceeded the movement vocabulary of the teacher.
However, recommendations were made to change the levelling labels to make
them more user-friendly for the pupils:
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“Yeah I definitely agree. I think in regard to planning, it allows you to
differentiate as well by the group of beginners, intermediate and
advanced. That allowed me to ask myself who could do what in regard to
differentiation” (Kelly, pre-service teacher, focus group 1).
Some PE pre-service teachers would set what they would refer to as ‘openended tasks’ such as asking the pupils to explore different rolling actions from
the mobile website. Whilst differentiating the learning in this way should not be
criticised, when PE pre-service teachers were asked how these open-ended
approaches tied into the broader learning aims and objectives of the lesson,
responses such as that from Naomi below continued to refer to differentiation
and motivation:
“Well because they didn’t have to necessarily deliver what you were
asking them to do. You were giving them a choice where they could go
away and find their own, what they were capable of doing. It meant there
was more differentiation, more challenging for others, and they had a
choice so they’re probably more motivated to do what they want to do
rather than what they’re being told to do” (Naomi, pre-service teacher,
focus group 1).
Allowing pupils to think for themselves and explore in gymnastics proved
popular amongst the PE pre-service teachers, yet the purpose of the
exploration was far less developed and understood. For example, Dillon when
discussing the mobile website as a vehicle to support differentiation said:
“I think it gives the students ownership over their own learning although it
does give them the opportunity to take the easy route out and pick
beginner. There was students particularly in our lesson that did challenge
themselves and were looking to try and perform more advanced skills but
it also set them achievable targets as well, so as long as the teacher is
still facilitating the lesson and pushing those students on that were able to
performer the easier tasks, the rolls the easier jumps to more advanced
or intermediate skills, then the use of the tablet and the app would be used
but it would have to be facilitated by the teacher” (Dillon, pre-service
teacher, reflective video diary, week 3).
These apprehensions circulated into trusting the group of pupils that they would
teach. If there was trust in terms of behaviour, ability and maturity, there was
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more chance of PE pre-service teachers attempting to trial constructivist
approaches:
“That’s like anything, if you allow them to use guided discovery, you're
trusting them, you’ve just got to trust them to do the right things, but you’ve
just got to guide them in the right way and test them. Well go on, give me
the key points of your stag leap that you were just looking up, oh, you
weren’t looking it up, were you? It’s the same principle, isn’t it?” (Sarah,
pre-service teacher, focus group 3).
Transforming existing pedagogies not only requires confidence of the teacher
but also a level of patience and understanding from the pupils. Kelly discussed
in the following quotations how trying pupil-centred pedagogies on placement
in some cases meant that their own knowledge was questioned:
“I think as well with what you are saying, I think using guided discovery
approaches can often come across to kids who haven’t used that before
as the teacher doesn’t know what they are doing. Oh, they are asking me
to do it, they don’t know what they are doing” (Kelly, pre-service teacher,
focus group 4).
“It was very early, I think it was my first actual lesson, and coming from an
undergraduate degree, we had been introduced to all these guided
discovery styles, and that is how I wanted to deliver it. I just don’t think
they had been trained in being taught that way. They had been used to
being told what to do, where to do it, things like that. They weren’t familiar
with being given that ownership of learning” (Kelly, pre-service teacher,
focus group 4).
Kelly also agreed that teaching with pupil-centred pedagogies, whilst beneficial,
can be difficult to embed if pupils have not been used to this way of learning.
Instead of resisting these tensions, PE pre-service teachers in this scenario
were likely to, “revert back to command style approach until they understood
your way of teaching” (Kelly, pre-service teacher, focus group 3) for fear of
rejection by pupils and mentors. As Kelly noted:
“so, when I tried a guided discovery class style early on it didn’t go so well,
so I had to revert back to command style approach until they understand
your way of teaching. Then you can move back towards those” (Kelly, preservice teacher, focus group 4)
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Dillon, however, remained committed to moving away from command style
teaching and in his experience the pupils appreciated a different way of being
taught:
“In the school that I was at, the nature of my school, you could tell that the
kids were really used to seeing a command style of teacher, not just in PE
but throughout all the lessons. So, by observing some of the PE teachers
at my school I picked up that they are all very command style, and I think
at the beginning I did start to start off my teaching on that placement as a
command style teacher, but on the lessons where I did try and introduce
guided discovery the students reacted really positively to it because it was
something different” (pre-service teacher, focus group 4).
Through the interviews and post-lesson feedback, Dillon proved to be a
reflective teacher. Perhaps the opportunity to engage in critical reflection with
both the mentors and the researcher, allowed Dillon to consider alternative
viewpoints. Post placement he made comments such as:
“…the way I planned my first lesson was, this is what we’re going to do,
we’re not going to move away from it, it’s going to be really controlled,
everyone’s going to take part in at least something and achieve something
from the lesson” (pre-service teacher, interview 1).
“I felt the second lesson was much better, because I wasn’t dictating what
they were doing, the kids themselves decided what they were comfortable
doing, and I was surprised at how much they pushed themselves” (preservice teacher, interview, 3).
The next section, 6.4.3, analyses and makes sense of why the PE pre-service
teachers aspired to move away from command style teaching. It discusses the
developing relationships between content knowledge and pedagogical content
knowledge and the associated use of the mobile website in facilitating these
relationships.
6.4.3 Analysis of the PE pre-service teachers’ developing pedagogies
over the duration of data collection
PE pre-service teachers in this study didn’t view pedagogies as statements of
intent (Tinning, 2010) but more ideologies for the type of teacher they aspired
to be. They believed in what has been described as holistic PE (Bailey, 2009;
Green, 2008, and Waring and Evans, 2015), where the pupil is at the centre of
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the learning process (Light, 2008). Although no explicit references were made
to behaviourist and constructivist theories of learning, the core principles were
identified. For example, PE pre-service teachers recognised direct-teaching
styles, e.g. command and practice, as pedagogies of the past, and instead
favoured group work, differentiation, peer learning and guided discovery. This
was what Mosston (1986) described as the spectrum of teaching styles, with
teacher and pupil decision-making moving along a continuum. However, it was
not made explicit as to where these PE teaching methods had been
constructed, as there were no references to any pedagogical modules on
PGCE training.
PE pre-service teachers did, however, reflect on the influence of past sporting
experiences, by criticising long queues and command style teaching where
teachers “bark instructions” (Liz, pre-service teacher, focus group 4) at the
pupils. In concurrence with Schempp and Graber (1992, p. 33) there is always
“a distinct and traceable influence on an individual’s future decisions, practices
and ideologies as a teacher”, with Hemphill et al. (2015) arguing that exposure
to different experiences are influential to the type of teacher PE pre-service
teachers want to be. Kelly reinforced this when she said that, “how you are
taught at school has a lasting effect on you” (Kelly, pre-service teacher, focus
group 2).
PE pre-service teachers came from a range of disciplines that suitably qualified
them for a place on the PGCE programme, with many of them following Sports
Studies or Science related degrees (Green, 2008). Some of these courses were
reflective of sport in the broadest context giving no attention to the pedagogies
associated with teaching aesthetics activities. According to Green (2008) and
Capel et al. (2011) teaching competence in the first instance stems from
previous experiences as practitioners, an exposure to coaching and or a love
of sport. These have been described as an individual’s subjective warrants
(Lortie, 1975) and the type of PE teacher they want to be is often embodied in
the common discourses (Sirna, Tinning and Rossi, 2008). More specifically,
subjective warrants according to Dewar and Lawson (1984) are constructed
through personal, situational and societal factors. The personal factors take into
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consideration their own gendered body, situational factors relate to the school
and sporting experiences and or achievements, and the societal factors
consider the cultural norms. In this study, there were multiple references to past
experiences of school PE, with some explicit examples of gendered
segregation (Brown and Evans, 2004; Penney, 2002): “your main boys’ sports,
football, rugby, fitness, stuff like that” (Dillon, PE pre-service teacher, interview
1). The lack of opportunities provided for males to do gymnastics where Dillon
attended school as a child, were to blame for his perceived inadequacies and
general lack of interest. Brown (2005) and Green (2008) agree that by the time
PE pre-service teachers have reached the professional socialisation stage,
they have become accustomed to associating PE with sport, making it difficult
for teacher educators to change their mind set. Similarly, the micropolitics of
the socio-educational context of PETE has been shown to reinforce gendered
practices, through the school-based experiences, where PE pre-service
teachers learn to teach (Brown, 2005; Rich, 2001).
Similarly, Thomson (2012) argues that there is a high chance that PE
undergraduates have been exposed to traditional methods as a pupil, making
them more likely to adopt these approaches as a student. Green (2008) argues
that PE pre-service teachers are influenced by a ‘coaching orientation’, which
is the desire to coach school sport, due to their coaching backgrounds.
However, some PE pre-service teachers in this study described what they
perceived to be pupil-led learning in their own school gymnastics lessons,
giving specific examples of activities where they had taken ownership for their
learning. This was evidenced through what some PE pre-service teachers saw
as an opportunity to focus on exploratory work and as such gymnastics seemed
routed in Piaget’s (1966) ‘experiential learning’ (see section 2.4), which held
creativity at the core. However, the value attached to these activities were not
made clear, with Stacey believing that: ““When they're doing a guided
discovery, they're kind of just having a bit of play about” (Stacey, pre-service
teacher, focus group 3). Similarly, Tinning (2010), said that to presume the
pupils know best and subsequently give them choice, could in some cases be
detrimental to their learning. Thus, whilst PE pre-service teachers seemed to
favour discovery and problem solve teaching, if they could not see an explicit
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link with the learning outcomes, PE pre-service teachers were not convinced of
the purpose of this method, other than to give pupils independence.
When considering the more constructivist methods of teaching, PE pre-service
teachers valued the pupils’ perspectives. For example, some PE pre-service
teachers believed that when teaching on school-based placements, it was often
the case that the pupils had been subjected to direct teaching methods.
Consequently, providing the pupils with the opportunity to learn independently,
sometimes left the pupils confused about the teacher’s knowledge of the
gymnastics content. Hayes et al. (2008) agreed, that PE pre-service teachers
are judged on what they know in relation to the rules, tactics and skills, rather
than on their delivery styles. Arguably, most of the PE pre-service teachers in
this study reverted to the more orthodox teaching methods that the existing staff
in their school-based placement department, were familiar with (Green, 2008).
Pedagogical content knowledge was affected by PE pre-service teachers’
confidence in the content knowledge. Improving CCK (Ball, Thames and
Phelps, 2008) gave PE pre-service teachers more flexibility to try alternative
pedagogies to that of direct instruction. Dillon, for example, believed that using
what he identified to be a command style approach was often a result of
knowledge insecurities (see Capel, Hayes, Katene and Velija, 2009; Capel,
Leask and Turner, 2013; Herold and Waring, 2009, 2011) around stereotypical
gendered specific activities such as dance and gymnastics (Azzarito and
Solomon, 2005; Larsson, Fagrell and Redelius, 2009). To deflect from his
shortcomings, Dillon drew upon on distinct activities where he believed his
confidence was high. These were predominantly games based, referred to by
Dillon as a ‘boys’ sport’. In these sports Dillon believed that he could trial
alternative methods to that of command, as he would be able to ‘rein it in’ if
something was to go wrong. This was made explicit when he said:
“When I’m teaching them lessons, I am really confident in my knowledge,
and I know ……… because I’m more confident in other sports, it gives me
more confidence in my teaching, to let the kids do more, and introduce a
more guided discovery approach in them lessons…” (Dillon, PE preservice teacher, Interview 1).
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Whilst acknowledging that CCK is an important component for effective PE
teaching (Siedentop, 2002), an over emphasis can be detrimental to the
development of the pedagogic skills (Ayvazo, Ward and Stuhr, 2010). Herold
and Waring (2011) argue that whilst content knowledge provides teachers with
a foundational platform to deliver activities, there does need to be more value
attached to its potential in developing pupil-centred pedagogies. This was
recognised by Liz, who agreed that there was too much time spent on the
module learning the content knowledge at the expense of learning how to teach
gymnastics. This was surprising given Liz’s limited content knowledge and
physical ability in gymnastics. Liz who didn’t feel the need to demonstrate, as
highlighted in a previous section (6.3.1), accrued capital from her teaching
ability and as such did not feel it was her role to be an expert in every activity.
However, when teaching confidence was increased, PE pre-service teachers
did feel more able to differentiate pupil learning in gymnastics. In fact, research
by Morley, Bailey, Tan and Cooke (2005), argue that differentiation is in fact
easier to accomplish in activities like gymnastics. This was possibly due to the
nature of the approaches to teaching. For example, some PE pre-service
teachers began using the mobile website’s levelling system as a tool that
allowed pupils to self-differentiate, as they could choose beginner, intermediate
and or advanced levels. Whilst differentiating in this way gave pupils
independence, PE pre-service teachers did not give examples of how they
aimed to move pupils forward in any follow up activities. The teacher educator,
however, did have good levels of content knowledge and confidence, yet, direct
teacher pedagogies dominated her teaching. This could have been influenced
by her own experiences as a teacher and an expert games player and as such
she has become a product of her own socialisation (Hayes et al., 2008).
Rovegno and Dolly (2009) affirm that: “constructivism is a theory of learning
and not a set of instructional strategies” (p. 243) and as such PE pre-service
teachers in this study, whilst recognising the core principles that underpin
constructivist approaches, had not developed sufficient understanding of the
teacher’s role in the process. In other words, PE pre-service teachers seemed
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seldom aware that they in fact ‘talked’ constructivism but were ‘not doing’
constructivism (Light, 2008). Instead, most PE pre-service teachers gave
examples of how they structured tasks with resource cards and or mobile
website to facilitate pupil ideas, before gradually giving the pupils ownership to
create and discover for themselves (arguably adopting Vygotsky’s (1978) social
constructivist approach to teaching). However, common to most PE pre-service
teachers was the necessity to maintain control by using direct methods of
teaching, particularly in the initial phases of the lesson. Vygotsky’s (1978) social
constructivist approach to teaching suggests that learning should build on
existing knowledge together with the social interactions of the group (Light,
2008). However, PE pre-service teachers were more likely to use group work
when factors such as trust, and macro policies, e.g. behaviour management
and health and safety were established. It is possible that PE pre-service
teachers performed what Tinning (2010, 2012) refers to as the ‘pedagogy of
necessity’. As noted in the following quotation:
“Teaching in the ‘here and now’ is largely shaped by the contingencies
that operate in schools in general and specific settings in particular. The
pedagogy developed by the student teacher is a pedagogy of necessity.
There is little sense of a pedagogy of possibility” (Tinning, 2012, p. 427).
Considering this, it made more sense for most PE pre-service teachers to
develop pedagogies in relation to the contingencies in operation in that time
and place, rather than thinking about future possibilities of pedagogy (Tinning,
2012).
All PE pre-service teachers had the opportunity to engage in post-lesson
reflections (see section 4.8), however, for Dillon and Levi there was extra time
allocated to self-reflection and to the communication of these reflections to me
in interview. It is possible that these co-reflections assisted Dillion and Levi,
when identifying their teaching strategies, in their deliberations over the most
effective way of teaching and additionally when positioning this in the specific
cultural context, that they were teaching (Green, 2008). On post-reflection or
what Schon (1983) refers to as ‘reflection on- action’, Dillon noted that:
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“I’ve realised that safety we get bogged down on it in gymnastics…… it’s
letting the kids go and explore that’s massive. If it doesn’t work, it doesn’t
work” (Dillon, pre-service teacher, interview 3).
Critical reflective practice, in a context-specific teaching environment is
fundamental to a PE pre-service teacher’s professional development (Moon,
1999; Schon, 1983), and is one approach, which arguably assisted Levi and
Dillon’s self-awareness, when attempting to position the mobile website
pedagogically in their gymnastics teaching. Whilst post reflections certainly
helped Dillon and Levi, it did not always empower them with the agency to try
new pedagogies (see also section 7.2 on School Cultures).
6.5 Gender differences and associated pedagogies
As discussed as part of the methodology, PE pre-service teachers were
subjected to two contrasting pedagogies both with and without use of the mobile
website over the course of the PGCE gymnastics module. The teacher
educator focused on upskilling the PE pre-service teachers through the more
direct teaching pedagogies. My aim, as teacher educator/researcher was to
assist with content knowledge development, whilst promoting collaboration,
through a proposed constructivist pedagogy using the mobile website (see
section 1.1). With this, I had anticipated some confusion among the PE preservice teachers and their pedagogical understanding, however the contrasting
pedagogies created an environment of reflection and criticality, as both
pedagogies were considered, discussed and used in different contexts and at
different times. Whilst gender differences were highlighted throughout the
study, it was the gendered influence on pedagogies that were important to the
findings. The next two sections (6.5.1 and 6.5.2) present data on the gender
differences, in relation to how the PE pre-service teachers responded to the
mobile website and then how they aligned this with their own teaching
experiences. Section 6.5.3 then analyses the gender differences in line with the
literature.
6.5.1 Gender differences through a direct teaching approach.
Gender differences were apparent from the offset in the gymnastics module as
per the descriptions in the ‘Confessional Tale’ (see section 5.3). The teacher
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educator employed a direct teaching pedagogy focusing on skill development,
and both male and female PE pre-service teachers responded differently. This
was particularly the case when the apparatus was used. For example, in week
seven, the teacher educator set up the vaults in rows, with PE pre-service
teachers forming queues that came to be segregated by gender. The purpose
of the queueing system was to ensure that all PE pre-service teachers had the
opportunity to practice the vaults, support each other, observe, and teach. The
males were excited at the prospect of vaulting and had repeatedly asked: “when
are we getting the trampettes out” (Dillon, pre-service teacher, focus group 4)
and although none of the males professed to be experts in gymnastics, they
were keen to experiment over the vault. Most female PE pre-service teachers,
except for Sarah (former gymnast) were reluctant to get involved and in some
cases refused to participate altogether:
“I think particularly when the trampettes came out and we were doing the
vaulting and things like that, and some of the girls couldn’t do it, they would
just go and sit there” (Dillon, pre-service teacher, focus group 4).
In the focus groups, the PE pre-service teachers discussed both male and
female effort levels across sports and generally agreed that males were more
likely to take risks even if they are not successful:
“Those same people have been like that in every activity, not just
gymnastics. I think with the boys, if the boys can’t do something boys have
a more aspiring attitude to go and make it better, whereas some of the
girls are a bit like well I can’t do it… why is that the case?” (Ella, preservice teacher, focus group 4).
However, the female PE pre-service teachers believed that rather than a lack
of effort, it was a lack of confidence in their own ability that hindered their
development:
“I think a lot of it comes down to confidence. Even in schools. So, when I
was teaching my unit on gymnastics the students who were more
confident in themselves were the ones that excelled in the unit” (Kelly,
pre-service teacher, focus group 4).
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“I think it is confidence, that’s what it is. I don’t think girls want to be seen
as failing, so they will stop” (Kelly, pre-service teacher, focus group 4).
Lining up before the vault only drew attention to these apprehensions as the
female PE pre-service teachers felt that they were being watched and criticised
by their peers:
“I’d say I’m quite low ability when it comes to gymnastics, the idea of lining
up and having a big long line down one end, who are possibly going to
see you vault, big long line that end. If you don’t feel confident and you
have got people doing somersaults and whatever, you don’t want to go
and have a go. I think a lot of it comes down to confidence” (Kelly, preservice teacher, focus group 4).
One female respondent, Lorraine, who lacked in confidence, commented on
the fact that: “I should be good at this and the lads are better. I need to go and
take some extra classes” (Research diary entry, observation 4). For females,
there was sometimes an expectation that they should be able to perform the
skills and a perception that on failing to do so their femininity was questioned.
The male PE pre-service teachers on the other hand-held the perception that
naturally girls are better at gymnastics due to their experiences. For some
females in the study, this feeling that they should be competent in gymnastics
brought about added pressure and in some instances a feeling of anxiety when
performing in front of their male peers. This is illustrated in the following linked
conversation:
“For me, as an example, if I was self-conscious about the fact I couldn’t
vault, and I had to vault and messed up on the vault, I would not feel too
happy about it…” (Kelly, pre-service teacher, focus group 4).
“I know what you mean. Whereas lads, on the other hand, it may be a 30
second laugh and we might move on” (Levi, pre-service teacher, focus
group 4).
Gymnastics was perceived in some cases as a dangerous activity with a high
chance of poor landings and injuries. With females feeling more self-conscious
than males about their own failing physical body, they were less likely to put
themselves in a situation were failing was an option. For example, Dillon said:
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“I remember when Adam ran and jumped over the vault and went flat on
his face, but the lads just laugh about it, and he will get up and go I’ll do it
better next time. Whereas if it was one of the girls, (it might not necessarily
be you), messes up slightly it discourages all of them. Whereas with lads
you are not laughing at them, well you are, but you are laughing with them.
They are laughing, but maybe girls see it as oh my god they are all
laughing at me, it’s embarrassing” (Dillon, pre-service teacher, focus
group 4).
6.5.2 Gender differences through a constructivist teaching approach
Use of the mobile website for me was central to the pedagogies I, as the
researcher/teacher educator, aimed to employ. PE pre-service teachers could
access the mobile website independently at their own pace and use it to create
their own learning experiences through a constructivist pedagogy. Of course, I
aimed to facilitate the learning, although there were no set expectations of what
the outcomes of the lesson for both males and females might be. One male PE
pre-service teacher compared this constructivist learning to the direct
approaches led by the teacher educator when he noted:
“By differentiating it enabled us all to be active within the lesson, which is
what you want with the kids at your school. But in previous lessons it
wasn’t differentiated, it was just like right you are going to do this, you are
going to do that, and then that is when you got the girls sitting out. There
were some lads sitting out as well, but I specifically remember there was
a group of girls and they didn’t even get up for an hour, they just lay there.
That is what happens at school” (Levi, pre-service teacher, focus group
4).
As PE pre-service teachers participated in a constructivist lesson using the
mobile website, they began to interpret the information in their own way in an
autonomous learning environment. The observations revealed that whilst both
males and females for the most part worked in the confines of perceived
masculine and feminine constructs (Brown, 2005), it was the ability to perform
physical skills that dominated the learning. The males who worked together
immediately accessed the advanced balances from the mobile website and
worked down to the beginner’s skills if necessary. Most females were more
cautious and started at a beginner level. The males seemed engrossed in the
physicality of the task, lifting not only their own body weight but also that of the
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body weight of their peers. I noted in my research diary: “the lads climbed on
each other’s shoulders, trying to create the tallest pyramid” (Research diary
entry, observation 4). It was also noted that some of the girls became restricted
in the more physically demanding activities: “attempting to lift their partner’s
body weight with little success and collapsing in heaps of laughter” (Research
diary entry, observation 4).
Most of the males in the study thrived on challenge, attempting to perform what
they referred to as “the most dangerous skills”; “ones that looked like somebody
could really hurt themselves” (Research diary entry, observation 5). Whilst it
was evident that the girls did not engage in competition and did at times sit back
and observe the males, it was never apparent that they were subordinate, (e.g.
inferior to the males). A male PE pre-service teacher when interviewed said:
“For me in boys PE, I think there will always be, no matter what they are
doing, there will be an element of competition. That is my personal
opinion. Whereas with gymnastics, dance, aerobics, they will find a way
of making it competitive” (Dillon, pre-service teacher, focus group 4).
Similarly, PE pre-service teachers delivering to male pupils on placement held
the perception that competition was key to managing success in gymnastics. In
fact, it was almost used as a way of encouraging the boys to take part:
“In the boys lesson I found that I was able to use ‘oh lads you need really
good core strength for this’ and they would go alright I’m going to do it
then. Who has got the best core strength? And they would try something
out. Or who has got the best strength in their shoulders, and they would
try a handstand or something like that. That was the way I got away from
the whole oh, it is a girl’s sport. Whereas the girls, I don’t think they would
react as much to that. I’d like to keep the delivery the same though.
Because I’ve not actually delivered to females much I can’t really say, but
I’d like to think I’d be able to try and keep the approach similar because
really, they are both pupils and there is no reason why you shouldn’t”
(Dillon, pre-service teacher, focus group 4).
PE pre-service teachers did reveal the influence of gender on their pedagogical
decisions when teaching gymnastics. For example, there seemed to be a
perception that boys were fearless, thriving on risk and danger, which then had
the potential to pose problems when using constructivist pedagogies.
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“I had a lower set of year eight boys on vaulting. They had never done it
before so a lot of it was… well particularly at the beginning, command
style because they have got a lot of potential to hurt themselves, and I
know they have no fear. They were going to throw themselves around, so
it was command at the beginning. And then they were creating their own
routine that was part of their assessment. So, there was an element of
guided discovery, they had to create it themselves and I just gave them
the means, the content, this is what you have got to do, now you go and
create your own. So, it was a mixture I found” (Ella, pre-service teacher,
focus group 4).
Thus, the data revealed that some PE pre-service teachers referred to and
understood the importance of gender equality and made suggestions about
how they would provide balanced and equitable provision for the pupils that
they taught. However, the PE pre-service teachers gendered responses in
relation to the pedagogical use of the mobile website, identified challenges. The
next section analyses the data on gendered differences and mobile website
use.
6.5.3 Analysis of the gender differences and associated pedagogies
The employment of pedagogies in gymnastics by the teacher educator and I,
meant that masculine characteristics such as physical strength began to
dominate, and as such Bourdieu’s (2001) masculine domination theory is useful
when analysing gendered behaviour. Although gender has been reinforced by
society from an early age (Scraton and Flintoff, 2002) both inside and outside
of a PE context (Azzarito and Solomon, 2009), it was the co-constructions of
the teacher educators, mentors and PE pre-service teachers over the duration
of the PGCE course, that reinforced hyper-masculinity (Hickey, 2008).
Understanding why hyper-masculinity came to dominate in these contexts for
me was an interesting finding (Whitson, 1994), particularly in relation to the
impact it had on teaching pedagogies in gymnastics for both males and
females.
PE pre-service teachers in this study responded differently, by gender, in
gymnastics, with and without use of the mobile website. Whilst these
differences in some cases could be interpreted as normalised practises, they
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were often problematic. For example, the teacher educator, delivered a version
of educational gymnastics, where sequence work was the outcome of the
lesson. However, her teaching methods were very direct (see examples in
Appendix D). Some of the behaviourist teaching styles, (e.g. command style)
that were employed by the teacher educator caused most of the female PE preservice teachers to become anxious. This was partly due to the nature of what
was deemed to be a high-risk activity (e.g. vaulting), requiring power and
physical strength. Brown (2005) believes that when power and strength
traditionally dominate, girls opt out and this was evidenced through the refusal
of most female PE pre-service teachers to even attempt the vault. In fact,
Whitson (1994) explains that when force requirements in PE outweigh skill, the
hegemonic masculinity discourse is reinforced. This can generate an
environment where a dominance of physical strength is aligned with perceived
masculinity, which is almost always inherently related to the male body
(Connell, 1995).
However, Sarah was able to perform the vault and, in most cases, executed it
with more power than the males. This was attributed to her gymnastics
experience, which had worked to develop her strength and physical/mental
toughness, which she consequently showcased through her confidence to
practice and demonstrate in front of her peers. Thus, if we are to agree that
masculinity is what ‘one does’, rather than what ‘one has’ (Connell, 1995), we
can assume that males and females can take up a masculine role in any given
context. This is what Butler (1988) describes as performing gender roles. Those
PE pre-service teachers, who resist or cannot perform masculinity, are left
feeling anxious and as a result, become marginalised (Green, 2008). Bourdieu
(2001) argues that gender as a social construction is always based upon the
biological dispositions inherent in the physical body, which can result in
inequalities for males and females or at least works to marginalise the nonhegemonic masculinities of the body (Brown, 2005). These often-unintentional
inequalities work to reinforce the dominant ideologies and discourses about
how we use and experience the body (Azzarito and Solomon, 2009).
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Similarly, when PE pre-service teachers were given access to the mobile
website through the employment of constructivist pedagogies, the data
revealed an emancipatory position for most males where the performance of
physical skills dominated the field. According to Brown (2005), traditionally in
PE it is the masculine habitus that becomes a valued form of physical capital.
For example, when self-differentiating, most of the males in this study began at
advanced levels thriving on danger, with one PE pre-service teacher trying to
find a balance that showcased his bravery. This is what Brown (2005) refers to
as a masculine disposition. Conversely, most female PE pre-service teachers
accepted that they could not accomplish the website-based skills due to an
inability to lift each other’s body weight. Lorraine was concerned about her lack
of ability in gymnastics, arguably due to what it implied about her femininity.
Consequently, the females worked to modify and adapt different skills in ways
that looked aesthetic. Flintoff and Scraton (2006) in the following quote refer to
the gendered differences that are both learned and reinforced through PE:
“Girls in PE learn an acceptable form of femininity, control, precision,
things looking nice whereas boys are encouraged to develop a masculinity
that is aggressive, dominant and physically strong and assertive” (Flintoff
and Scraton, 2006, p. 769).
In contrast to the females, using the mobile website autonomously, created a
competitive ambiance for most males, which Hamilton, Anders, Cox and
Watson (2009) argue is down to an increase in male testosterone during
competition. The females were arguably constrained by competition (Green,
2008), particularly as they had to perform in an environment with males. Yet, in
concurrence with Larsson, Fagrell, Redelius (2009), females in this study did
not appear subordinate, as when asked about this in interviews and on their
reflections, they did not express any negative feelings associated with
competition or exclusion. This could be because the females were able to work
at their own pace with alternative but acceptable and credible goals to the
males, thus engendering capital in different ways. Conversely, the lack of
competition from the females could have been down to an unconscious choice
to not take up that position in the field for fear of failure. For example, in the
vaulting session, Kelly expressed the embarrassment she would feel if she was
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to fall off the vault in front of her male peers. Thus, it could be argued that in an
autonomous PE environment the symbolic violence 21 that is invisible to its
20F

agents (Bourdieu, 2001) could have been restricting their engagement with the
more competitive elements of the field, as demonstrated by the males.
In addition to the discursive gendered practices experienced, it was believed
that the gendered practices during PGCE training were highly influential to the
teaching styles and pedagogies used when teaching pupils on placement (see
also Wrench and Garrett, 2015). Whilst recognising that males and females in
most cases are inherently different, rather than embracing these differences,
PE pre-service teachers in most cases attempted to compartmentalise gender.
For example, there was a perception held that if males were given too much
autonomy, they would attempt to work beyond their capabilities if they
possessed a natural disposition for competition and risk (Brown, 2005). Thus,
PE pre-service teachers such as Kelly, felt the need to restrict the pupil-centred
pedagogies when teaching males to prevent injury. There were attempts made
by Dillon and Ella to deliver with the same teaching strategies with both males
and females, yet they still recognised the potential challenges. Similarly, there
was an assumption that PE environments dominated by physical skills involving
power, strength and mental toughness, caused anxieties for female pupils, and
subsequently direct teaching methods were avoided for females. Thus, most
PE pre-service teachers reinforce the gendered habitus, which closely aligns
with the demands of the profession (Brown, 2005). Consequently, the process
for which PE pre-service teachers continue to be socialised in PETE, has
significant implications for teaching pedagogies in gymnastics.
Arguably, these gendered discourses in gymnastics are located historically
(Scraton, 1992, Westberg, 2018) (see Chapter 2, section 2.2 for further
discussion on the ‘evolution of gymnastics’). The influence of Laban, Ling and
Osterberg on the female PE teachers during the female discourse of the early
1900s (Kirk, 1992), is reflected in the current gymnastics provision in schools.
Symbolic violence: violence that is symbolic rather than physical is exercised upon
individuals, in a way that limits or restricts their opportunities (Webb, Schirato and Danaher,
2002).
21
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For example, all female PE pre-service teachers in this study who had
experienced gymnastics in schools, had taken part in what they agreed was a
more educational approach and consequently may continue to transfer their
own experiences to the pupils they will teach. Very few male PE pre-service
teachers in this study had been given the opportunity to experience any
gymnastics at school. This may stem back to the dichotomy between
movement approaches in the 1950s, where males were subjected to a game’s
dominated curricular (Griggs and McGregor, 2012; Kirk, 2010). Thus, there has
been a steady decline in the delivery of gymnastics for males (Ofsted, 2009)
and when it is experienced by males, it tends to focus on the physical skills and
attributes and less on the therapeutic aspect of the body. These taken for
granted assumptions about the nature of PE are difficult to challenge within the
current neoliberalist performative structure. During teacher socialisation,
particularly the organisational socialisation phase, PE pre-service teachers are
often encouraged to watch and copy same sex PE teachers. PE gendered
practices closely ‘fit’ those practices that are demanded by teachers in the
profession. Brown (2005, p. 7) refers to this as ‘cultural nostalgia’ and PE
teachers as ‘cultural conduits’ (Brown and Evans, 2004, see footnote on section
6.2.3) and this works to reinforce these traditional gendered forms of PE, rather
than PE pre-service teachers reflecting on their own practices and challenging
these norms.
Having discussed the PE pre-service teachers’ developing pedagogies, which
for most was located around their gendered identities, the next section presents
data on the influence of the macro polices on these teaching pedagogies using
the mobile website.
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Chapter Seven: Macro policies
influence mobile website use

that

7.1 Introduction
Whilst this chapter aims to discuss the macro policies that influenced the PE
pre-service teachers’ pedagogical decisions using the mobile website, I believe
it should begin with a short discussion of the different school cultures, in which
PE pre-service teachers were located. Interpretation and prioritisation of the
macro policies were subject to the individual and the context.
7.2 School cultures
Following on from section, 6.4, that discussed the pedagogical development
and understanding of PE pre-service teachers, it is important to position their
pedagogical development in relation to the school in which they are placed.
Although PE pre-service teachers were often subjected to similar structural
relations, the exposure to macro policies and the subsequent pedagogic action
was often influenced by the type of school, the school and or department ethos
and their subject mentor’s expectations. Being able to recognise the differences
and then negotiate these practices were crucial to their success on placements.
As noted by Bullough (1987):
“When a beginning teacher enters a school for the first time, they enter
more than a building; they enter a culture of teaching that has evolved in
response to a school’s structure and wider cultural values that establishes
what is the appropriate teacher role. To function successfully within the
school, the beginning teacher must come to terms with this role and
values that sustain it” (1987, p. 83 cited in Rich 2001, p.131).
The significance of the type of school to the pedagogies adopted by PE preservice teachers in this study is made explicit in the following example:
“I’d say I probably use command style a bit more than you then, but I think
perhaps that is related to the schools that I’ve been in. There is always
going to be different settings, and that will determine what style you use.
I have used command quite a lot, but then at the same time, with groups
I know it will work with, giving them that bit more freedom. I have used a
lot of guided discovery, so for me it’s knowing the kids and relating that to
what will work for them” (Ella, pre-service teacher, focus group 4).
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For Levi, it was about impressing the PE staff, which meant sometimes
conforming to established department practices. This is despite being trained
to have a ‘voice’ and to critically reflect upon praxis. In doing so, he was
reluctant to trial constructivist approaches, as he believed that these
pedagogies were not used or favoured by the staff. This was particularly
problematic when working in departments with older staff that had become
accustomed to direct pedagogies:
“I agree with you there, it is like a lot of the pupils when you get a trainee
going in, if there are no young teachers in the department, and having
observed older teachers who have been in the profession a long time,
they tend to leave the guided discovery and the self-teaching learner
initiative, and they tend to stick with the command style because they
know what they want, how to get there, and they just go down that route I
feel. So, when you go in as a trainee and you are working with these
pupils, it is a bit like oh right so what we doing? We get to choose, we get
to do this… and it is a bit of a shock to them (Levi, pre-service teacher,
focus group 4).
Conversely, Sarah agreed that working alongside a young teaching team
meant that exploratory work in gymnastics was encouraged:
“Mine is completely different to yours. At my high school from year seven
to nine we had to do a full unit of gymnastics, and our teachers were NQTs
or just started out their career, and we actually did use a lot of guided
discovery, go out and explore different ways of travelling, rolling, moving,
jumping, and I can actually remember that we did do that” (Sarah, preservice teacher, focus group 4).
Although both Sarah and Levi had experienced different PE environments,
what was similar was their conformity. Sarah similarly discussed in detail the
extent to which planning for pupil premium questions to meet her mentor’s
expectations had become exhausting:
“Like I said before sometimes we do have objectives to have these
targeted questions and I have to write down the names and the levels of
all the kids. They have to be pupil premium, non-pupil premium and mix it
all up. Sometimes in the back of my head I’m like, did I just ask a pupil
premium question, a non- pupil premium level three instead of a pupil
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premium level four? Whereas I know my kids and I know what level of
question I should be asking them. When I’m not being observed and not
being assessed I can target a question to them without having to have
planned it in my lesson, without thinking oh my god did I ask Simone that
question I’d written in my plan”? (Sarah, pre-service teacher, focus group
3).
Having a rigid plan that enabled them to meet pupil-premium targets
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contradicted the very nature of constructivist pedagogies. Sarah in the following
quote highlights the significance of working in a school where a high proportion
of pupils were on the pupil premium register:
“Coz in my plan sometimes, I’ll be like right, I’ll ask Levi a question, then
Stacey a question, then Shona a question, because that’s what my school
want. Whereas really in my lesson, I’d ask Levi a question when it was
appropriate to ask him a question and I’d ask Sarah a question when it
was appropriate to ask her a question at her level. Whereas now it’s got
to be written down, done in that order, make sure I’ve got everything”
(Sarah, pre-service teacher, focus group 3).
Levi, however, had the opportunity to work alongside a female subject mentor
who valued innovation in his teaching praxis, which included the use of the
technology. This presented Levi with a great opportunity to employ the mobile
website when teaching gymnastics on placement:
“She loves it. She absolutely loved it when I used that website and she
asked if she could use it in some of her other lessons. And I know that she
loves using resources like task cards and all these pieces of paper. I’m
not a big fan of all that. Not just necessarily gymnastics but things like
badminton. She’s always on my back like yeah, you can get this task card
out here, yeah, you can do this, and you can do that. I’m like yeah, right I
will do. I’m not the biggest fan, but I know that she loves resources and
she’d love access to a website like that. Because I know that in her
gymnastics lessons, she uses a projector and she uses YouTube to show
things. So, if she had access to just an app that had all gymnastic skills
then that would be perfect for her” (Levi, pre-service teacher, interview 1).
Interestingly, Levi had initially held the perception that teaching can often be
‘death by resource’ and as such was sceptical about using the mobile website

22 Pupil premium targets: Additional funding for disadvantaged pupils, to close the gap between
them and their peers (DfE, 2014b).
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or any other resource. For Levi, resources were an unnecessary hassle, which
added no value to teaching and learning. Consequently, introducing the mobile
website into the initial stages of the placement came from a desire to impress,
rather than a desire to improve teaching. This was made explicit in the following
quote where Levi said:
“she was constantly on my back about how I was introducing resources
into my lessons. I’d do it, but I wasn’t a big fan of it and a few of the lads
in the department said yeah, resources are fine when you're doing indoor
activities but try and take them outdoors and it all goes tits up” (Levi, preservice teacher, interview 1).
Levi’s scepticism was evident in the PGCE module on gymnastics when he was
teaching his peers using the mobile website. He was overheard saying: “Just
pretend that you are looking at those skills off the website for ideas and then
come up with a routine” (Research diary entry, observation 3). Again, this
pretence was perhaps driven by a desire to please me. However, over time his
mentor’s passion for technology use, coupled with the experiences around
mobile website use on the PGCE programme, seemed to eradicate some of
this cynicism:
“At first I thought it could be a bit pointless. But then I realised that it’s
enabling all the different learners to access the work. So, I understand
where she’s coming from, and maybe as I feel more … maybe as I feel
more confident with ICT, I might think yeah, I’ll go with it more. I will just
have it there just in case. When I’m not planning lessons, I’ll just set the
projector up, or I’ll have a couple of iPads there and I’ll just put them out
if I feel like it. So, I do understand where she’s coming from and I do realise
that a lot of the teachers in the department do use ICT quite a lot. And
maybe as a trainee maybe that’s one thing that I do need to develop”
(Levi, pre-service teacher, focus group 3).
For Levi, mobile website use, relied on a department culture where technology
was valued in PE, and this could have helped to change Levi’s heteronormative
views that boys in particular don’t “buy into resources” (pre-service teacher,
focus group 4). This was reinforced when one of the other teachers in the
department said to Levi: if you can try and get ICT at least once into a unit, then
it’s showing good practice” (pre-service teacher, interview 1).
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Additionally, Levi’s subject mentor was supportive of him trialling new things.
Levi felt at ease going off his plan on this placement and was not too concerned
about things going wrong:
“I’m not afraid to just bin that off and then go onto the next thing. I don’t
stick to it. I do my plans thorough, and I do go with them, but if I can see
that something isn’t working or there’s no need for something, then I don’t
feel oh, I’ve got to fit that in, I’ve got to do this just cause it’s in my plan. In
a few of my observations it’s been noted that I have gone away from my
plan and I was right to, so I don’t think … You have to do planning as a
trainee because you know what you're doing, and it makes you organised,
but you don’t have to stick to it 100%”. (Levi, pre-service teacher, interview
1).
During the PGCE course, Levi’s pedagogical knowledge developed and, given
the opportunities that arose to use the mobile website on placement, so did his
ability to recognise the influence of using the mobile website to his pedagogical
delivery:
“….Yeah I think it changes delivery style, because rather than being in
command and barking at them, like, I want you do to this, I want you to do
that, they can look at it and they can explore and you can say right, I want
you to watch it and I want you to go away and practice it as opposed to
picking out all the techniques and the performances and what you’ve got
to do. So again, it’s like them becoming a learner and they're teaching
themselves and going away and practicing it. So, it’s less of me and more
of them” (Levi, pre-service teacher, interview 1).
As the relationships between PE pre-service teachers and mentors developed,
so did the desire to try new practices or at least challenge some of the
department practices. Levi felt that constructive feedback was part of his
journey as a trainee teacher:
“Felt under a bit of pressure but as the months have progressed, I feel
more confident and I don’t really feel under pressure when I’ve got
somebody watching me or being observed. I thought that would have
been a big thing, but I’ve actually dealt with it quite well and I don’t really
mind it now. So, it doesn’t affect me when I’m being observed. Or just if a
teacher’s watching because obviously, you're a trainee, you're going to
make mistakes. It’s just how you can improve on the mistakes that you’ve
made. So, I see it as a good thing that someone’s watching me now (Levi,
pre-service teacher, focus group 3).
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Levi began to recognise that using technology was not just an expectation but
something that could fit it into the broader learning objectives of his lesson. For
example:
“…..she was pushing me to use resources a lot more and to differentiate
using resources, which I think the website was really good for because it
had beginner, intermediate and advanced in it” (Levi, pre-service
teacher, interview 1).
Those PE pre-service teachers, e.g. Liz, fortunate enough to trial the iPads in
gymnastics lessons on placements, could start to see how it could shape their
delivery and open new opportunities for learning:
“I used it like Levi used, on a big screen showing them a few things, said
go off and do this. But the next school I’m in, every kid and every teacher
have an iPad so that will allow them to be a bit more creative, a bit more
independent using the website themselves” (Liz, pre-service teacher,
focus group 3).
Fortunately, Dillon was offered an excellent opportunity to showcase his
technology skills in a prestigious Technology Academy as part of his second
placement. This school, which was multicultural, shared an ongoing ethos that
strived for maximum inclusion in all aspects of education. The state-of-the-art
facilities and expensive digital devices were enough to inspire anyone to
explore technologies in their teaching. However, using the technology was far
from simple and the challenges Dillon faced were firstly founded in his subject
mentor’s comments to me in an informal conversation on his use of the mobile
website in the lesson:
“Trainees tend to do things to tick a box. I wouldn’t have used cameras.
The differentiated learning was limited because of the videos” (Research
diary entry, December 2014).
Whilst there were perhaps some elements of truth, in my opinion his feedback
was nonetheless unsupportive of an enthusiastic student who thrives on
challenge and trialling new pedagogical approaches. Additionally, Dillon had to
make negotiations on his placement between staff. Whilst his subject mentor
was not always in favour of trialling new ways of teaching with technology, the
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assistant head offered a contrasting perspective, similar to that of Levi’s
mentor.
“My assistant head has told me, he said, put them on the iPads. The only
thing we can do is trial it, and if it doesn’t work, it doesn’t work, then you
can always just use them on the TV. I think we just had to trial it, and if it
worked, it worked, if it didn’t, then you’d just have to take them off them –
but you’ve still got a way of using it” (Dillon, pre-service teacher, interview
1).
For Dillon the school mentor’s position of authority was highly influential to his
praxis given the time spent liaising, observing and engaging in reflective
feedback. He held the mentor’s feedback in high regards and attempted to align
his practices with what the mentor expected to see. Dillon saw this as a ‘tick
box’ exercise and one step further to passing the placements, which is
supportive of Curtner-Smith (2001) and Capel et al. (2011) who believes that
the goal for a trainee is to pass the course and qualify as a teacher. As noted
in Dillon’s reflection:
“From previous feedback that I’ve got, from the first lesson I did, the one
thing they said to me is, make sure that everything we’re doing, we’re
doing it safely. If you’re not doing it safely, then, you know, we can’t give
you above … if we’re talking about gradings, we can’t give you above a
three” (pre-service teacher, interview 3).
Unsurprisingly, this had connotations for Dillon’s future practice. After observing
him teach, and asking him to reflect upon his praxis, Dillon explained that
passing the course and proving competent in relation to the standards was his
priority. On reflection, Dillon was consumed by control. Control of the pupils and
self-control in his teaching. Dillon said: “I like to have control of it and if it does
go off, I can quickly control it” (pre-service teacher, interview 3). Additionally,
Dillon was controlled by the macro level policies of the teaching standards, and
the micro level politics of the social relations that exist within the school. Subject
mentors, for example, set health and safety in gymnastics as a target:
“When we’re doing balances, making sure we’re not lifting things too high,
too heavy for us, making sure we’re supporting – you know, we might have
to help people with their rolls, so you might have to actually get involved
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and help with the demonstrations, just to make sure we’re doing it safely”
(pre-service teacher, interview 2).
Dillon highlighted the danger and potential for injury in gymnastics and often
used this to determine the pedagogy he employed. For example, he ensured
that there was a visual demonstration by video or pupil and believed that correct
technique is more likely to produce safe technique. He discussed this in focus
group 1, when he said that the mobile website could have enforced safety
through attention to safety points, e.g. “make sure your arms are locked and
make sure you’re not standing on certain areas of the back to protect the spine”
(Dillon, pre-service teacher, interview 2).
Dillon was always concerned about behaviour, which is not surprising given the
focus on the standards and the added pressure from mentors to control the
class. For example, according to Dillon’s subject mentor: “before he does
anything, he needs to grasp behaviour management as it’s preventing him from
delivering the content” (Research diary entry, December 2014). Behaviour and
control seemed to go hand in hand with using a command style: “at certain
times of your lessons you might have to go command if there’s misbehaviour,
and stuff like that” (Dillon, pre-service teacher, interview 1). For Dillon it was
about the level of trust that he was able to build with the pupils. Given the short
time spent across a few placements on the PETE course, it was clear to see
that formulation of relationships was done under duress. Building the type of
rapport that Dillon demanded, “to let the pupils go” proved difficult as “the school
I’m in, they are naughty kids and that. I don’t think I’d trust them in small groups
with an iPad” (Dillon, pre-service teacher, focus group 1).
School

experiences

significantly

impacted

upon

Dillon’s

pedagogical

application and learning. His reflections on the different school placements
highlighted the necessity to renegotiate the cultural codes of the new school.
Central to Dillon’s story was the school’s differences in culture, approaches to
discipline, and unspoken beliefs around heteronormativity. For example,
teaching in a school that holds diversity and inclusivity at its core was
challenging when looking to actively encourage pupils from diverse
backgrounds into activities such as gymnastics. These mixed ability groupings
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and cultures meant that Dillon centred the learning of his pupils on
differentiation and went in with low expectations of pupil achievement and
engagement.
“I kind of underestimated that they wouldn’t know any of that already. So,
they’re already able to perform five of the six rolls, and then one child
already knew the army roll, so I got him to demonstrate the army roll”
(Dillon, pre-service teacher, interview 3).
He did, however, see the benefits of working in a multi-cultural school in that it
allowed him to experience dealings with diverse populations, not just in PE but
also in the wider school community. Whilst the standards seemed to govern
Dillon’s practice there was never any complaints from him that it was overbearing on his development as a PE teacher. Perhaps the intense nature of the
PETE course and quick turnaround between placements meant that Dillon had
little time to consider the influence of policy upon his pedagogy.
With the exceptions of Levi and Dillon, most PE pre-service teachers described
a culture where ‘getting it wrong’ was viewed as failing, rather than a learning
journey, where reflection takes place. When embarking on their new jobs, with
their own classes most PE pre-service teachers agreed that there would be
more resilience and less pressure to get things right every time. For Shona, the
mobile website presented her with too much risk that deflected her from the
core business, which was to qualify as a teacher.
“I think because we have to sort of play it safe really at the minute and
sort of get the boxes ticked. Whereas I suppose when we get a job later
down the line, I think we have a lot more freedom to sort of go off and try
different things and not be so worried about ticking boxes” (Shona, preservice teacher, focus group 3).
‘Playing it safe’ was in some cases necessary to show competence in the QTS
standards, which their mentor was responsible for signing off. Both Matt and
Shona felt pressured when being observed, which may have affected their
delivery. For example, in the following quotations, Matt felt that without an
observer, he could move on quicker if something went wrong and Shona began
to question whether her teaching methods met the criteria:
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“I think by taking the person out who’s observing, you’ll take a lot of the
pressure out. And if you do mess up, if you do get something wrong or
you do forget something, at the back of the mind you won’t be thinking
about it, you’ll move onto the next thing” (Matt, pre-service teacher, focus
group 3).
“We’ll give you a three, Miss. They just go off what you're telling them to
do. I stand there sometimes, and I sort of go, did I just teach that right?
And I’m a qualified gymnastics coach. Just because there’s somebody
stood in the room watching me. And I think, am I actually allowed to teach
this like this? And I think but yeah, coz I’d teach it like that outside, but
you're just more relaxed, I think, when you're on your own. (Shona, preservice teacher, focus group 3).
Some PE pre-services teachers admitted to changing their delivery due the
pressure of someone watching. There seemed to be an inability to relax and go
with the flow in a lesson:
“I don’t know. For me, obviously we’re teaching now, we always have
someone in the classroom with us. So even if you are 100% comfortable
with what you're doing or what you're saying, there is always that other
presence in the room. So, I think unknowingly, the way we’re teaching
everything, maybe not just gymnastics might change a little bit. Because
you’re left to your own devices and I feel like you would feel more
comfortable cause they're your class, they're your kids, you're responsible
for them and I feel like sometimes I might be a bit more confident to just
let them go with it a bit more. Whereas now we’re so conscious of getting
all our ticks for every observation or making sure. Sometimes I don’t need
to do a mini plenary right at that point. But I have to because there’s
someone in my classroom watching. Whereas it’s not actually beneficial
for me to stop the kids right then and go whose bronze, whose silver,
who’s gold? So, I do think it will change when we’re not constantly having
someone over our shoulder. Not for the worst, not that I’m just going to
slack off (Sarah, pre-service teacher, focus group 3).
School cultures provide an insight into the different contexts to which PE preservice teachers were exposed on school-based placements. Each culture
faced different challenges in relation to the pupils, and this was reflected in the
school ethos. Macro policies were persistently identified, interpreted and
prioritised differently, according to the school’s culture.
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7.3 Macro-policies affecting pedagogical use of the mobile website
This section describes the predominant structural factors that were persistently
identified/exposed through the data collection and analysis. Recognition by PE
pre-service teachers of the mobile website’s potential in driving pupil-centred
pedagogies was affected by the social and structural factors that operated on
them as an individual on placement. For Bourdieu and Wacquant, (1992), the
social structures and human agency are implicit. Whilst there was a clear shift
in pedagogical thinking as the module progressed, both social and structural
factors continued to affect the pedagogical use of the mobile website. It is
important to mention that health and safety, behaviour management, physical
activity levels and rapid progress and assessment, were factors that were not
considered before the data collection process. The macro policies such as
Ofsted (2012), the NCPE (2013), the Whitepaper Report (DfE, 2010) and the
Safe practice guide for PE and sport (Whitlam, 2012) for example, were
responsible for driving these structural factors in PE and were influential in the
pedagogies that were adopted by PE pre-service teachers. As such there was
interplay between these structural factors and the agency to conform or resist
praxis on teaching placements. In no particular order these factors included:
•

Behaviour management

•

Maintenance of physical activity levels

•

Rapid progress and assessment

•

Health and safety conscious

Schools from lower socio-economic backgrounds, like Liz’s school, tended to
have strict regulations around behaviour, which limited pedagogies involving
pupil freedom and independence. Likewise, multicultural schools, like Dillon’s
school, presented other challenges to be unravelled around participation,
clothing and cultural diversity. For PE pre-service teachers’ engaging on
placements with different cultural codes, whilst beneficial for their development,
meant that they constantly had to renegotiate their position by learning the new
codes, which were not always made explicit.
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7.4 Behaviour management as a macro policy
This section provides rich descriptive data from the perspectives of the PE preservice

teachers,

teacher

educator

and

mentors

around

behaviour

management, keeping control and the relationship with the mobile website.
Uncovered through the grounded theory was the persistent reference to
managing pupil behaviour. For PE pre-service teachers, effective behaviour
management was fundamental to effective teaching. Levi made this explicit in
the following quote:
“When I speak to the children I have them all sat down, so that I’m on a
higher level so that they're all looking up to me, because obviously that
enables me to control my behaviour and management but then I feel more
… not confident but I feel that they're listening more. I feel more effective
in that way”. (Levi, pre-service teacher, interview 1).
In line with Shulman’s (1987) general pedagogical knowledge (GPK), PE preservice teachers position behaviour management as fundamental to successful
teaching and PGCE course completion. This is reinforced to them through the
QTS standards, which demand that PE pre-service teachers should “manage
behaviour effectively to ensure a good and safe learning environment” (DfE,
2012, p. 2). Behaviour management and effective communication of teaching
points were frequently set as a number one target on the grading of
competencies. For example, Dillon’s subject mentor, during an informal
conversation said that Dillon needed to have a firmer grasp of the behaviour
management and classroom control prior to any attempts to use technology or
pupil-centred pedagogies (Research diary entry, December 2014).
Behaviour discourses are created through the educational policies that
continue to highlight the necessity for teachers to have a firm grip of behaviour
(e.g. Ball, McGuire, Braun, Hoskins and Perryman, 2012). Both the previous
and current government have focused on behaviour for discipline (Ball et al.,
2012; Ball, 2016) and explicitly linked successful behaviour management with
successful schooling. This was reinforced in the White paper report (DfE, 2010,
p. 9), which stated that “teachers leaving the profession is due to poor
behaviour”. The core aim is then to “restore authority” as “without good
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discipline teachers cannot teach and pupils cannot learn” (DfE, 2010, p. 10).
Whilst the PE pre-service teachers in this study didn’t directly link their concerns
over behaviour with government policy or discourse, the government’s
emphasis on discipline and the frequent Ofsted inspections could go some way
in explaining why the PE pre-service teachers considered it a priority.
The data exposed numerous references to a PE pre-service teachers
association between being able to control behaviour and an increase in their
teaching confidence. With effective behaviour management, PE pre-service
teachers felt that they had more flexibility to trial different pedagogies,
technologies and teaching strategies. However, a common concern for most
PE pre-service teachers in this study was that using the mobile website in
gymnastics was detrimental to their control of pupil behaviour. This was noted
by Dillon in the following quote:
“The one thing I will say about is that letting the students do it themselves,
there’s a potential there for misbehaviour. It slows things down a little bit I
think, and not all of them are going to be on the website” (pre-service
teacher, focus group 1)
It was generally perceived that the mobile website offered too much temptation
for pupils to ‘mess about’. In most cases PE pre-service teachers hadn’t
constructed these perceptions through their own experiences of teaching with
technology but instead they had negative attitudes about how they presumed
the pupils would respond. For example: “No matter how good or well behaved
the child is, you give them an iPad, they're always going to mess about in every
single lesson” (Levi, pre-service teacher, focus group 3). Levi also reflected on
his own behavioural experiences when using the iPads throughout the
gymnastics module when he said: “Like when you give them us at first, we had
a play with them, going on the internet or just testing it, seeing how far you can
get with it” (Levi, pre-service teacher, focus group 3). This seemed to be the
collective voice of the PE pre-service teachers and, as such, pupil behaviour in
some cases became a barrier to the way that the mobile website was used, if it
was used at all.

180

PE pre-service teachers and the teacher educator gave some generic
examples of the types of behaviour that they might expect from the pupils when
integrating technology into a PE lesson. These included inappropriate use of
the camera, accessing irrelevant websites/programmes, going ‘off task’ and
general misuse:
“So, if they all had iPads and I felt like they’re all messing around and just
… maybe going on a programme that we weren’t even touching on that
day. Not going off my lesson objectives, or the programme that I told them
to go on…….” (Dillon, pre-service teacher, interview 1).
“…If there’s something there for them to mess around with, it’s more like
a challenge isn't it? So, if they can’t do something on the camera, they’re
going to mess around and try and find out what they can do with other
things, other aspects of it. I just think it’s the mentality of some children
isn't it? (Matt, pre-service teacher focus group 2).
“Well our year 11 Btech children are messing around with the iPads,
running around with them, filming different things, and this is year 11”
(Matt, pre-service teacher, focus group 2).
“I had two kids doing selfies the other day. So, I had to say, they aren’t for
selfies, they’re for you to record your full turns and half turns on the
trampettes” (Liz, pre-service teacher, focus group 3).
PE pre-service teachers did recognise, that introducing something novel like
the mobile website into a PE lesson could trigger excitement; yet it was felt that
misbehaviour would likely subside when the pupils had explored and navigated
all possibilities. Thus, embedding the mobile website across year groups, would
help for it to become an established part of the PE programme:
“Yeah, but I think if you give them an iPad, they’re going to do that anyway,
but it might be for a lesson, it might be for two lessons they’ll try that.
They’ll try different ways of seeing what all they can but if you’ve prepared
sufficiently that you’ve got everything blocked off, then eventually it will
become useful because they’ll have tried their best, realised I have to use
this as part of the lesson, and then they should just get on with it”. But I
take your point that it could take maybe even three or four lessons before
kids get used to it, but then if that’s in year seven, then if you hand them
out and use them again in year eight, year nine, then it’ll be expected”
(Christopher, pre-service teacher, focus group 2).
It was agreed by most PE pre-service teachers that when using technology,
you just “need more behaviour strategies don’t you?” (Liz, pre-service teacher,
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focus group 3). With this, some PE pre-service teachers discussed ways in
which you could plan for mobile websites use in ways that maintained the
control of behaviour:
“But then it is just a bit of a distraction having that iPad in your hand. But
you just need to put it into your lesson planning, I suppose, iPads up,
iPads down, just be on top of it” (Sarah, pre-service teacher, focus group
3).
“Just like you would do with a hockey stick. When you bring the kids in,
you ask them to leave their hockey sticks. You don’t leave them wheeling
around. It’s the same thing as you would treat any equipment. You’ve got
to treat that as a piece of equipment and let them know when to use and
how to use it” (Stacey, pre-service teacher, focus group 3).
“And be consistent as well. So, if you use it in all your lessons. If you just
pull it out of the bag on one lesson, it’s going to be a new thing, they're
going to be wanting to click here, click there. Sit there and watch them all
lesson”. (Liz, pre-service teacher, focus group 3).
Contrastingly, the teacher educator seemed less concerned about the novel
aspect of the mobile website, given young children’s current exposure to digital
technology. She believed that in some cases technology could be used as a
mechanism for controlling behaviour:
“I think it works both ways. Just I think kids in school are more used to the
technological world now, aren’t they? They’ve been born into it. And I think
for them not to see an iPad, not to see a website would be a bit bizarre,
really……So you can use it to bring the kids in and bring them on side”
(teacher educator, interview 1).
For PE pre-service teachers, prioritising pupil behaviour had significant
implications for the pedagogies employed when using technology. It was clear
that there was an understanding and vision for what PE pre-service teachers
referred to as learner-centred approaches, yet, there remained scepticism
about the mobile websites use as an interactive tool due to potential
behavioural issues:
“I think obviously it is idealistic that you would use the more learner
centred teaching styles, but as Levi and Ella have touched on, you can’t
always do so. If you have got behaviour management issues” (Kelly, preservice teacher, focus group 4).
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If PE pre-service teachers could control the class and manage behaviour
effectively, they were confident to try new pedagogical approaches which
included being more ambitious with the mobile website. The initial concern for
PE pre-service teachers was in the interactive use of the iPad and the
subsequent misbehaviour that may follow. Matt said:
“…Not to sort of go against you, but I think the behaviour of the children
is a massive factor. I know for a fact that some of the children that I’ve got,
I don’t think they’d respond very well to that and it would be an invitation
for them to mess around and things like that” (Matt, pre-service teacher,
focus group 1).
The teacher educator agreed by suggesting that there needs to be boundaries
when using technology to prevent any misuse by the pupils:
“But I think it’s got to have some direction and I think if it’s just out there,
off you go, I think that’s when you could potentially get problems with
some sort of behavioural issues and stuff. Being off task and not
concentrating” (teacher educator, interview 1).
Thus, the teacher educator preferred to direct the participants to the mobile
website by dictating what could be accessed and when. This tended to restrict
any collaborative work, independence and navigation, which in turn limited the
more constructivist pedagogies. For PE pre-service teachers, using the mobile
website interactively was very much dependent upon the type of school and the
pupils. For example, Dillon said, “it’s the ones that you can actually trust with
the iPads, or you feel like they’re not going to misbehave” (pre-service teacher,
focus group 1) that could use the mobile website interactively. This meant that
establishing group trust was essential. At Dillon’s school, pupil behaviour didn’t
present an issue, which meant that mentors were supportive of new teaching
strategies. For Dillon, behaviour management was important, yet he tried hard
not to let this dictate the pedagogies he employed:
“At certain times of your lessons you might have to go command if there’s
misbehaviour, and stuff like that, but I want to be that teacher where kids
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can go off and explore and try different things” (Dillon, pre-service teacher,
interview 2).
“…….It’s only if they kind of abuse that, and are doing things that are not
asked of them at that time that you’d maybe say, you’ll have to rein it in
a little bit, and say, right, we’ll have to do it in a bit more of a controlled
way” (Dillon, pre-service teacher, interview 1).

Dillon was comfortable giving the pupils interactive use of the mobile website
on iPads, yet he remained astute to any misbehaviour. When poor behaviour
occurred, Dillon was more likely to revert to a teacher-led lesson as it gave him
control and resumed his authority. Liz also trialled the iPads interactively on
placement but felt a constant need to know what the pupils were accessing,
how and why:
“I suppose it could be quite hard as well to monitor what kids are doing on
the iPads. If they’ve got one each and you're teaching a lesson, you can't
really see what they're doing. Because they could be recording, sort of
thing, but they might not be, they might be messing around. So, I suppose
in like an ICT room you can see all the screens. We’ve got mirrors in ICT
rooms and you can see what the kids are doing. I suppose with an iPad
it’s quite a bit restricted how you monitor what they're doing on them” (Liz,
pre-service teacher, focus group 3).
When considering pedagogies,

PE pre-service

teachers also made

assumptions about the behaviour in relation to gender. These stereotypical
assumptions that assumed that boys were more likely to misbehave than girls,
in some cases restricted pupil independence from the start:
“More command style with boys, and again different from top set to bottom
set. Just from the disruption. I was in a particularly good school where
behaviour was great. But, to keep control in the class, girls I found can be
a little bit more respectful than boys, and that is just my particular
experience” (Ella, pre-service teacher, focus group 4).
One PE pre-service teacher made suggestions for controlling this interactive
use of the mobile website, by putting in place time restrictions on the activities.
This would keep the pace of the lesson going and restrict opportunities to get
bored, disengage and misbehave. Levi noted:
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“So, I think it’s just … you’ve got to come up with some sort of strategy
where you try and limit how much children do get to mess about with it, if
you know what I mean. So maybe they get a time, right you’ve got two
minutes now, go. You have to have filmed something or you have to have
watched something and then you say right, you put it away now, don’t get
it back out because otherwise if you allow more than say two minutes then
they will go onto other stuff, won’t they”? (Levi, pre-service teacher, focus
group 3).
One PE pre-service teacher did believe that interactive use of the mobile
website could in fact be used as a strategy to challenge poor behaviour:
“I actually feel as though it could go the other way in regard to behaviour,
and you could find that your children who misbehave enjoy using the iPad
to do things like that and enjoy the independence of choosing what they
want to do” (Kelly, pre-service teacher, focus group 1).
Although other PE pre-service teachers agreed that this might well be the case,
there was a general reluctance to try this without building effective relationships
with the pupils first:
“But I can see with a well-behaved class and the facilities to do it that
yeah, it could be definitely beneficial. It could promote independent
learning as well couldn’t it really?” (Matt, pre-service teacher focus group
1).
Due to a prioritisation of behaviour and a keen readiness to use the mobile
website in their teaching, PE pre-service teachers offered alternative ways to
that of interactivity. In doing so, the mobile website became a device that
reinforced exiting pedagogies, usually reflective of a direct teaching style. As
one teacher noted:
“they could use the videos to actually film one another and do some
analysis with it. So, if you give them an actual topic to focus on, they’re
going to be using it in the right way rather than the wrong way” (Naomi,
pre-service teacher, focus group 1).
Most PE pre-service teachers held the assumption that there is a ‘right way’ to
use the iPad and as a consequence gave direct instructions, closely monitoring
progress on the task. When pupil behaviour was poor and difficult to manage,
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PE pre-service teachers gave examples of how they could use the mobile
website in a way that would discourage any messing about and misuse. For
example, some PE pre-service teachers suggested carrying the iPad
themselves and saying, “right that’s very basic that technique on the television,
why don’t you try this one”, and show them on your own iPad” (Dillon, preservice teacher, focus group 1). Using it in this way gave PE pre-service
teachers a sense of control over what was accessed, which prevented misuse.
The following extract from Levi exemplifies the importance of behaviour control
on his school placement:
“Yeah it was good. I think I had more control over the class being able to
do it that way. Because it was me with the iPad, it was me showing them
what I wanted to show them. They weren’t there with their iPads and they
couldn’t have messed about with it. But I would have liked to have tried it
the other way so that they did have a free range on the iPad, and they
could pick what they want to do themselves and they could try and
develop their own skills in that way. But because of the school there was
no chance that I could” (Levi, pre-service teacher, interview 1).
For most of the PE pre-service teachers, managing behaviour effectively is
fundamental to effective teaching. The behaviour management strategies are,
in most cases dependent upon the school’s culture. For some PE pre-service
teachers, using the mobile website in PE could encourage bad pupil behaviour
and consequently restricted them from using the more pupil-led pedagogies.
7.5 Maintaining physical activity levels
Another factor affecting the pedagogical use of the mobile website was in the
PE pre-service teachers’ (and the teacher educator’s) desire to maintain
physical activity levels throughout their teaching. This perhaps stemmed from
the current NCPE (2013), which stipulates that pupils are expected to be
“physically active for sustained periods of time” (NCPE, 2013). This is
reinforced by the Ofsted report (2013) which criticised PE for lacking in physical.
Thus, maximising the physical activity levels in PE was considered a crucial
factor for the delivery of successful PE lessons in this study. This category was
reinforced through the interviews and focus groups, and it was generally
perceived that the use of the mobile website restricted physical activity levels
for several reasons.
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On a functional level the technical mishaps were highlighted as potential
barriers to mobile website use. For example, failed logins, subscriptions, limited
Wi-Fi connections, and the upkeep of battery powered iPads posed problems
that PE pre-service teachers and the teacher educator could have done
without. This differed slightly from current research by Geer et al. (2017) who
believed that high tech digital equipment was less likely to pose such problems
in the current climate. According to the teacher educator, these technical
failures resulted in inactivity, causing her to be anxious when teaching. In fact,
she believed that technology had the power to “overrun a lesson and take over
a lesson because we’re waiting for the signals and this, that and the other”
(teacher educator, interview 1). She continued with:
“I would say the times when there’s inactivity. When they're trying to log
on to the website, when they're working in small groups. I think my delivery
over the years has been keeping them active all the time and there’s very
clear progressions. But you can't have both, can you? You can't have an
ICT tool without that downside to it. That would be the only major thing,
really. Or when they can't log on. It’s that kind of stuff isn’t it, really? But
you're aware of it yourself. You see it yourself” (teacher educator,
interview 1).
The participants agreed that these technicalities were problematic for them as
PE pre-service teachers, thus they needed to be extra organised when planning
and preparing for technology use:
“It’s technology and it doesn’t always go as planned. Batteries do die. The
Internet does go off. So that can cause you problems as well. And as a
trainee if you have to deal with them problems as well as maybe putting
pressure on yourself to introduce ICT into a lesson as a target, then it can
all build up and then your lesson could maybe crumble. So, I think you’d
have to be very organised when using it and making sure that all the little
things like the Wi-Fi won’t go off, the batteries are charged up etc.” (Levi,
pre-service teacher, interview 1).
To overcome these technical hitches with Wi-Fi and logins, the teacher
educator suggested to: “make an app, you're straight on to the app, aren’t you?
And then you're up and running. I think that would be the way forward, really”
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(teacher educator, interview 1). As part of this conversation about making an
app, she explained that:
“It’s just quicker to go on Jo. In the ideal setting your kids have got iPads.
Even in primary schools there’s some iPads available. There’s an app,
boom. It’s straight up, they can see it straight away and off they go. I think
it might be easier to navigate through as well. You're waiting for pages to
load up, I think the app wouldn’t take that time element; it’s straight there”
(teacher educator, interview 1).
However, the mobile website’s technical faults were not just to blame for the
lack of inactivity. Most of the PE pre-service teachers and the teacher educator
were concerned with the time ‘wasted’ engaging with technology versus
physically practicing or performing. They believed that time spent viewing,
operating, collaborating and navigating ate into the physical time and was
sometimes detrimental to the lesson pace and subsequent learning.
“We have hour and a half lessons, so maybe they would be allowed a little
bit more time on the iPads but if it was only an hour lesson, and you're
spending 10 minutes a lesson just trying to find a video, then you're not
going to have that much teaching time and they're not going to have that
much practice, are they?” (Levi, pre-service teacher, interview 1).
“I just think it offers an opportunity to not be on task really, in regard to
those who aren't confident could sit there and be looking through the
videos for a prolonged period of time unnecessarily” (Kelly, pre-service
teacher, focus group 2).
PE pre-service teachers felt confident when all pupils were ‘on task’. To be on
task, meant that the observable physical body was moving and was a good
indicator of whether the lesson was going well:
“I feel confident when I can see that they're actually on task and they're
working. So, say … I don’t know, you give them task cards and you see
them actually reading it, doing something, going back, doing something.
That gives you more confidence to allow them more freedom within the
lesson but say you see another kid and they're just sat down like, oh I
don’t know what to do, I was just talking to my mate then. You lose the
confidence in giving the class freedom so it’s just … not trial and error but
just see how far you can work with certain classes and how much freedom
they can have. Obviously, each class is different, and you know that some
kids will … Like, a year nine class will mess about all lesson, whereas
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year seven kids will be like we need to do this, we need to do that, we
need to create a sequence, we need to do a routine. If they're on task,
then you give them as much freedom as they want. It therefore gives you
the confidence to teach” (Levi, pre-service teacher, focus group 3).
When the physical activity levels were high, PE pre-service teachers were
happy to allow the pupils to work interactively and independently. When the
physical activity levels decreased, they were more likely to revert to direct
teacher-led activities. As Christopher said:
“if you’ve got kids that aren't really into it, they’ll sit for ages, and you can
ask them what they’re doing, and they’ll say, “oh just looking at videos”,
and they can spend a lot of time being inactive in that time, which isn't
really what you want in your lesson. So, I guess it would depend on your
group” (pre-service teacher, focus group 1).
PE pre-service teachers agreed that: “if you give them free reign of the website,
it does just prolong their inactivity” (Stacey, pre-service teacher, focus group 3),
and as in the above quotation, this is more likely to be problematic when group
or individual motivation is an issue. The teacher educator reinforced her
concern about allowing the pupils to use the mobile website independently by
giving an example from her observations of the PE pre-service teachers’
behaviours on her gymnastics module:
“I think there were some characters in the group that were given the
opportunity to opt out because of that downside as opposed to me keeping
on top of them, you know, pushing them and stretching them a little bit.
But then that’s their professional development. So, they can either buy
into it or they don’t buy into it” (teacher educator, interview 1).
PE pre-service teachers shared a similar opinion regarding the use of
resources; it is often the boys who use it as an excuse to go off task. One PE
pre-service teacher agreed that: “I don’t think they like that, you are going to
have to try something different with the boys” (Ella, pre-service teacher, focus
group 4). It was generally agreed that boys didn’t like time out of physical
activity, so using resources, whether it be task cards, or a mobile website can
be detrimental to learning:
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“…I think they could become bored if it’s within every lesson, because
sometimes when they're in PE lessons they just want to do. And if you
keep bringing them back in to use an iPad or a tablet and look through,
that takes time. That way they could become bored. But I think say within
a unit you use it every other lesson or something. I think that would be
fine” (Levi, pre-service teacher, interview 1).
These perceptions conflict with Weir and Connor (2009) who propose that
student interaction with technology can enable more time on task. Being on
task for these PE pre-service teachers and teacher educator was through
physical movement. There was little recognition by PE pre-service teachers of
the value that pupil interactions with technology had on cognitive development.
The value of collaborations, discussions and planning for pupils, in their opinion
hindered physical movement as there was lesser time dedicated to
practicing/performing. One PE pre-service teacher referred to the cognitive
skills that could be developed through physical inactivity using technology:
“Yeah. I suppose so. For say, like, performance analysis where they're
not actually doing something physically. But say they’ve got an iPad, or
they are a coach or they're assessing people, that’s classed as inactivity.
I suppose because they're not actually working but they're actually
mentally working” (Levi, pre-service teacher, interview 1).
Although Levi recognised the potential to work on cognitive skills using the
mobile website, he expressed his concern over inactivity. Stacey, however, did
give suggestions on how this mental/cognitive development could be evidenced
as being on task:
“It’s how you request then, isn’t it? So, if you have something in place in
your lesson that tests their knowledge of that task you’ve told them to do,
and then through question and answering or peer assessment, selfassessment, they're showing you that they are on task. If you’ve got none
of that then you’ll never know what they're on, on their iPad. So, I think
it’s from your planning …” (Stacey, pre-service teacher, focus group 3).
Some PE pre-service teachers felt particularly anxious when being observed,
especially given the discourse surrounding maximising physical activity time, in
what is a short PE lesson:
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“Well as a trainee, you get picked up on it all the time. Pupil participation
throughout, you’ve got to be constant. You can't have exercises or tasks
where kids are like, they go out and they just stand there. Then I’ve
realised that other teachers when they're teaching and observing them,
they do it all the time. So, it’s not a problem. I think it’s just whilst you're a
student, a trainee they want you to have maximum participation
throughout the lesson with all pupils. But once you're not being observed,
then it’s OK. That sounds like bad practice but it’s not as bad for pupils to
be inactive for a minute or so. So, I don’t think, well that’s the gist I get by
observing other teachers. I don’t think it’s as bad as they make out when
you're a trainee” (Levi, pre-service teacher, interview 1).
The above section exposed the value that PE pre-service teachers and the
teacher educator placed on maximising the physical activity levels in a PE
lesson. For most of the participants, using the mobile website caused delays in
physical activity regardless of the other skills that could potentially be
developed as part of that use. Maintaining those physical activity levels in
gymnastics in some cases restricted the interactive use and independence of
pupils to use a mobile website.
7.6 The importance of rapid progress and pupil assessment
Another factor affecting pedagogical use of the mobile website was what PE
pre-service teachers referred to as ‘rapid progress’ of the pupils. Progression
and the subsequent attainment of the pupils is highlighted as a fundamental
government aim in PE through the policies. For PE pre-service teachers in this
study, it was a good indicator as to the quality and or effectiveness of their
teaching. The Ofsted framework outlines that: “Pupils’ learning and progress
were accelerated by regular, precise feedback and extended periods of time to
practice skills.” (Ofsted, 2012, p.6). Progression is explicitly outlined in another
policy, ‘The Sutton Trust Report’, which was published following the election of
the Conservative government:
“Defining effective teaching is not easy. The research keeps coming back
to this critical point: student progress is the yardstick, by which teacher
quality should be assessed. Ultimately, for a judgment about whether
teaching is effective, to be seen as trustworthy, it must be checked against
the progress being made by students” (Coe, Aloisi, Higigns and Major
2014, p. 2).
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In this study the teacher educator agreed that to successfully teach and be
graded as an outstanding teacher, Ofsted want to see progress:
“At the end of the day they want to see challenge, pace, development,
safety. It’s kind of all in there. How they rate that … I’m delivering a lesson
and I’m thinking yeah, they're all active, they're all engaged, they're all
showing some improvement. I think that’s the kind of basis of what’s going
on” (teacher educator, interview 1).
Interpretations of progress amongst PE pre-service teachers and the teacher
educator were in the observable improvements or complexity of the physical
skills, although the policies do not specify that this should take precedence:
“Ofsted now are wanting 20 minutes’ progression throughout the lesson…
I think, let’s take a long roll for example. At the end of that lesson, I would
like to see that the more able performers have gone into that dish roll and
the weaker performers are still performing that basic roll with quality of
tension, pointy toes. And to then ask them to go into that dish roll. I don’t
know. Yes, at progression, the quality of what they're doing is going to be
progression, but whether they would do it so quickly, I don’t know”
(teacher educator, interview 1).
One PE pre-service, Shona, did believe that it is more important to know the
group’s ability and prior experiences first. Thus, progression occurs by building
on existing knowledge:
“I think it’s like, you have to know your pupils as well. So, you wouldn’t
progress someone too much. You sort of have to have an awareness of
where they are in that session because otherwise if you push them on too
quickly and things like that, you get injuries, so I think that’s quite key.
You have to sort of know where they're at” (Shona, pre-service teacher,
focus group 3).
Conversely, Levi recognised that “knowing that pupils know and have learned
new knowledge and skills, that’s how you make your progress” (Levi, preservice teacher, focus group 3). However, there was no evidence from his
reflections on teaching praxis that progression of cognitive development or
understanding was being assessed.
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Prioritising physical progression did have pedagogical implications for using the
mobile website as it was deemed more effective to use direct pedagogies and
practice teaching styles for pupils to progress quickly. As one PE pre-service
teacher commented:
“You get quicker results I guess; it is just do it, do it, done. And they have
got to, at the end of the day, show that these kids have made progress,
and that is the most important thing and they want to get it done as quick
as possible and prove it……. But maybe it is just for quickness that
teachers use command” (Ella, pre-service teacher, focus group 4).
Liz, whilst prioritising progression criticised the PGCE module for moving
through the content too slowly. She said: “We want our kids to progress more
than that… we were working slower than we would work with the kids” (Liz, preservice teacher, focus group 3). Similarly, Levi argued:
“I thought the earlier lessons, when we were doing the floor work and stuff,
because we had two-hour lessons, we were covering a lot of the jumps or
whatever, and was covering it well within that two hours and it were being
dragged out a bit longer. Then the next lesson we’d start with what we did
in the previous lesson. It was like, we could have done all this in last
week’s lesson then progressed quickly, or faster towards using the
apparatus” (Levi, pre-service teacher, focus group 3).
PE pre-service teachers did recognise that progress moves at different rates
for different pupils and that the key to successful teaching was to differentiate
the activities. Kelly and Liz agreed that differentiation was important in order for
progress to be apparent. If the learning wasn’t at the appropriate level, then
there would be no evidence of progress for some of the pupils:
“…A lot of the time pupils do progress at different levels so it’s pushing
them on and then working with the others. That’s why every lesson should
be differentiated from the start, I feel because there’s no point in the more
able pupils doing exactly the same as the weaker pupils and the SEN
because they already know it. And they're not going to progress. They're
not showing progress” (Kelly, pre-service teacher, focus group 3).
“We all want to be outstanding teachers; we want to do outstanding
lessons and you will strive for that. But sometimes what the kids need and
what we have to do, don’t go hand-in-hand, so sometimes the kids, maybe
the less able or the more able, don’t show rapid and sustained progression
193

in that one lesson. But you’ve had to adapt it for their needs. So, they
might not have done as much as they should have done, so then there
you are. No rapid sustained progression, you're on a two” (Liz, pre-service
teacher, focus group 4).
In the quotation below, Dillon was confident in his use of the mobile website
and subsequently used it in a way that differentiated the learning but also
allowed him to observe the physical progress that was going on at an individual
level in the lesson:
“I think that’s where I would use the technology. I think that’s where I would
use the website or the app to let them actually work at their level… so that
the people that were able to progress quicker, they’d move on to the more
advanced stuff, as long as I gave them permission to, then that’d be fine.
Then that would be me allowing them to go away and, access that, erm
more advanced skills, whereas people who weren’t quite ready for that
probably keep them where they were, or they could try things out. If they
couldn’t perform it then maybe move them back” (pre-service teacher,
focus group 3).
Some PE pre-service teachers considered assessment to be a crucial stage in
the lesson as it allowed them to measure the progress that was taking place.
Levi explains how mentors were continually reinforcing the importance of
assessing the pupils in his school:
“I think they bang on about assessment more, so that you do understand
it, it is in your lessons, and you know what levels or where your pupil’s at
and then how they can progress. At my school the progression through a
lesson’s massive. They say, the kids start here, you want them to finish
here. How are you going to check during the lesson that they're on their
way, and that’s where they bang on about assessment and using levels.
At our school, wherever you go, if it’s in the sports hall, the gym, not on
the field but in the changing rooms, there are levels everywhere. And
they're not specifically attached to a sport but they're just like generic
levels with key words. So, they want you to refer back to these levels, like
control and accuracy and powerful. They want you to refer back to these
just to see that the kids know that they are progressing. So, say they're
doing a forward roll and at the start of the lesson it’s all over the place and
then halfway through, you do notice they're getting better and they're in
more control and their posture’s better and their tension as they're coming
out of it. And they could say right, well posture and tension and control
are higher so you're moving up.” (Levi, pre-service teacher, interview 1).
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Kelly agreed that: “That’s why assessments important, that you have it
throughout your lesson and not just at the end of the lesson”. Assessing
throughout the lesson allowed her to note whether progression was occurring.
If it wasn’t rapid enough then they would need to “push more pupils on at
different rates” (Levi, pre-service teacher, focus group 4). There was then an
established relationship between content knowledge and assessment using the
mobile website. PE pre-service teachers persistently identified assessment as
a crucial component of teaching and to assess effectively there needed to be
adequate knowledge of the content matter. With this knowledge, they could
make comparisons between the ‘perfect’ technique and a pupil’s performance.
The mobile website was thus deemed to be a useful assessment platform
(O’Loughlin, Chroinin and O’Grady, 2013) for which teaching points could be
reinforced against criteria or to that of their peers. Similarly, one PE pre-service
teacher gave examples of how comparisons over technique could additionally
support GCSE analysis as the skill could be broken down, slow-motioned,
compared and graded against a criterion (Stratton and Finch, 2001; Weir and
Connor, 2009). This is in concurrence with the literature that considers the use
of digital feedback for assessment purposes to be the optimal function
(O’Loughlin, Chroinin and O’Grady 2013; Palao et al., 2015; Weir and Connor,
2009). In fact, PE pre-service teachers in their reflections of the teacher
educator criticised her for not using the mobile website at all:
“…I’m not having a pop at the teacher educator, but if she could have
maybe said, right let’s use the tablets or get you to record. I think at times
I got my phone out and I would record some of the lads, and I would go
lads look at this. And they would pick it up and say oh Nick is all rotating
and then you would go and have another go at it. I think that really helped
us as lads to keep going and keep practicing” (Dillon, pre-service teacher,
focus group 4).
Levi who was supported in his use of technology describes how he used the
mobile website for systematic levelling:
“We don’t have the facilities to be able to give all the pupils like an iPad or
a tablet. So, what I did was, I plugged the tablet into a projector, and I
showed pupils different balances. So, I’d send them away, let them
practice some balances, brought them back in, shown them some ideas,
sent them away, brought them back in and showed them some ones that
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I wanted them to do. So, I showed them, I think it was a beginner,
intermediate and an advanced. And I levelled them. I said this can be a
level, might have been year eight, so it was like this is level four, five and
six. If you can do this one, this is level four. If you can do this one, you're
a level five. And I used it that way. So, it’s like a bit of assessment as well.
So, I knew what level they were at and they could learn themselves, so
that they knew what level they were at” (Levi, pre-service teacher,
interview 1).
There did seem to be some reluctance to use the mobile website in this way
due to PE pre-service teachers worrying that it be deemed exclusive and cause
unwanted divides between pupils. For example, Naomi said that:
“I think in regard to using it for assessment, if the children are too aware
of what is going on, to be labelled as a beginner, which some are, after
maybe a six-week unit that might be quite soul-destroying for them. So
how much you would allow them to know about it, maybe you would use
it for your own, just have it, compare against that, I don’t know” (Naomi,
pre-service teacher, focus group 1).
There was a suggestion by Matt to change the levelling system on the mobile
website, in line with Sarah’s school’s gold, silver and bronze, levelling scheme.
In addition to this being more user friendly, it allowed the teachers to tick off the
skills, as the pupils moved through the levelling system:
“Yeah that’s a valid point, but possibly if I was to use it as an assessment
tool, instead of having it intermediate to advanced, I’d have like a star
system, like a gold star or something like that, so they can sort of work
their way up and possibly see progress that way” (Matt, pre-service
teacher, focus group 1).
The teacher educator agreed with the PE pre-service teachers by giving an
example of parental complaints that she has had to deal with regarding her
selection process in competitions. Whilst parental and pupil voice is
encouraged, in some cases it can affect the delivery for fear of offending
someone. As noted by the teacher educator in the following quotation:
“And I think I’ve been challenged recently from a parent in the primary
setting just to select some children for a competition. My selection process
is to invite them to an after-school gym club, have a talk with them, having
seen the ones that have got the ability and just need polishing, we’re
talking five-week time. And I’ve been challenged by a parent that the
message I’ve sent out is that their daughter is rubbish, because they
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haven’t been invited to the gym club. So, I think you know, you’ve got to
be really careful that the messages that you send out and how that is
shared with parents and the kids has got to be fair and equitable. I didn’t
think I did anything wrong; she wasn’t having any of it, maybe next year it
will be a different process. I’ll have to think that one through. But I can see
the benefit of bronze, silver and gold because then that links into the whole
kind of performance framework doesn’t it? When you look at the Olympics
and Commonwealth games. So, they could match themselves across to
that” (teacher educator, interview 1).
This section presented data on how PE pre-service teachers and the teacher
educator prioritised rapid progression of the physical skills in PE. Using direct
pedagogies in most cases enabled much quicker results. However, for most PE
pre-service teachers, using the mobile website was deemed effective, as it
allowed for differentiated activities, which challenged the more physically able
pupils. This aligned with more efficient ways of assessing pupils’ progress
through the levelling system.
7.7 Health and safety
Health and safety were factors that were referred to in the data. This was driven
through the macro policies that attempt to enforce safe practice in PE, such as
Whitlam (2012), NCPE (2013) and the QTS standards (2017). More explicitly,
Whitlam (2012) in the safe practice guide for teachers, stipulates that teachers
are expected to deliver gymnastics effectively and safely and should be suitably
trained to do so on their prospective PETE courses.
Gymnastics, which is arguably high risk, remains an activity where
qualifications are not required for teachers delivering in the curriculum.
Discrepancies around what skills are appropriate, and the level to which a
practical session is differentiated, is left to the judgment of the teacher.
Educational gymnastics then, which is a popular approach to the delivery of
gymnastics (Whitlam, 2012; Webster, 2017), whereby pupils are left to explore
skills, left most of the PE pre-service teachers and the teacher educator in this
study concerned about safety. Understandably, PE pre-service teachers are
taught to be progressive in their teaching and to appropriately build a skill up;
yet the educational approach allows pupils to dictate the level at which pupils
can work. Considering the health and safety policies, PE pre-service teachers
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in this study were conscious that they needed to minimise the risk of injury by
making their gymnastics lessons a safe environment for pupils to work.
However, apprehensions around what constitutes to safe practice were in some
cases detrimental to the more constructivist pedagogies when using the mobile
website.
All PE pre-service teachers prioritised health and safety, although it was
expressed as more of a concern when content knowledge and teaching
confidence was low. Stacey, a PE pre-service teacher said in the following
quotation that health and safety concerns are down to: “Knowledge, I think.
Definitely knowledge. I think teachers are scared as well. I think a lot of people
are scared to support” (pre-service teacher, focus group 3). Another participant
also commented:
“With not teaching gymnastics before, it’s at the forefront for me, and then
I think once I’ve got that in place then I can begin to do more complicated
things, but without the health and safety in place then I’m not confident to
go any further than that just yet” (Naomi, pre-service teacher, focus group
1).
However, PE pre-service teachers did not feel that there was sufficient time to
fulfil the relevant health and safety requirements on the PGCE course. Stacey
suggested having one lesson dedicated to safety on gymnastics, yet with PETE
programmes already delivering a busy schedule, the possibility would be
unlikely:
“You need, like Liz said, you need a lesson on health and safety in
gymnastics. So, setting up equipment … for yourself and for the students.
You need to back yourself up, don’t you and you need to show them how
equipment is set up. You need to give them demonstrations. If there’s any
behaviour that … like you said you might turn around, you see a kid
bouncing on a trampoline, they're not supposed to, it happens” (Stacey,
pre-service teacher, focus group 3).
Liz agreed with Stacey, that it is the pupil’s responsibility for his or her own
safety. She too covered herself by ensuring that she had identified and rectified
any risks/hazards to the pupils before any practical activities commenced:
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“The kids are old enough now that they can take responsibility for
themselves. So, I had my first lesson of gymnastics. I make sure that the
learning objective, the health and safety is like, am I aware of others? Am
I pushing my safety mat back? Have I checked this, that, the other? And
you just refer back to that. They do have to take some responsibility, as
you would in any sport” (Liz, pre-service teacher, focus group 3).
As above, equipment checking, clothing and hazards are the fundamentals of
safe practice and are essential components of effective teaching (QTS
Standards, 2017). This was reinforced by the teacher educator when she said,
“…trainees were doing performances on the floor. It was matted up and very
clearly, it was dead, dead safe” (teacher educator, interview 1). Whilst most PE
pre-service teachers and the teacher educator felt competent in carrying out
generic safe practice methods, the knowledge required to select the correct skill
level, progress these skills on and break them down appropriately were not so
well established. The teacher educator agreed that gymnastics presents PE
pre-service teachers with a whole host of safety concerns that go beyond
equipment checking:
“…I think it’s them having in place a correct risk assessment. Whether it’s
paper, visual, whatever. And I think once they start to be stretched and
bring on more advanced skills the potential to fall and trip and injure
themselves becomes greater and I think that their concerns are where do
the mats go? What do we do with that? And I think their knowledge is
around what particular focus with a particular piece of apparatus it should
be. Flight. You're not going to have flight off and it’s that kind of stuff really.
And I think that’s going to be with experience. I think they have real
concerns about getting apparatus out. Where they're positioned, what
they can see. How do they manage 30 kids on apparatus? It’s a real big,
scary kind of world out there. You're on football, you’ve got them playing
five-aside games. Potential of tripping and twisted ankles, fair enough. In
the gym, I think it’s just that whole mass of benches, wall bars, vault, it’s
just crazy really” (teacher educator, interview 1).
In concurrence with the teacher educator, PE pre-service teachers did make
several references to the current climate that we live in whereby injury remains
to be part of a ‘blame’ culture. Levi gave his opinion of this in the following
extract:
“At our schools at the minute, we’ve got trampolines up. The head of
department is constantly on your case. Once you leave your lesson with
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trampolines, you have to put one of the sides of the bed down. He says
the door has to be locked. Every night the trampolines have to be put
away. He says, all it takes is someone to come in with the trampolines up,
just walk past them, injure themselves and then they’ve got a court case.
It’s because it’s so easy to injure yourself in gymnastics and trampolining.
You're liable for anything, aren’t you? So, you’ve just got to be covering
your back at all times, haven’t you? That’s what might frighten some older
PE teachers because obviously their job means a lot more to them and
they’ve got families and they’ve got mortgages etc.” (Levi, pre-service
teacher, focus group 3).
Levi is perhaps extreme in his response above, yet there have been several
reported incidences that have led to court cases with teachers and coaches
prosecuted for negligence in relation to safe practice (Whitlam, 2005). This fear
of health and safety and the discourses associated with negligence are perhaps
heightened in activities were risk and danger seem more inherent. One PE preservice teacher, Sarah, believed that: “It didn’t make it any difference for me, it
being gym. Could walk out the door and break their leg” (Sarah, pre-service
teacher, focus group 2). However, Sarah was an ex-gymnast with good content
knowledge and a variety of experiences performing and coaching, which meant
that operating and dismantling equipment became routine. Sarah was perhaps
in a better position to evaluate potential risk.
‘Health and safety’ was a factor that was constantly reiterated to PE pre-service
teachers on their placements by subject mentors. More significantly any issues
with health and safety would result in the lesson being graded lower against the
QTS standards. As noted in the following quotes from Dillon:
“I had a lesson observation on Tuesday. One of the things that we were
doing, paired balances, and one of the things that got picked up was
reiterate your safety, make sure they’re lifting properly, and that was
something that in future lessons I’ve got to pick up on” (Dillon, pre-service
teacher, focus group 1).
“If you’re not doing it safely, then, you know, we can’t give you above …
if we’re talking about gradings, a three. So that was in the back of my
mind, that, I need to make sure that students perform everything safely.
Safety, for me when rolling is obviously making sure you’re tucking your
neck in and making sure in balances we’re not standing on people’s
spines, and stuff like that. That’s the more health and safety issues. When
we’re doing balances, making sure we’re not lifting things too high, too
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heavy for us, making sure we’re supporting; we might have to help people
with their rolls…..just to make sure we’re doing it safely” (Dillon, preservice teacher, interview 1).
Health and safety then significantly impacted upon the pedagogic action of the
PE pre-service teachers and teacher educator. When safety was a major
concern, PE pre-service teachers preferred to keep tight control of the pupils.
One PE pre-service teacher gave examples of this using a throwing event in
athletics:
“I try to stay away from command style unless I really need it. I probably
only use it in stuff like javelin and discus where safety is a real issue. I try
to use guided discovery as much as I can, particularly in invasion games,
and things like that” (Dillon, pre-service teacher, focus group 4).
The concern around safety for PE pre-service teachers was in the mobile
website’s pedagogic use. Allowing pupils to access the skills freely and practice
at their own pace could result in pupils attempting skills beyond their capability.
For example:
“The big worry for me would be health and safety in that if you give it to
the wrong group and let them do what they want, they’ll just jump straight
into advanced and give it a go, and then that’s where someone going to
hurt themselves” (Christopher, pre-service teacher, focus group 1).
The teacher educator was particularly concerned about this when she relayed
to the PE pre-service teachers in a practical session that “they couldn’t allow
pupils open access to the advanced balances like this due to health and safety
restrictions” (Research diary entry, observation 5). She was more relaxed when
the PE pre-service teachers used the videos for technique development. For
example, she said: “I think once they can see the progressions and how to
advance a skill, I think that kind of helps” (teacher educator, interview 1). Some
PE pre-service teachers agreed. For example, Dillon said:
“…that’s probably one thing that I’ve thought might have been lacking a
little bit by using the website, because in order to get a good or outstanding
lesson, they have to be doing it safely, and I know as a teacher when
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you’re facilitating, you have to make sure it’s safe” (pre-service teacher,
focus group 1).
The PE pre-service teachers and teacher educator felt that even though the
video clips allowed for differentiation, it was safer for pupils to be directed
towards the most appropriate videos for them. Christopher reinforced this by
saying:
“I wouldn’t have confidence in the children to use themselves as spotters
or safety like that. I would prefer to use the video to show them where their
hands should be, where their feet should be, where their hips should be
on the big screen; show them that a few times” (Christopher, pre-service
teacher, reflective video diary, week, 6).
The teacher educator agreed with Christopher that directing them to the videos
was most appropriate. This was because:
“typically, the males went straight to the advanced skills” and “I think once
they start to be stretched and bring on more advanced skills the potential
to fall and trip and injure themselves becomes greater” (teacher educator,
interview 1).
This was arguably difficult to manage, particularly in a curriculum PE lesson
“…when there’s only one of you, to oversee all the groups” (Naomi, pre-service
teacher, focus group 2). PE pre-service teachers agreed that males tend to be
less cautious about risk and safety, so using command style teaching
(behaviourist pedagogies) could prevent an accident (see section 6.5.3).
With this, some PE pre-service teachers made recommendations of how the
mobile website could in fact enforce health and safety:
“But from my point of view I thought it might have been a good idea, if
you’re doing paired balances, that somewhere on the video it said, make
sure your arms are locked, make sure you’re not standing on certain areas
of the back to protect the spine and stuff. Certain things that I thought
could have been added at the start of the video before they showed the
example” (Dillon, pre-service teacher, focus group 1).
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“If I was doing it again, I would probably stress the safety points more,
where to support…. I would stress the teaching points specific to each
skill, even though they had done it before it would be good to go over that.
(Christopher, pre-service teacher, reflective video diary, week, 3).
One

PE

pre-service

teacher

did

believe

that

the

mobile

website

supported/reinforced health and safety in gymnastics by presenting pupils with
differentiation by task:
“It’s also quite good in terms of safety, because you don’t want to push
kids along so they’re trying something they’re not confident with. So, it’s
good that you can either keep them at that level if it’s an intermediate, or
you can move them down so that it is safer for them to build on……if
they’re not ready for that” (Christopher, pre-service teacher, focus group
1).
It was agreed by some PE pre-service teachers that giving pupils choice over
skill level often results in them working at the right level. However, this seemed
to be dependent upon the group’s maturity.
The above section demonstrates that health and safety was a core competency
for most PE pre-service teachers and the teacher educator valued as part of
their PETE. Anxieties over the pupils and their own health and safety in some
cases restricted independent use of the mobile website as it was considered to
be too risky, particularly when working with males. The next section will aim to
make sense of the data using the micro-political action of the participants when
interpreting policy amidst of the PETE landscape.
7.8 Analysis of the interrelationships between the macro policies and
the micro-political action
The analysis of this chapter will focus on the interrelationships between the
macro policies and the PE pre-service teachers’ agency in relation to these
objective structures. Whilst many of the factors identified by PE pre-service
teachers in this study have existed as discourses in PE and education for
decades, it was the interpretations driven from the macro policies (e.g. QTS
standards, NCPE, AfPE and Ofsted) that made them particularly significant in
this case. Models such as Barber’s (2007) delivery chain, assume that policy is
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fed down and acted upon accordingly, however, it fails to consider the
negotiations and interpretations of policy for individuals across the varying
contexts. Thus, exposed within this study was the fact that PE pre-service
teachers were subjected to different school and PE cultures, (e.g. the expected
conduct) which determined the value and interpretation of these macro policies.
As such, power negotiations and the subsequent pedagogies employed are
considered to be contextually bound.
PE pre-service teachers recognised that to succeed on placement they needed
to demonstrate core competencies, which are outlined in the QTS standards,
and reinforced through the Ofsted (2012) framework for outstanding teachers.
PE pre-service teachers’ behaviours in most cases, were determined by their
interpretation of the objective structures, e.g. behaviour management, physical
activity levels, health and safety and rapid progress and assessment, rather
than teaching in accordance to their own philosophies. On the surface, macro
policy implementation sounds like a simple process, where in receipt of policy
there is an expectation that people will act upon it. However, given the diversity
of schools across the UK that hold contrasting PE goals and personal PE
teaching philosophies, it is no wonder that policy is interpreted by teachers in a
multitude of ways (Green, 2008).
In this study, policies and the subsequent ‘pedagogic action’ (Penney, 2013a)
associated with interpretations of policy become a site for which power
struggles and tensions over control were apparent (Penney, 2013b). For
example, head teachers and school governing bodies may have institutional
values that they wish to instil in their PE programmes, thus enforcing external
policies/agendas such as promoting competition, using PE as a vehicle for
good health and or driving elitism in sport (Green, 2008). However, with
neoliberalists views, teaching is paradoxical, as teaching identities are
reformed in line with the control mechanisms that are put in place to measure
performance. This makes teachers accountable for under-achievement and, as
a result, teachers become uncertain about their security and stability in the
profession (Ball and Olmedo, 2013). The varied interpretations and value of
macro policies often left PE pre-service teachers confused about what
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constitutes to effective

teaching, particularly

when moving between

placements. For example, Liz had to pay specific focus to the pupil-premium
questions as a high proportion of pupils at that school were considered
disadvantaged. Rapid and sustained progression of these pupils, as outlined in
the Ofsted (2012) framework and reinforced through PE policy (see Appendix
M) became a key outcome for Liz and consequently it was her job to ask
specific questions to individual pupils who had been identified as a pupilpremium child. Liz recognised that this was restricting her pedagogies, as it
meant following her plan to cover the right questions. Resisting these
department goals was not really an option for Liz as the data was important for
whole school policies and failing to conform to important data gathering could
result in failed competencies.
This is another example of teachers being accountable for pupil achievement
(Evans and Davies, 2014), which in many cases prevents freedom and trust
when teaching. Behaviour management, whilst arguably a concern for all PE
pre-service teachers when on placement (Cuckle and Clarke, 2013), was
contextually bound. For example, when the school had behavioural problems,
PE pre-service teachers had little trust over pupils’ interactive use of the mobile
website. When observing Dillon, there didn’t seem to be any apparent
behavioural problems, yet his subject mentor felt that behaviour should be
attended to before technology is even considered in the classroom. Similarly,
all PE pre-service teachers recognised that PE lessons needed to encourage
maximum physical activity levels. This caused apprehensions when trying to
use the mobile website as a pedagogical tool. This was particularly problematic
for those PE pre-service teachers that attempted to use it interactively, as
subject mentors in some cases criticised sedentary behaviour as being ‘off
task’. This reinforced the PE pre-service teachers’ concerns that technology
disrupts pupils’ behaviour.
The schooling systems interpret the macro policies differently, depending upon
the ethos and the school culture, and inherently the teaching becomes less
autonomous for the teachers, as they are contextually bound by the structures
of the field (Ball, 1987; Bourdieu, 1993). Consequently then, PE pre-service
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teachers had to negotiate the power dynamics between the macro and micropolitics, as knowing how to act and be within a department can mean
succeeding on placements (Sirna, Tinning and Rossi, 2008). Most PE preservice teachers did demonstrate what Keltchermans and Ballet (2000) termed
micro-political literacy, as they were able to recognise the structures but, more
importantly knew how to ‘play the game’. This is despite research by Capel and
Blair (2007) who argue that PETE programmes fail to develop PE pre-service
teachers’ micro-political understanding, which is subsequently reflected in their
praxis.
In this study, PE pre-service teachers’ micro-political literacy (Keltchermans
and Ballet, 2002) could have been constructed in part through the coconstructions and interactions between teacher educator, mentors, PE preservice teachers and I during the process of data collection. For example, by
identifying these factors in focus groups and through their reflective diaries, the
PE pre-service teachers were able to critically discuss the power dynamics that
were operating and how to use agency. This was very much in concurrence
with Keltchermans and Ballet’s (2000) desired working conditions. For PE preservice teachers, it was the cultural ideologies on their teaching placements
that were most influential to their teaching praxis. Developing micro-political
literacy was helpful in that it allowed PE pre-service teachers to understand
where the power lies on placements and in some cases avoided what could
have been a ‘culture shock’ (Keay, 2009). Yet, the value of such micro-political
literacy is debatable if PE pre-service teachers have no voice to exercise their
power to meet their desired teaching pedagogies (Keay, 2009). Consequently,
what PE pre-service teachers have professionally learned may be “washed out”
(Zeichner and Tabachnik, 1981, p. 7) as they instead conform to school
cultures/ideologies This is not to say that learning is forgotten or undervalued,
but it is in a PE pre-service teacher’s self-interest, (Keltchermans and Ballet,
2000) to conform to established practices at that time. Regarding technology
use, it is particularly problematic when PE placement landscapes stand in
contrast to university training with technology (Tearle and Golder, 2008).
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For PE pre-service teachers one of the key players in this web of complex
relations is their subject mentor. Hayes et al. (2008) argue that the influence of
the subject mentor is more impactful than any university-based training. Most
PE pre-service teachers felt that whilst being observed they needed to teach in
a particular way. They again recognised that these practices were not always
desirable, but until they had passed their NQT year they felt somewhat
disempowered. However, one PE pre-service teacher, Levi, was able to
exercise his agency having developed an excellent relationship with his subject
mentor, established through a shared pedagogy. For Levi, there was a climate
that encouraged innovation, trial and error. Whilst Levi was still structurally
bound by the macro policies, he was able to interpret these in ways that met
the QTS expectations but also his desired pedagogies. However, Wang, Odell
and Schwille (2008) in their study found that whilst mentors are highly influential
to new teachers, it is not always positive support that is offered and sometimes
trainees are even taken advantage of. This is not surprising, given the power
differentials between PE pre-service teachers and mentors; especially when
the experience gap is widened. Keay (2009) makes an interesting point that
perhaps some subject mentors use their power to exercise their position of
authority, which can work to empower or disempower PE pre-service teachers.
For Levi his subject mentor’s attitude around learning to teach gave him a voice
and, as such, he was able to use his agency to trial alternative pedagogies
using the mobile website. If things went wrong, he was not labelled as a failure
but as a reflective practitioner who would learn from his mistakes.
Dillon’s concerns about safety in gymnastics were reinforced through both his
subject mentor and the teacher educator’s practices. This is what Elias (1991)
referred to as ‘social habitus’ in his earlier work, with Wenger (1998) arguing
that optimal learning occurs through the regular interactions between people in
different contexts when striving towards a common goal. By using this
conceptualisation of social habitus, the interrelations between any people
involved in the school, PE departments and PGCE course in this study
demonstrates in part the complex process of developing pedagogues. This
could explain why Dillon found it difficult to give the pupils’ independence by
allowing them freedom to select their own level of skills on the mobile website.
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Dillon aimed to encourage engagement, differentiation and progress of the
physical skills. Speaking about his beliefs, his measurement of pupil success
was through “rapid progression from being just very basic at sports to actually
getting quite … more advanced and getting into the technical side of it” (preservice teacher, interview 1). Thus, the physical body is capitalised through
Dillon’s practices, and with this comes an expectation that PE teachers should
be proficient in grading the physical body against observable and measurable
criteria. These desires present a certain ambiguity, as Dillon seems attuned
with the common dominant discourse of ‘PE-as-sport-techniques’ (Kirk, 2010),
whilst to some extent realising the limitations that these pose: “So long as they
achieve at whatever level, whether it be basic or more advanced” (pre-service
teacher, interview 1). Ultimately, his actual practices are in line with an
instructional model to delivering PE (Metzler, 2011), which tends to contradict
the very nature of the teacher he aspires to be.
Changing the mindset around safe practice meant constant reflections after and
during teaching and enforcement of alternative ways to create a safe
environment, whilst allowing for pupil freedom. This is not so easy, as habitus
does not change at the same rate as the social situation (Keay, 2009).
However, Dillon’s self-reflections and co-reflections with his peers and me, (his
mentor and researcher) enabled him to begin to develop new ways of teaching,
whilst still enabling safe practice (see 6.4.3). According to Green (2008) a good
teacher is one who rather than being a good technician regularly reflects upon
his own her own philosophy and practice. In some cases, PE pre-service
teachers resisted the established practices, but this was usually because they
had developed another form of capital (e.g. cultural capital). For example,
Sarah who was a former gymnast had expert knowledge, which meant that
controlling health and safety became embodied at an unconscious level.
PETE programmes then need to have credibility to influence change (Richards,
Templin and Gaudrealt, 2013) if they are to challenge school PE practices
(Hayes et al., 2008). The pressure to improve pupil attainment per lesson over
the holistic values inscribed in PE was, in my opinion, alarming, yet stood as
testament to the UK government’s spoken and unspoken messages about
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performance. With performativity (Ball and Olmedo, 2013) (see section 5.5)
taking precedence in the current PE climate, it is understandable that teachers
and PE pre-service teachers become bound by the structures and any
subsequent pedagogic action is wrapped up in a field of power struggles. I do,
however, agree here with McCullick (2012) when he says that we risk
perpetuating a discourse where ‘fit’ bodies are recognised for reinforcing
performative expectations as most of the PE pre-service teachers and the
teacher educator in this study reinforced traditional hegemonic beliefs about
competition and the attainment of physical skills (Ball and Olmedo, 2013;
Penney and Evans, 1999). Although many educationalists argue for the
promotion of wider PE aims around inclusivity (Kirk, 2010; Penney and Evans,
1999) performativity arguably takes precedence over one’s “social identity”
(Bernstein 1996, p. 73), as teachers become more accustomed to the macro
policies and concerned with how they will be judged on performativity and by
whom. This creates a landscape where creativity and innovation can be stifled,
as teachers strive to meet the objective structures rather than using their own
subjectivities (Ball and Olmedo, 2013). With the emergence of neoliberalism
within education in 2013, working collectively to interpret the policy shifts so
that learning of the pupils and learning to teach is transparent is more crucial
than ever (Herold and Waring, 2011).
This chapter reported on the participants’ experiences of using a mobile
website, as part of a gymnastics module on their PGCE course. The
discussions offered an insight into the influence that both social and structural
factors had on their technology use. The next and final chapter (Chapter 8) will
now draw together conclusions from the preceding discussion, whilst making
recommendations for PE pre-service teachers, teacher educators and PETE
courses to consider when integrating new technology like the mobile website
into PE lessons.
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Chapter Eight: Conclusions
In line with the research objectives, this thesis will close by providing the reader
with conclusions that are presented in three parts. It will start with an overview
of how the research attempted to extend current research in this field, whilst
making an explicit statement about the original contribution to knowledge.
Secondly, it will provide the reader with a critical summary of findings, in light
of the three research objectives (see section 1.5). The summaries will be
presented through four key sections: 1) The significance of content knowledge
to the employment of pedagogies for PE pre-service teachers and the teacher
educators; 2) The influence of PE pre-service teachers’ experiences and
socialisation processes on pedagogical development and understanding; 3)
The macro policies that affected PE pre-service teachers’ pedagogical use of
the mobile website; and, finally, 4) The positioning of technology pedagogically
for PE pre-service teachers and the teacher educator, in relation to the
interrelated social and structural factors. Study limitations are reflected upon
and the chapter ends by drawing upon the implications for practice and
subsequently makes recommendations for future research in this area. The
thesis ends with a final word, written as a personal account, as per the ‘Personal
Biography’ (see section 1.2) and the ‘Confessional tale’ (see section 5.3).
8.1 Extending current research
Whilst this PhD thesis was partly self-driven by my own passion for gymnastics,
its value to PETE and the broader PE field made it a worthy topic (Tracy, 2010).
With gymnastics pedagogies failing to produce high quality PE provision and
no new resources to support PE pre-service teachers’ anxieties (Sloan, 2007),
I embarked on a research mission to design a pedagogical tool, in the form of
a mobile website. For the last two decades, successive governments’ have
targeted PETE programmes by introducing ICT as a competency to gain QTS
(TTA, 2002a). Thus, implementing technology empirically into a PGCE
programme seemed both timely and valuable to a PE pre-service teacher’s
pedagogical development.
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Whilst it can be agreed that most current PE pre-service teachers are
knowledgeable of the latest devices and gadgets (Pamuk, 2012), and generally
display positive attitudes towards digital technology use (Kretschmann, 2015;
Jones, Baek and Wyant, 2017), technology resistance in most cases is down
to a lack of pedagogical knowledge in PE (Pamuk, 2012). Koehler and Mishra’s
(2008) TPACK model (see section 2.5) is one of the most established
theoretical frameworks for technology use and works in conjunction with
Shulman’s knowledge bases. To achieve TPACK, teachers must develop three
knowledge

bases,

pedagogical

knowledge,

content

knowledge

and

technological knowledge, but rather than viewing each component in isolation,
a teacher must see them as interrelated. Arguably, effective use of technology
is more likely to occur when teachers come to understand the complexity of
these interrelations (Jones, Baek and Wyant, 2017). Aside from such
complexities, Koehler and Mishra’s (2008) model overlooks any consideration
of the individual, culture and or specific contexts for which PE pre-service
teachers and teachers work (Casey, 2014; Rosenthal and Eliason, 2015). More
specifically, it fails to consider how teachers are compounded by the structural
and social factors that operate in different contexts and at different stages of
their professional career.
More currently, the SAMR model (see Chapter 2, section 2.5), which was
developed by Peuntedura (2009) aimed to give a more context specific focus
to technology use in PE, through using specific technologies to task enhance
or task transform. However, this model has been criticised for its predominant
focus on the type of technology used rather than a focus on the actual learning
of the pupils (Marcovitz and Janiszewski, 2015). Wyant, Jones and Bulger’s
(2015) study on instructional design using technology is one of only a few
empirical studies that focus on specific technology use for pedagogical
transformation amongst PETE programmes. Consequently, my study aimed to
adopt a style, whereby PE pre-service teachers would engage with a hands-on
approach (Burden, 2012; Kay, 2006; Solomon and Schrum, 2007), to using the
mobile website in their gymnastics module. These practical field experiences in
context specific environments were recently recommended for PETE
programmes by Jones, Baek and Wyant (2017) as they believed that PE pre211

service teachers needed the opportunity to engage in critical reflection centred
around pedagogical scenarios (Kretschmann, 2015). The mobile website
design was an innovative way of using technology into the PETE course, where
PE pre-service teachers could use it, reflect upon it and critically discuss its
positioning for them as they developed their pedagogical understanding.
Through rich data gathering and analysis, this PhD thesis makes ‘a significant
contribution to knowledge’ (Tracy, 2010) in the field of gymnastics, PE
pedagogy, technology and PETE.
Having highlighted the way in which the research has extended existing
research in this field, the following discussion summarises the research under
four sections (8.2, 8.3, 8.4, 8.5), which align with the three research objectives
identified in Chapter one (section 1.5).
8.2 Significance of content knowledge
Central to this study was the significance of content knowledge in PE, which for
PE pre-service teachers was important for course completion (DfE, 2011).
Additionally, and in line with the literature (e.g. Capel and Katene, 2000; Capel,
2007; Kirk, 2010; Herold and Waring, 2009, 2011, 2017; Siedentop, 2002,
2006; Tinning, 2002a), content knowledge for PE pre-service teachers is
fundamental to effective teaching; particularly in the initial stages of the PGCE
course. This was particularly the case for gymnastics, which was persistently
identified as an area of weakness by the PE pre-service teachers in this study.
These apprehensions were shared by the PE pre-service teachers in Sloan’s
(2007) research, which focused on perceived levels of subject knowledge in
gymnastics. Both Sloan (2007) and Ward (2009) agree that more training is
required for PE pre-service teachers to develop the content knowledge base.
Whilst it is impossible to compare each PETE course regarding module content
depth, the university-based training in this study included 10 weeks dedicated
to gymnastics alone. The majority of PE pre-service teachers appreciated this
level of depth on the module, although one PE pre-service teacher agreed with
Ayvazo, Ward and Stuhr (2010) that spending too much time prioritising content
knowledge could be detrimental to her pedagogical understanding. For Liz, the
power she held in her teaching ability, was accrued from her pedagogical
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understanding (Wrench and Garrett, 2012), rather than through her content
knowledge levels. Whilst this could hold true, Liz was arguably dismissing the
importance of content knowledge in relation to its usefulness in promoting a
variety of contextualised pedagogies (Kirk, 2010; Herold and Waring, 2017).
In line with research by Herold and Waring (2009) the significance of content
knowledge for PE pre-service teachers was in the fundamental relationship with
teaching confidence and the subsequent pedagogical decisions. Content
knowledge gave PE pre-service teachers the confidence to deliver gymnastics
and to trial more pupil-centred pedagogies, (e.g. constructivist) without
apprehension. Like Ayvazo, Ward and Stuhr (2010) it was perceived that this
would give them the confidence to problematise learning and adapt the lesson
if it started to go wrong. Whilst there was a clear relationship between content
knowledge and pedagogical decisions, PE pre-service teachers in most cases
didn’t give examples of how improving content knowledge levels could be used
to devise purposeful learning activities. Several authors (e.g. Ayvazo, Ward and
Stuhr, 2010; Chen, 2004; Rovegno, Chen and Todorovich, 2003; Ward and
Ayvazo, 2016), all agree that content knowledge can improve pedagogical
content knowledge, with PE pre-service teachers in this study also identifying
its usefulness to their planning of lessons and schemes of work. Furthermore,
it was also agreed that knowledge of the content enabled them to make more
consistent assessments of physical performances and to differentiate the
learning so that all learners could be challenged and inspired (Siedentop,
2002). However, there were no real examples of its influence over the
appropriateness of learning activities, as per the quantitative studies conducted
by Iserbyt, Ward and Weidong (2017) and Sinelnikov et al. (2016). This aligns
with Herold and Waring (2011) who believe teaching to be a dynamic process
where content knowledge should not be an isolated component, but instead be
positioned and developed in relation to the specific contexts in which teaching
takes place (see also Herold and Waring, 2017). It should therefore not be
assumed that possessing good content knowledge and pedagogical knowledge
automatically enables PE pre-service teachers to devise appropriate learning
activities.
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Another major concern for PE pre-service teachers in this study was around
their physical ability to perform the content. Demonstrating what PE pre-service
teachers referred to as the ‘ideal model’, for them improved pupil understanding
(Tinning, 2010) as it gives the pupils an opportunity to mentally rehearse
techniques (Shumack and Reilly, 2011). Thus, PE pre-service teachers and
teacher educator gave weighting to the ‘importance of being a gymnast’ or what
Dowling (2011) refers to as ’the physically performing self’. As physical capital
(Bourdieu, 1990) was valued in the field of PETE, PE pre-service teachers
feared that they would be exposed to the pupils and other professionals as
‘incompetent’ if they did not possess physical ability (Hayes et al., 2008;
Jenkins, 2008; Potrac and Jones, 2009). As such, demonstrating the content
was crucial to one’s self and professional identity (Sirna, Tinning and Rossi,
2008). Thus, power accrued through physical capital in the field, worked to
disempower or empower PE pre-service teachers.
8.3 Experiences and socialisation processes
The former experiences that PE pre-service teachers in this study had
encountered were influential to the teaching of gymnastics, the type of teacher
they envisaged themselves to be and to the negotiations that they would make
on their school-based placements. For example, in support of Capel (2011) and
Curtner-Smith (1999), sporting experiences at school were identified as one of
the main factors that determined content knowledge levels and long-term
beliefs about PE. Encompassed within these beliefs were heteronormative
perceptions and as consequence most PE pre-service teachers brought distinct
embodied gendered differences to the university course (see section 6.5.3). For
males, it was generally agreed that gymnastics was a sport ‘for girls’ (Grenfell,
2014; Penney, 2002); an opinion which was mainly due to a limited experience
of gymnastics at school and seemed only to be reinforced on placements by
subject mentors. As such the males would play the ‘physical education game’,
which meant keeping within the confines of games where possible, in order to
pertain their ‘normal’ masculine identity (Clarke, 2013). As the data revealed,
the body’s physical ability was central to the teaching of PE (Sparkes,
Partington and Brown, 2007), and this worked to intensify any apprehensions
around demonstrating and moving in gymnastics. For most females,
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gymnastics had featured in their school curricular with a few PE pre-service
teachers experiencing club-level gymnastics. However, with these experiences
came an expectation to be competent, which increased the apprehensions
around performing for the females, particularly for the ‘male gaze’ (Ponterotto,
2016). In some cases, it was again their own gendered experiences at school,
on school-based placement and or on the university course that were influential
to the type of teaching they adopted. For example, it was assumed that males
would respond more positively to direct teaching methods and that females
preferred not to engage in high-risk and or competitive activities.
These gendered attitudes, which can be traced back to the historical evolution
of gymnastics (see section 2.2) worked to reinforce social inequalities (Scraton,
1992; Westberg, 2018) among some of the PE pre-service teachers and
consequently influenced the teaching methods used to teach the pupils on their
school placements. Whilst most PE pre-service teachers aspired to move away
from command style teaching, which in some cases was the approach that they
were subjected to themselves at school (Hemphill et al., 2015; Thomson, 2012)
(see section 5.5), they displayed many attributes of behaviourist theories in
their teaching praxis, reflecting the ‘PE-as-sport-techniques’ model (Kirk, 2010)
and aligning with Green’s (2008) coaching orientation (see section 6.4.3). This
was despite their pedagogical development over the PGCE course
(professional socialisation), which exposed them to some of the more
constructivist ways of delivering gymnastics for both males and females. The
extent to which PETE training (professional socialisation) was ‘washed out’
(Zeichner and Tabachnik, 1981) in most cases coincided with a PE pre-service
teacher’s organisational socialisation (see section 7.8). As such, the school
culture, ethos, demographics and subject mentor’s ideologies about PE
teaching were highly influential (Hayes et al., 2008).
PE pre-service teachers’ experiences of mentors varied from supportive to
unsupportive (Wang, Odell and Schwille, 2008), yet common to all PE preservice teachers was their eagerness to conform to the established department
practices or the mentor’s way of doing things: “After all, it is the subject mentor
that is grading us against the standards” (Liz, pre-service teacher, focus group
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3). When PE departments were driven by the more pupil-centred pedagogies.
PE pre-service teachers were much more likely to adopt these approaches or
at least trial them in their teaching. Similarly, when PE departments and or
subject mentors used a predominant direct teaching approach, PE pre-service
teachers preferred to align their teaching approaches with this, especially given
that the pupils were used to this way of learning (e.g. see section 6.4.1).
8.4 The influence of macro policies
This study also highlights how PE pre-service teachers’ behaviours and
pedagogies were influenced by a number of structural factors. The macro
policies that filter down from government ideologies, educational policies and
other professionals and are used by the school when competing for
status/power (Penney, 2013b). In this study, factors such as behaviour
management, physical activity levels, health and safety, and rapid progression
and assessment, were driven by educational and or PE policy; yet the way in
which they were interpreted was contextual and to some extent individualised.
For example, rapid progress and physical activity levels were enforced through
the macro policies of the NCPE (2013) and Ofsted frameworks (2012) yet had
been interpreted by PE pre-service teachers in relation to the context for which
they were taught. Some PE pre-service teachers were explicit in the fact that
progress had to be rapid and observable every 20 minutes. In order to progress
rapidly, the physical activity levels had to be maintained so that practicing the
physical skills were maximised. Subsequently, accountability of teaching
effectiveness was measured through pupil achievement/skill (Ball and Olmedo,
2013; Evans and Davies, 2014).
Health and safety and behaviour management were also factors driven from
educational policy that tended to affect the pedagogical development in
gymnastics. In concurrence with Cuckle and Clarke (2013) behaviour
management is fundamental to a PE pre-service teacher’s delivery using
technology, although the extent to which it is detrimental is reflective of the
school and the culture for which it is located. For example, diverse placements,
reflective of different cultures meant that PE pre-service teachers had to
negotiate new strategies to control behaviour and the subsequent learning of
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pupils. Whilst some PE pre-service teachers had the opportunity to teach in
schools where behaviour was exemplary, others had to prioritise behaviour on
their plans in order to maintain control. This significantly affected the potential
to use pupil-centred pedagogies as trusting the group to stay on task was
crucial. Health and safety are at the forefront of all workplaces, particularly as
we live in a climate where there is a ‘blame culture’ (Whitlam, 2005).
Gymnastics, which is governed by British Gymnastics, recommends that
teachers obtain relevant qualifications, whilst Whitlam (2017) reinforces that
teachers should ensure safe practice in gymnastics through progressive
practices. However, guidelines on safety and level of skill are vague and
particularly loose around the delivery of educational gymnastics.
8.5 The influence of social and structural factors on mobile website use
I argue that whilst there is clearly interplay between structure and agency, this
study favours the role of structure over agency as the macro policies highly
influenced teaching practices. Whilst some PE pre-service teachers did resist
normalised practices, (e.g. teaching skills using a predominant behaviourist
approach) the data generally revealed that in most cases there was conformity
to the department’s way of doing things, which aligned with the government’s
influence on PE. This part of the discussion is segregated into a further four
sections, 8.5.1, 8.5.2, 8.5.3 and 8.5.4.
8.5.1 Mobile website and content knowledge
During the data collection and analysis, it was found that the mobile website for
PE pre-service teachers and the teacher educator had the potential to support
them with their content knowledge development in gymnastics. In line with
research by Hetink et al. (2016), PE pre-service teachers prioritised the mobile
website in their planning phase to assist with ideas on content/movement
vocabulary, for assessment purposes and to differentiate the learning.
Additionally, the mobile website was able to present pupils with what they
referred to as the ‘ideal model’. Consequently, PE pre-service teachers
predominantly task enhanced (SAMR model, see Abbreviations) by focusing
on the performative aspects of a lesson. This did suggest that PE pre-service
teachers were thinking about integrating technology pedagogically (Hetink et
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al., 2016), yet Casey (2014) argues that using technology to support existing
pedagogies risks reinforcing bad practices. For example, using the mobile
website as a platform to showcase the content (ideal model), could be regarded
as “tweaking with technologies” (Geer et al., 2017, p. 492) as no actual
modifications to pedagogy have taken place. In fact, PE pre-service teachers
rarely discussed the pedagogical changes related to using technology, which
according to Wyant, Jones and Bugler, (2015) and Saudelli and Ciampa (2016)
should essentially drive the use of technology in the first instance. When PE
pre-service teachers did make considerations around using the mobile website
to promote pupil-centred pedagogies, it was often seen as problematic. One of
the main factors referred to in the data was that the more pupil-centred
pedagogies took away the necessity of the PE teacher to physically
demonstrate, e.g. this often became detrimental to one’s PE teaching identity
(Dowling, 2011; Jenkins, 2008). As a result, most PE pre-service teachers only
used the mobile website as a support mechanism when their body was not
physically capable. Conversely, they would practice the skills in their planning
time to improve their own physical proficiency. For the teacher educator,
physical capabilities decrease with age. For both male and female PE preservice teachers, the mobile website was useful in showcasing those skills
which they didn’t feel comfortable demonstrating, e.g. when Naomi said, ‘it’s
there as a backup’ (see 6.3.2), if you are not confident to demonstrate.
8.5.2 Mobile website and pedagogical development
As the PGCE module progressed the PE pre-service teachers trialled
experiential learning with their peers by giving open-ended tasks such as to
explore weight distribution with their partner. According to Geer et al. (2017),
this allows for the best pedagogic value, as they can see what works and be
creative in their practical approaches. A contributing factor to the adoption of
experiential learning could have been that PE pre-service teachers had the
opportunity to observe a more constructivist pedagogy with the mobile website
from myself, which supports research by Tearle and Golder (2008) who believe
that observing practitioners modelling technology pedagogically can be
motivating for PE pre-service teachers. In concurrence with Breslow (2007), my
aim was to support active pedagogies through integrating technologies; yet, it
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became apparent that simply giving participants access to mobile devices in
collaboration with others did not always equate to pupil-led learning (Geer et
al., 2017). For example, most PE pre-service teachers valued the propensity
for the mobile website to offer pupils independence and ownership over their
own learning and lesson pace. However, whilst PE pre-service teachers were
seemingly promoting “active learning” (Weir and Connor, 2009, p. 168), the
level of learning taking place was reliant on the PE pre-service teachers’
understanding of both the learning objectives and technologies positioning in
relation to these objectives (Rosenthal and Eliason, 2015).
Consequently, as pedagogical content knowledge developed, so did their
understanding of TPACK, with Levi and Dillon beginning to think through the
objectives and outcomes of a lesson. Rather than using the mobile website as
an extension device (McCormick and Scrimshaw, 2001), they began to see how
it could facilitate pupil-centred learning in ways that were not possible without
the mobile website. Akin to both PE pre-service teachers, was their ability to
engage with subject or professional mentors on the use of technologies in
maximising these objectives. Richards, Templin and Graber (2014) describe
this as doing the influencing, rather than being influenced and for me this
exposed some PE pre-service teacher, (e.g. Levi and Dillon) as developing
critical practitioners who had a desire to do things differently (Casey, Goodyear
and Armour, 2016). This criticality was supported with engagement in the focus
groups and semi-structured interviews, which provided reflective environments
where these PE pre-service teachers could evaluate their teaching in
conjunction with their assessment grades (Kirk, 2006).
8.5.3 Mobile website and the influence of macro policies
With pedagogical content knowledge developing and PE pre-service teachers
attempting to find new ways of using the mobile website to support teaching
and learning, they were still constrained by the structural factors on their schoolbased placements e.g. behaviour, physical activity levels, health and safety,
and assessment/rapid progress. This became problematic as what they had
learned on the PGCE conflicted with the expectations on placement (Tearle
and Golder, 2008). Whilst these factors were persistently exposed through
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interviews, focus groups and on placements, the priority or attention paid to
each factor was very much indicative of the individual and the school in which
they were located; in other words, their socio-cultural environment (Lang, Craig
and Casey, 2017). The influence of these structures across the schools was
often reinforced by the performativity discourse that currently dominates
education (Ball and Olmedo, 2013). In most cases interpreting the structures in
this way meant that there was less autonomy for PE pre-service teachers (Ball,
1987) to trial new approaches to teaching and learning. For example, PE preservice teachers tended to perceive the mobile website as an instrument that
would disrupt pupil behaviour, delay physical activity levels, and cause
concerns around health and safety. Interpretations of these structures were at
both an individual and department level and, as such, it was important that PE
pre-service teachers could negotiate their ideas within the confines of the
department strategies/ethos.
Capel and Blair (2007) hold the belief that PE pre-service teachers are left illequipped to deal with the micropolitics on placements. However, the data in
this study revealed that most PE pre-service teachers had developed what
Keltchermans and Ballet (2002) termed ‘micro-political literacy’, which enabled
them to understand the power dynamics surrounding the structures (macro
policies). However, without a voice (Keay, 2009), PE pre-service teachers were
often left disempowered and subsequently conformed to department strategies
that tended to revolve around performative goals. ‘Playing the game’ on schoolbased placements, which was driven by self-interest to fit in (Keltchermans and
Ballet, 2002) and succeed, dominated, subsequently dictating PE pre-service
teachers’ pedagogies. Here, “the field is very much a field of struggles”
(Bourdieu and Wacquant, 1992, p. 101), with PE pre-service teachers often
feeling powerless to trial ‘pedagogies of possibility’ (Tinning, 2012).
8.5.4 Interrelations between all factors
The data, analysis and discussions revealed that whilst mobile website use was
to some extent governed by the context, and the individual’s interpretation of
the structures, if it became a vehicle for which learning took place, it should be
credited (Gibbone, Perez and Virgilio, 2013). Having said that the mobile
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website use tended to align with the predominant discourses associated with
neoliberalism, where both staff and PE pre-service teachers are held
accountable for the learning and performance of the pupils that they teach
(Evans and Davies, 2014). The nature of PE performance means that there is
a pressure to demonstrate the physical competencies of pupils and as such PE
has not moved beyond the common discourse of ‘PE-as-sport-techniques’
(Kirk, 2010). Any PE pre-service teachers in this study who did attempt to trial
alternative pedagogies over the more direct teaching approaches required:
•

Developing pedagogical understanding with and without technology.

•

Excellent relationships with school-based mentors who were supportive of
these methods (Keay, 2009).

•

An ability to engage in critical reflection about the purpose and nature of
adoption.

•

The agency to counter neoliberalist ideologies (Philpot, 2016).

Using technology practically (Solomon and Schrum, 2007) in an empirical
context certainly allowed for PE pre-service teachers to critically reflect on their
practical experiences, yet the credibility attached to the conflicting nature of
pedagogies employed by the teacher educator and myself on the PGCE course
remained questionable. Whilst one could argue that this confused PE preservice teachers, on reflection I believe that it offered alternative perspectives
that could be adopted, adapted, criticised and or employed across the varying
contexts on school-based placements and in future job roles.
Attempts were made to work with the PE pre-service teachers in the module
and as part of their reflections, to empower them with knowledge of the social
and structural factors that may influence their actions. Subsequently, as the
study progressed PE pre-service teachers were encouraged to use the mobile
website in their own way. This aligns with Tinning (2002b) who believes that
there isn’t one, single pedagogy that will lead to a desirable outcome and so
exploring multiple pedagogies for different PE pre-service teachers in varied
contexts is more useful (Philpot, 2016). Thus, one can conclude that the
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pedagogical use of technology in any PE context must move beyond the
interaction of knowledge bases (TPACK) and or technology type (SAMR) to
considering pedagogy as multi-dimensional (Kirk, 2006). Thus, the interactions
of the individual, social and context specific dynamics for which PGCE preservice teachers are bound is crucial. Devising models for technology use in
PE

is

arguably

too

rigid

and

complex,

so

instead

the

following

recommendations section provides guidelines for PE pre-service teachers and
teacher educators to consider in the future.
8.6 Implications for practice and recommendations
To deliver high quality gymnastics in PE lessons, there needs to be careful
consideration made about the potential for innovative resources such as the
mobile website regarding the purpose, design and the management of its
implementation. This requires an in-depth understanding of the complex
interrelated structural and social factors that affect its use. For PE pre-service
teachers in this study, using the mobile website was met with a host of
contextual barriers that in some cases restricted their desired pedagogical
practices. Conversely, the data exposed the wider social issues that shaped
the individual’s PE ideologies and consequently influenced how they might
interpret the macro structures. Thus, the mobile website should be a
pedagogical resource that has the power to act as a catalyst amidst a spectrum
of contexts, allowing individuals to initiate practice, however varied. This
interplay between macro policies and micropolitics is contextual and
individualised and can never be generalisable, yet PETE programmes can refer
to the findings and following recommendations and consider the relevance to
their own and others’ practices in the field.
Considering the in-depth discussions in this thesis, the conclusions and the
movement towards critical pedagogy, the following guidelines have been
constructed for the development of future pedagogical practices in PETE.
1. PETE needs to recognise the socialisation processes of PE pre-service
teachers (acculturation, professional and organisational) that impact upon
the type of teacher that PE pre-service teachers want to be (e.g. Hemphill
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et al., 2015). This should include the gendered differences that are located
historically.
2. Schools/mentors should value PE pre-service teachers’ decisions so that
they are able to exercise their power to meet their desired teaching
pedagogies (Keay, 2009).
3. PETE needs credibility if PE pre-service teachers are to consider resisting
established department practices.
4. Careful communication is needed between university (PETE) and schoolbased placement mentors regarding pedagogical content knowledge and
the role of technologies in supporting its development.
Whilst the mobile website is one digital platform that has been designed and
used specially for the teaching of gymnastics in this study, the findings are
useful when considering the implementation of other digital technologies in PE
more broadly. For example:

1. The structural factors driven from government and educational policy that
may influence practice.
2. Implementation of technology should be gradual, individualised dynamic
and context specific rather than transformative.
3. Pedagogical development using technology should be a catalyst for varied
PE practices as opposed to an expectation that it transforms pedagogy.
8.7 A final word
At the beginning of the PhD I was a relatively novice researcher with narrow
views on the mobile website’s potential to shape the pedagogies of PE preservice teachers in gymnastics. These perceptions had been constructed from
my own experiences, coupled with an underdeveloped research profile at that
time. As outlined in the ‘Confessional Tale’ (see section 5.3), the data collection
and analysis revealed the reality of qualitative research, in that it does not
always go to plan and that as humans we are not robotic in the way that we
respond to new information. At the end of the PhD, I argue that whilst the
pedagogical development with and without the use of technology for PE pre223

service teachers is very much influenced by the structural factors (macro
policies), learning is equally individualised and contextual. The pedagogical
development of technology then was constructed through PETE influences and
training, interpretations of policies and context, and individualised through prior
experiences of technology, pedagogy, and ideologies. As noted by Reid (2009)
it was a fight against a political agenda, rather than a fight with technology. With
this, I recommend that future research of this nature, adopt a critical pedagogy.
Critical pedagogy is deep rooted in critical theory and is associated with the
emancipation of humans through social change (Kirk, 2006). According to
Freire (1972), teachers as critical pedagogues can uncover knowledge about
their students’ socio-cultural backgrounds, which is a vital component in
understanding how students make meaning. Similarly, if teachers can
understand their own position in the social world, then they are better placed to
change their own praxis (Freire, 1972). This study provided PE pre-service
teachers with the opportunity to engage pedagogically with an innovative
mobile website and through reflections and discussions they could position
technology in relation to their own contexts. Whilst employment of a critical
pedagogy is difficult (Tinning, 2012), as the study evolved, some of the PE preservice teachers became empowered with the required knowledge to negotiate
their own ideologies on placement and PETE (Kirk, 2006). Whilst the macro
policies in some cases restricted praxis, some PE pre-service teachers were
still able to resist established department practices and move to a teaching
position, where some change was evident.
If PETE programmes are to be credible, they need to challenge the already
embedded discourses, (e.g. ‘PE-as-sport-techniques’, Kirk, 2010). Through
critical reflective practices, e.g. offering alternative ways of delivering in contextspecific areas and encouraging collective dialogue on their experiences, PE
pre-service teachers could be empowered to teach with a re-conditioned
habitus (Brown, 2005). This could overcome some of the criticisms of
Bourdieu’s work, where social change is underdeveloped, due to the stability of
the structures and the extent to which agents can act. Consequently, PE preservice teachers could create a new technology culture in schools (Tearle and
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Golder, 2008), as they will be better prepared to use their agency across
varying contexts.
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Appendix A: Paradigms table

The following table provides an overview of the philosophical positions that have been discussed in the text.
Position

Ontology

Epistemology

Goal

Criticisms

Positivism

External realist- bound by

Objectivist- direct experience

Predict, change and

Experiments/ observations

cause and effect laws. One

allows for prediction. All

control

can never be value free.

reality exists

generalisations are context
free (Guba and Lincoln, 1998)

Post-

Stratified realist-the real

Alternates between objectivist

Explain the links

Complexity over what is

positivism

actual and the empirical are

and subjectivist. Fallible- the

between mechanisms,

social reality.

(Bhasker,

all related.

science is a partial account of

experiences and events

Contradicting ontological

what makes up the real

1989)
Critical theory

Constructivist- the individuals

Subjectivist objective interplay

determine what is reality.

Constructivism Interpretivist/Relativist-

and epistemological views
Emancipate and

Political agenda

empowerment
Subjectivist – no separation

Understand the situation

Ignores the structural

multiple realities exist which

between the researcher and

and interpret meaning

mechanisms and assumes

are constructed by the mind

the researched. Knowledge

from the viewpoints of

that the social actors are

cannot be acquired without

the participants

rational

theory
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Appendix B: Mobile website, academy theme
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Appendix C: Mobile website pages/features
Feature

Screen shot

Description

Profile

This allows for free
registration onto the
mobile website.
(Tracked by the
administrator). Basic
information is required.
Users must remember
login details for access.
Any data that is
uploaded can be
accessed and tracked
on the user’s profile.

Reviews

This is an optional
space where users can
rate/review the mobile
website

Discussion

Questions can be
uploaded and accessed
by other users in the
group.

board

Video
downloads

Videos can be uploaded
and stored. A
demonstration video on
how to upload can be
accessed via the link
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Videos

Videos can be played
and paused. Teaching
points can be found
below each video. The
option to navigate
through other videos in
that theme and level
can be seen to the right
of the video

Google
analytics

This allows the
administrator to track
how many users,
geographical location,
time of use, date of use
etc.
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Appendix D: Teacher educator, gymnastics unit of work
Gymnastics plan
Week 1 – Skills Focused – including how to support
Warm up – different ways of travelling 4,3,2,1 close to away from floor etc
Travel, Front, Back Support routine
Skills developed – jumps, half turn, full turn tuck straddle and pike. Long roll,
extension to dish shape, teddy bear roll (on own and with a partner), forward
and backward roll from rocking action to full skill. Both rolls to straight legs and
to astride. Inclusion of how to support rolls – hand position etc. Introduction of
inclines to increase momentum. Extension work – handstand forward roll,
backward roll through handstand.
Introduction of balances looking at Arabesque, lunge, shoulder stand –
extension position of hands.
Week 2 – Skills focussed – including how to support
Warm up – in pairs follow my leaders on command and follow instructions as
to how to swap the leader – half term jump, turn up on toes, find own way.
Revisit skills from last week – as a refresher
Balances – headstand tuck and straight, leg design with support. Handstand
from pushing up to full, with support.
Cartwheel – develop from bunny hop through to full cartwheel. Use of box tops
to encourage lift. Use of lines on the floor to gradually straighten up the
cartwheel. Extension – one handed cartwheel – introduce use to hips to turn
the movement.
Round off – preparation and execution. Use of floor to rebound – flight in flight
out. Inverted half turn with feet meeting together whilst upside down.
Backward walkover with support – use of supported tilt to encourage
performers. Weight is taken through the supporter’s performer is simply putting
arms up stretching back looking for floor. Supporters- monkey grip with one arm
positioned in middle of back and the other back of legs.
Backflip – 2 supporters – from seated position arms up look back arch back.
Hand support – middle of back and hamstrings.
Week 3 – Development of Routines
Whiteboard – highlight 4 families of movement – travel, jump, turn and balance.
Highlight the principles of movement – time, weight, space and flow
Devise a simple routine –
2 rolls
2 balances
1 jump
2 methods of travel
Highlight change of pace, direction and levels, working and sharing space.
Develop routine to use benches as well as mats
Discuss and explore apparatus design – entrances and exits
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Research – come to next week’s session with examples of partner balances
Develop a warm-up using under and over as a theme.
Week 4 – Partner and group Work
Key words – trust, communication, safety, tension, timing, canon unison
Revisit families of movement and principles of movement.
Partner work focusing on balance. Experimentation with balance through
counter balance and counter tension. Introduction of the basic box position to
provide a base for partner to balance on. Opportunity to find different ways of
balancing, student support packs will provide a range of ideas to try out.
Task 1 – Develop a sequence which will include 2 types of travel, 2 rolls, 1 jump
and 2 balances one of which must have contact with your partner. The
challenge will be how to get in and out of balance. Teach sequence to another
pair.
Task 2 – develop group work. In 4’s choose one of the routines you have just
developed as a pair and try to fit it so that it works for a group of 4.
Week 5 – Introduction to Flight
Warm Up – Experiment with different ways you can take off and land – 1 to 1,
2 to 1, 1 to 2, 1 to the other, 2 to 2.
Focus on 2 to 2 – develop different shapes through the air – star, straight, tuck,
pike, twist, asymmetric + quarter, half, three quarters and full turns.
E.g. 2 to 1 – Hopscotch (restricted)
1 to long jump, tuck, turning jump
1 to the other – leap, scissor, turning, stag
1 to the same – hop, skip, change leg leap, turning jump
Experiment with other examples of flight –
Cat leap/bunny hop
Round off
Handstand to vertical (donkey kick)
Cartwheel (two/one handed)
Development of Sequence on your own:
Include 2 balances, 2 jumps, 2 agilities, which demonstrate flight. Think about
linking moves, direction of travel, levels and speed
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Experiment – jump land roll, jump land balance, from floor and off low apparatus
Week 6 – Development of Assisted Flight
Working in 2’s – one makes an obstacle close to the floor partner has to find
different ways of going over. Can the jumper make the same shape as the
obstacle? Can you find three different examples?
Develop – flight over a moving obstacle. How many different ways can you
move as an obstacle, how many different moves can you use to go over the
moving obstacle? e.g. cartwheel, jump, roll
Flight with passive and active launches
Develop – how can you use your partner to gain flight, can you find three
different ways of demonstrating assisted flight. Use examples to the group to
try.
Focus in on:
Leap Frog
Shoulder/Waist lift – facing/back to with a half turn
Monkey Grip – half term, rocking to feet
Feet to bum – push away, hand to foot and lift
Sequence – with you partner demonstrate:
Flight over partner, static and moving, 1 assisted flight, 2 jumps, 2 rolls, 2
balances
Provide opportunity for apparatus design – key question, which pieces of
apparatus would you use, what other factors do you need to consider.
Week 7 – Small Group Work – Model Lesson (Under and over with balance)
Warm Up – in groups of 3 travel around the room ‘follow my leader’. Change
the leader – stop up onto toes spin half turn, second time jump half turn.
Discuss within your group how you can change the leader going either under
or over.
Introduce assisted moves: What do you need to consider before introducing
this to groups of pupils?
Forward roll – holding hands
Forward walkover
Tipping backwards
Backwards walkover
Back Flip
Cartwheel
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Develop a routine:
3 types of travel, 2 balances (one must show all 3 in contact with each other),
1 assisted move, 2 rolls, clear starting and finishing positions. Consider – pace,
direction, relationships, levels, unison, canon
Develop Routine – introduce benches – apply the routine
Week 8/910 – Development of group work
Warm Up – last one out! – Jogging/travelling in and out of each other then add
a task e.g. piggy back, in 3’s balance with one off the floor, wheelbarrow, on a
bench, return to mat – last one to complete has to do a forfeit.
Trainees to carry out own warm up – think about what a gym warm up might
look like – what do you need to focus on? Work from head to toe.
(Flexibility, conditioning, strength)
In 3’s experiment with balances, how many different balances can you find?
Things to consider – weight bearing, levels, points of contact, space.
(Introduce website – J McVeigh)
Extension – consider reducing the area of your balance
After experimenting choose three balances (off website or your own). Ensure
variety re levels, /contact/ space/standalone balances.
Challenge how do you get into/out of balances?
Can you move from one to the other without one of your group touching the
floor?
Introduction to Vaulting – Including on/off work
Safety considerations – white board (ask trainees)
Risk assessments, equipment checks (including mat suitability), organisation
of apparatus and teaching position, movement of equipment, knowledge –
ability to convey this to pupils, pupils – prior experience and use of equipment,
support when vaulting,
Use of springboard/trampette:
Must teach the hurdle step
Teach how to land safely
What to do if they overbalance – roll out
Warm Up
General mobility moves loosening up ankles bouncing, jumping on the spot.
The on the floor practice the hurdle step then apply to benches (organise in a
circular fashion). Introduce rhythm 1 to 2 to 2.
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Moving around the benches introduce basic flight and focus on four basic
shapes – straight, tuck, straddle, pike. Focus for each of the jumps – body
tension, body shape, focus, controlled landing.
Develop – move onto using trampette where possible and apply previous 4
jumps. Develop further by introducing half and full turns ensuring landing is
spotted and safe. Encourage having a focus point, arms go up when you go up
come down when you come down.
Develop – introduce box tops, bucks, pommel horses
Focus on getting on/off the box top:
Box long ways Squat on – walk to end and jump off with body shape (focus
point)
Introduce support position for trainees at side of box (Biceps and hamstrings)
Development of thro’ and straddle vaults:
Thro’
Floorwork preparation – bunny hops
Apparatus development – squat onto bench – with/without support
Apply to box etc with/without support – easier to do through a pommel horse
Introduce side and wolf vault.
Straddle
Floorwork preparation – leap frog
Straddle onto bench
Apply to box etc. Easier to do over a buck.
Development for both
Vault the length of the box – key point ensure hips are high to clear the box.
Start by squatting on walk halfway and leapfrog off the end
Vault to seated position
Full vault
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Appendix E: Pre-service teachers informed consent
EXPLORING THE DEVELOPMENT OF TRAINEE PE TEACHERS’
PEDAGOGICAL UNDERSTANDING OF CURRICULUM GYMNASTICS
USING NEW TECHNOLOGY
INFORMED CONSENT FORM
(To be completed after Participant Information Sheet has been read)
The purpose and details of this study have been explained to me. I
understand that this study is designed to further knowledge in curriculum
gymnastics and the use of new technology in Physical Education and that all
procedures have been approved by the Loughborough University Ethical
Approvals (Human Participants) Sub-Committee.
I have read and understood the information sheet and this consent form.
I have had an opportunity to ask questions about my participation/involvement
in the study.
I understand that I am under no obligation to take part in the study.
I understand that I have the right to withdraw from this study at any stage for
any reason, and that I will not be required to explain my reasons for
withdrawing.
I understand that all the information I provide will be treated in strict
confidence and will be kept anonymous and confidential to the researchers
unless (under the statutory obligations of the agencies which the researchers
are working with), it is judged that confidentiality will have to be breached for
the safety of the participant or others.
I agree to participate in this study.
Your name

Your signature

Signature of investigator
Date
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Appendix F: Participant information sheet- videos

Project Title

EXPLORING THE DEVELOPMENT OF TRAINEE PE TEACHERS’ PEDAGOGICAL
UNDERSTANDING OF CURRICULUM GYMNASTICS USING NEW TECHNOLOGY
Student Participant Information Sheet- Video clips
Joanne McVeigh, Loughborough University
Email: j.mcveigh@lboro.ac.uk Contact: 07841922370
Dr. M. J Waring, Loughborough University
Email: M.J.Waring@lboro.ac.uk Contact: (01509) 223212

Research purpose and information
The quality of teaching and learning in gymnastics has been consistently identified as
poor by Ofsted (office for standards in education) and the allocation of time devoted
to it is significantly less compared to that of games. However, many in the profession
still claim that it is a valuable activity given its unique characteristics.
Among the well-studied methods of enhancing teaching and learning has been
information communication technology (ICT) although its use in the National
Curriculum Physical Education (NCPE) is by comparison more limited. The study
reported here addresses this gap in the research and seeks to explore a new
approach to the teaching of curriculum gymnastics by focusing on the use of new
technology. The mode of technology used will take the form of a web-based
application (app) which will be constructed and developed as part of the research
process.
As part of the app construction it is necessary to gather video footage on a selection
of gymnastics skills that can be built into the app. This will require a number of
sessions whereby gymnastics skills are taught and refined ready to be captured via
video to be installed as data on the app.
On completion of the app design trainee teachers at Edge Hill University will be
observed using the app whilst training to teach gymnastics. It is also possible that the
app will be used by the PGCE students whilst on placement in a number of schools
across the North West.
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The main purpose of the research then it to generate a web-based application (app)
that has two functions
1) To help make realistic contributions to existing research in teaching and
learning in gymnastics
2) To contribute to the gap that exists on research into new technology used
specifically to assist with teaching and learning in Physical Education

Who is doing this research and why?
This study is part of a Student (Joanne McVeigh) research project supported by
Loughborough University supervised by Dr. M. J Waring.

Are there any exclusion criteria?
All students will be selected on their ability to perform specific skills in gymnastics.

Once I take part, can I change my mind?
Yes! After you have read this information and have asked any questions in relation
to the study you will be asked you to complete the Informed Consent Form. However,
if at any time before, during or after the sessions you wish to withdraw from the study
please just contact the main investigator (details above and below). You can
withdraw at any time, for any reason and you will not be asked to explain your
reasons for withdrawing.

Will I be required to attend any sessions and where will these be?
Students will be asked to attend 2 3-hour sessions to refine the skills and have those
skills videoed for the app.

What type of clothing should I wear?
Full University PE kit

What will I be asked to do?
Practice and perform a range of gymnastics skills on and off equipment individually
and in pairs with tuition from myself the investigator. You will not be asked to perform
any skill that you are not capable of or that the investigator is not qualified to teach.

What personal information will be required from me?
No personal information will be required of you. No names or identification will be
present on the app. Just the video clips of the gymnastics skills.

Are there any risks in participating?
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There are no risks to any of the pupils in this study

Will my taking part in this study be kept confidential?
The video footage will be stored on an app that will be used by trainee PE teachers
whilst training to teach gymnastics at university. This will then be used in a number of
schools by KS3 pupils in the North West. No personal data will be used on the app
and no identification of school or area will be used. There is the potential for the app
to be developed and used in the future so data will not be destroyed unless you
specify otherwise.

I have some more questions who should I contact?
Joanne McVeigh (main investigator) 07841922370/01695657667
j.mcveigh@lboro.ac.uk

What if I am not happy with how the research was conducted?
If you are not happy with how the research was conducted, please contact the Mrs
Zoe Stockdale, the Secretary for the University’s Ethics Approvals (Human
Participants) Sub-Committee:
Mrs Z Stockdale, Research Office, Rutland Building, Loughborough University,
Epinal Way, Loughborough, LE11 3TU. Tel: 01509 222423. Email:
Z.C.Stockdale@lboro.ac.uk
The University also has a policy relating to Research Misconduct and Whistle
Blowing which is available online at
http://www.lboro.ac.uk/admin/committees/ethical/Whistleblowing(2).htm. Please
ensure that this link is included on the Participant Information Sheet.
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Appendix G: Participant information sheetPre-service teachers

Project Title
EXPLORING THE DEVELOPMENT OF TRAINEE PE TEACHERS’
PEDAGOGICAL UNDERSTANDING OF CURRICULUM GYMNASTICS
USING NEW TECHNOLOGY

Pre-service teacher participant Information Sheet
Joanne McVeigh, Loughborough University
Email: j.mcveigh@lboro.ac.uk Contact: 07841922370
Mike Waring, Loughborough University
Email: M.J.Waring@lboro.ac.uk Contact: (01509) 223212
Research purpose and information
The quality of teaching and learning in gymnastics has been consistently
identified as poor by Ofsted and the allocation of time devoted to it is
significantly less compared to that of games. However, many in the profession
still claim that it is a valuable activity given its unique characteristics.
Among the well-studied methods of enhancing teaching and learning has
been information communication technology (ICT) although its use in the
National Curriculum Physical Education (NCPE) is by comparison more
limited. The study reported here addresses this gap in the research and seeks
to explore a new approach to the teaching of curriculum gymnastics by
focusing on the use of new technology. The mode of technology used will take
the form of a web-based application (app), which will be constructed and
developed as part of the research process.
The study will require you to attend a 10-week block of gymnastics at
university which is a compulsory PGCE course requirement. The only
difference will be the presence of the investigator observing
behaviour/interactions/questioning and response to the use of the ‘app’ in
your teaching and learning. Selected students will have their progress tracked
when delivering gymnastics on placement, but this will be informed through
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mentor interviews. The criteria for selection will be based upon the school in
which you are placed at offering gymnastics as part of the curriculum

The main purpose of the research then it to generate a web-based application
(app) that has two functions
1) To help make realistic contributions to existing research in teaching
and learning in gymnastics
2) To contribute to the gap that exists on research into new technology
used specifically to assist with teaching and learning in Physical
Education
Who is doing this research and why?
“This study is part of a Student (Joanne McVeigh) research project supported
by Loughborough University” supervised by Dr. M J Waring.
Are there any exclusion criteria?
All students must be on the PGCE Physical Education course
Once I take part, can I change my mind?
Yes! After you have read this information and asked any questions you may
have in relation to the study you will be asked to complete an Informed
Consent Form. However, if at any time before, during or after the sessions
you wish to withdraw your data from the study please just contact the main
investigator. You can withdraw at any time, for any reason and you will not be
asked to explain your reasons for withdrawing.
Will I be required to attend any sessions and where will these be?
You be required to attend your practical sessions at university as a normal
part of the PGCE course. Mini follow up sessions based on reflections and
questions may be necessary but again these will be integrated into your
PGCE time allocation.
How long will it take?
10-week block of observations, 2 hour sessions: totalling at 20 hours. (Normal
requirement of the course) Mini sessions of 30 minutes for reflections x 2 (1
hour)
What type of clothing should I wear?
Usual expected university kit for practical sessions
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What will I be asked to do?
It is a normal PGCE course requirement to train to teach gymnastics
What personal information will be required from me?
The only data will be the gender and age. Names will remain anonymous in
the data
Are there any risks in participating?
No risk to any of the participants in the study
Will my taking part in this study be kept confidential?
Observations: All data collected in the research diary will be transcribed
electronically and secured with a password only to be accessed by the
investigator (Joanne McVeigh). The data will be retained for a minimum of 5
years. All participants and University will be given false names
What will happen to the results of the study?
Data will be used in student PhD thesis but could also be published in journals
nationally or internationally
I have some more questions who should I contact?
Joanne McVeigh (main investigator) 07841922370/01695657667
j.mcveigh@lboro.ac.uk
What if I am not happy with how the research was conducted?
If you are not happy with how the research was conducted, please contact the
Mrs Zoe Stockdale, the Secretary for the University’s Ethics Approvals
(Human Participants) Sub-Committee:
Mrs Z Stockdale, Research Office, Rutland Building, Loughborough
University, Epinal Way, Loughborough, LE11 3TU. Tel: 01509 222423.
Email: Z.C.Stockdale@lboro.ac.uk
The University also has a policy relating to Research Misconduct and Whistle
Blowing which is available online at
http://www.lboro.ac.uk/admin/committees/ethical/Whistleblowing(2).htm.
Please ensure that this link is included on the Participant Information Sheet.
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Appendix H: Lesson observation- PE pre-service teacher
Edge Hill University Lesson Observation Proforma for Secondary
(To be used in conjunction with the Assessment Criteria Booklet)

Name of Trainee: Dillon Ellison
Programme:
Physical Education PGCE
Observation Focus:

Trainee's Current Targets:

School/College Name:
Professional Practice: 1a 1b 2

Name of Observer and Role:
Joanne McVeigh
Date & Time: 2.12.14 11.10 am

Class / Group Information: Y8 boys

Review of current Targets:

Use of effective questioning
Planning- Lesson set up, mats organised, objectives up and technology set up.
(Effective planning, organisation and use of resources, S4)
Behaviour controlled from the word go. Boys to sit in front of the board.
Targets set out- think it was good that you used phrases such as moving on to fun
activities today-As a role model to the boys it is important that you are enthusiastic
about the session. Some boys talked over you made silly noises during the
objectives. Don’t continue until you have full attention. You seemed to let standards in
behaviour slip from here. Set out the standards you expect at the beginning and
continue to address this.
Buzzwords used and recapped- questions asked about what an aesthetically
pleasing performance is (Use of literacy and questioning). Warm-up used got the
pupils active but needed a louder voice when giving commands compared to your
normal pitch. This would have generated a better urgency to complete the
commands. More emphasis needed on ‘last one’ to perform the task. Good use of
praise and reinforcement of points in the warm-up. (Formative feedback, S6)
Questions used- ‘How do gymnasts sit’ This was a good way to manage the
discipline and it did seem to calm down an excitable group and prepare them for the
task. Think about using such methods to calm them down when you need to stop
activity
Questions- Can you name any rolls? Good to have some questions in case
technology is slow loading up. (S4) I probably would have turned the lights off. Would
have been clearer on the screen. Could have asked the pupils if they knew the
names of those rolls on the videos?
Could have maybe started with a task whereby pupils explore from the offset. This
could have allowed you to baseline assess and build on learning from that point. You
could have also used this to set up the technology.
Good questions used on the teaching points of the two rolls demonstrated on the
video. This also demonstrated a good level of subject knowledge from yourself (S3)
Adequate time given on the task to perform (S4). You move round the room well and
gave some group and individual feedback (S6) Good use of video recording and
really efficient in terms of the time it took to set up. Questions: What did Zak do well?

Prompts:
T&L

o Establishes a secure learning
environment that promotes good
pupil progress and behaviour (S1)
o Builds on, consolidates and
extends pupils’ capabilities, prior
knowledge and understanding
(S2)
o Ensures all learners make
progress that is at least good
(S2)
o Has good subject knowledge (S3)
o Stimulates and maintains pupils’
interest and curiosity (S3)
o Promotes high standards of
literacy, numeracy and
communication (S3)
o Uses questioning and discussion
to promote learning (S4)
o Reflects on learning and
teaching (S4)
o Uses time effectively (S4)
o Is aware of the needs of all
pupils and differentiates
appropriately (S5)
o Is aware of potential barriers to
learning with an understanding
of the needs of all pupils,
including those with SEN, EAL
and those with disabilities (S5)
o Maintains a good relationship
with pupils (S7)
o Manages pupil behaviour
effectively and appropriately
(S7)
o Has clear rules and routines and
high expectations of behaviour
(S7)
o Deploys support staff effectively
(S8)

Planning
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‘Hands up’ (better control of behaviour although it wasn’t reinforced throughout) What
could he improve on? Pupils were able to answer the questions really well as they
had been given a criteria with which to assess from the offset of the lesson. Pupils
seemed to enjoy watching the videos of their own performance (motivator). Would be
good if you had a clicker to operate that. Good that you asked different pupils for
answers.
Two new rolls- teddy and side roll were again displayed through videos on the big
screen again. I think looking at ability levels of the pupils, maybe needed some tips
on how to achieve the teddy bear roll as quality was lacking. It would have been nice
to re-introduce ‘aseptically pleasing’ performance at this point. Demonstration needed
to be assisted with some verbal cues or partner assisted supports. You showed a
video recording of a pupils attempt at the Teddy roll. I would have used this roll to
pick up the common faults. ‘Opposite shoulder to leg raised for rotation etc.’
I would wait for complete silence before starting to talk. (I know you are keen and
possibly don’t want to spend all of your time managing low levels of bad behaviour
but quiet whilst you are taking, and other strategies used will create a much more
positive learning environment) Good use of non-doer to operate the technology.
At the moment it is very formal in terms of delivery. This means that the health and
safety is controlled, and the lesson is organised, but I feel it is hindering the
opportunity for pupils to make decisions and show you what they can do?
Differentiation needs to be attended to. What about the pupils who have already done
the rolls on the videos. How have you challenged them in the lesson?
Sequence work: why are you doing sequence work when we haven’t looked at linking
movements? Don’t forget the end goal doesn’t have to be a sequence or a sequence
can be one or two effective transitions. Pupils need to understand and be involved in
the decisions.

o Plans well-structured lessons
that use time and resources
effectively (S4)
o Sets high expectations (S1)
o Shows good subject knowledge
(S3)
o Plans lessons using reflection on
teaching (S4)
o Promotes interest, motivation
and curiosity (S4)
o Sets learning goals that stretch
and challenge all pupils (S4, S5)
o Differentiates learning
appropriately (S4, S5)
o Is aware of the needs of all
pupils (S5)
o Plans lessons using pupil
assessment data to extend
pupils’ capabilities, knowledge,
skills and understanding (S4, S5,
S6)

Assessment

o Makes accurate and productive
use of assessment and
assessment data to promote
good pupil progress and learning
(S6)
o Guides pupils to reflect on their
progress and their learning
needs (S2)
o Uses assessment of pupils’
capabilities, knowledge and
understanding to plan lessons
(S2, S4)
o Gives pupils regular accurate
feedback following assessment
of their learning (S6)

For me you could have used the technology in the same way but for more advanced
ideas/movement vocab after a period of exploration to further challenge, inspire and
give ideas.
When asking for feedback on the sequences do they know what the assessment
criterion is?
Expectations? Where they high? Could they have been higher? Some very able
pupils in the session…
On the whole, a good lesson that demonstrated an enthusiasm for the activity,
positive relationships with pupils and a good use of technology that was embedded
throughout the lesson to aid pupil learning.

Key Strengths (based on standards):
Planning- Well planned lesson in terms of objectives, organisation and use of
resources (technology centred lesson).
Assessment- Multiple formative assessment techniques used to include peer
assessment, questioning and use of recorded performances flipped onto screen for
whole class evaluation.
Use of technology- Technology centred which assisted you in your subject
knowledge but to the benefit of the pupils. Think about when it is most appropriate to
display the videos to keep the lesson well-paced. Although you were very efficient in
flipping up the videos think about when it is beneficial to bring pupils in.
Questioning- Good use of questioning throughout the lesson. Mostly used to ask
pupils about their knowledge of teaching points and for assessment of skill
development. Through implementation of different teaching styles, you can start to re-
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focus some questions on the process of learning. ‘How and why as opposed to what’

Areas to Develop (based on standards):
Develop behaviour management techniques- You need to come up with some
behaviour management techniques that work for you whilst sustaining a
positive learning environment. Whilst you rightly said, you don’t want to slow
down the learning but if you set out the rules at the beginning and continue to
reinforce the pupils will know what you expect.
Have high expectations- Think about the pedagogical approaches to learning
that allow all pupils to be challenged and inspired within the lesson. Whilst the
command style allowed you to keep control of safety it may have hindered some
of the pupil’s development. Can we mix the teaching styles to keep some
structure but progress all pupils?
Impact of teaching on pupils’/learners’ learning and progress:

Pupils refined their technique through effective formative assessment strategies
Some pupils learned new ways to roll
Agreed New Targets Generic and Subject Specific (linked to standards):
 Behaviour management strategies
 Higher expectations
 Varied teaching styles

Lesson Grade

1

2

Requires
Improvement

Inadequate

If this trainee is judged to be Requires Improvement or Inadequate, please inform the University Visiting Tutor as soon as possible.

Signature of Observer:

Name of Observer 2 (If a joint observation)

J McVeigh
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Appendix I: Focus group 3 with PE pre-service teachers
Concepts from previous data and analysis
Assessment
Gender
Behaviour
Health and safety
Subject knowledge
Pedagogies/teaching strategies
Schedule for questioning
Engagement: What engaged you/disengaged you in the module?
What did you hope to learn/understand from the gymnastics module? How
have you transferred it into teaching?
Technology: Perceptions on using technology in PE/education?
Describe how you felt about the different ways the technology was used in
your PGCE module? Discuss/reflect upon the conflicting pedagogies using
technology? How have you transferred knowledge into teaching?
Teaching: How would you use it if at all in your teaching of gymnastics?
How have you used it, if at all? What has influenced/affects the way you use it
in gymnastics? Why have you used it in that way?
Health and safety: What are your major concerns with health and safety? In
what ways do you aim to control it? How important is control in a gymnastics
lesson? What allows you to feel in control?
Behaviour: Describe how you think the technology influences pupil
behaviour? What are the expectations in terms of behaviour? Describe how
you aim to control behaviour? Behaviour and technology
Pressure: How would you describe a good gymnastics lesson? What other
pressures do you face as a trainee? How important are these factors? How do
they influence delivery? How would you expect pupils to progress? Physical
performance? Describe what contributes to an outstanding lesson in
gymnastics? Assessment? Accountability?
Control: What makes you feel in control in a gymnastics lesson?
When do you feel confident in your delivery of PE? How does this affect
delivery?
Gender: What has contributed to this negative stereotype regarding males
and gymnastics? Constructions of gender in PE/experiences/attitudes
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Appendix J: Interview three schedule with PE pre-service teacher

(Dillon- 16th Jan 2015)

Points from previous interview
 I think that my teaching approaches change particularly with ones that I
feel more comfortable with
 I’d like to think that I had really good subject knowledge in some sports
and am more able to kind of let the lesson go.
 If I do go off on a tangent, I can quickly rein it back in whereas with
other sports I like to have control of it and if it does go off, I can quickly
control it
 From the previous week I had underestimated that they wouldn’t know
any of that already
 I felt like maybe in the previous lesson my confidence wasn’t great so
that’s why it was the way it was, so these are the rolls I want you to do
 I have realized that safety- we get bogged down on it in gymnastics
 It’s letting the kids go and explore. That’s massive. If it doesn’t work, it
doesn’t work
 The assistant head said try them on the iPads. The only thing we can
do is trial it.
Concepts to discuss
 Distinguishing between good and poor subject knowledge in
gymnastics? Identifying good performances.
 Descriptions of his own subject knowledge constructions and
development in gymnastics? Teaching confidence and development?
PCK development
 Pupil responses.
 Technologies propensity to supports the teaching and learning process
in gymnastics?
 Reflections on placement lesson one and two. Differences, similarities
 Behaviour and expectations in a lesson/department policies
 Reflections/descriptions on how the behaviour of the pupils changed in
the second lesson? What factors were influential in this change?
 Assessment of pupils in KS3? What are the assessment criteria made
up of? How is the GCSE criteria filtered down through the school?
 Describing good progress in gymnastics? Performativity?
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Appendix K: Interview schedule with teacher educator
•
•
•
•
•
•

Teacher educator (influence on student pedagogy)
Pedagogies in gymnastics
Her perspectives on the mobile website
How she actually delivered
How if at all this allowed for technology use
How does this link in with the categories developed so far?

 Aims of the gymnastics module for the pre-service teachers (allows me
to make connections between aims/philosophy and actual pedagogy)
 Rational behind having a stand-alone block of gymnastics for preservice teachers?
 What do you think the pre-service teachers most want out of a
gymnastics module?
Good practice (make links between perceptions and actual practice)
 How would you describe current gymnastics practice in schools?
 How would you describe a good gymnastics lesson? (Don’t want her to
feel I am putting her on the spot, rephrase?)
How did you feel about the introduction of the website this year?
In what ways did the website fit into the sessions? (or not so…?)
How would you describe the websites usefulness to trainees?
Describe ways in which you could see it being used in practice by
trainees?
 How could you see qualified teachers using it?
 How if at all would you use it? (Not sure how to word this as I don’t
want to make her think that she has to use it)






 Describe how you currently use technology in PE? Effect on
delivery/how it ties into the aims. What is considered when using
technology in PE?
Sub concepts?
 Concerns with health and safety? How does this affect delivery?
 Controlling behaviour? To what extent does technology affect
behaviour? Physical activity levels? Assessment of what?
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Appendix L: Nodes
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Appendix M: Rapid progress
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