g |
%{ Routledge

Taylor & Francis Group
PHYSICAL EDUCATION

Al Physical Education and Sport Pedagogy

13 Routiedge
R fottkdse

ISSN: (Print) (Online) Journal homepage: https://www.tandfonline.com/loi/cpes20

Risk and safety management in physical
education: teachers’ knowledge

Lise Porsanger

To cite this article: Lise Porsanger (2021): Risk and safety management in physical
education: teachers’ knowledge, Physical Education and Sport Pedagogy, DOI:
10.1080/17408989.2021.1934663

To link to this article: https://doi.org/10.1080/17408989.2021.1934663

© 2021 The Author(s). Published by Informa
UK Limited, trading as Taylor & Francis
Group

@ Published online: 01 Jun 2021.

N
[:I/ Submit your article to this journal &

||I| Article views: 1355

A
& View related articles &'

@ View Crossmark data (&'

CrossMark

Full Terms & Conditions of access and use can be found at
https://www.tandfonline.com/action/journallnformation?journalCode=cpes20



Routledge

Taylor & Francis Group

8 OPEN ACCESS

Risk and safety management in physical education: teachers’
knowledge

PHYSICAL EDUCATION AND SPORT PEDAGOGY
https://doi.org/10.1080/17408989.2021.1934663

3903110y

Lise Porsanger

Department of Teacher Education, Norwegian University of Science and Technology, Trondheim, Norway

ABSTRACT ARTICLE HISTORY

Background: In school-based physical education (PE) programs, teachers'’ Received 4 January 2021

task to identify, assess, manage and communicate risk and safety and Accepted 29 April 2021

balance these with other pedagogical concerns is complex. Teachers’

knowledge is essential in generating quality PE and their specialized . .
. . . - teacher knowledge; physical

knowledge of risk and safety management (RSM) is crucial for creating education; continuous

safe learning environments and educative opportunities for students. professional development;

However, studies of teachers’ RSM knowledge seem scarce and risk; working conditions

particularly studies including teachers’ perspectives.

Purpose: The purpose of this study is to explore how teachers develop

their RSM knowledge for PE programs.

Methods: To gain data on teachers’ perspectives on RSM semistructured

in-depth interviews were used to generate data. The study involves 17

primary and lower secondary PE teachers from Norway. To emphasize

the participants’ voices for empirical sensitivity In-vivo and focused

coding were employed in the analysis. These codes comprised a further

basis for the generation of categories representing core meaning in the

material.

Findings: The results of this study suggest that teachers’ institutional

arrangements provide teachers with limited formal RSM training. In PE

teacher education (PETE) the preparations of pre-service teachers for

the use of RSM approaches might be restricted to selected physical

activities according to these teachers. Moreover, due to a lack of

resources and training in the teachers’ in-service period they seem

compelled to develop an individual approach to and knowledge

dimension for RSM. The attention teachers give to RSM in PE is

consequently widely differing. As their RSM knowledge is individualized

and privatized, personal preferences and experiences from teaching are

central in developing teachers’ RSM knowledge. In this environment

however, accountability, close calls and accidents might have a critical

function for teachers’ conscious development of RSM knowledge.

Conclusions: PE teachers’ RSM knowledge development is embedded

within an institutional environment where teaching experience is vital.

Teachers’” RSM knowledge may become tacit and bespoke to the

teachings of PE with extensive experience. According to the results

presented here, beginner teachers might be in a vulnerable position;

lacking formal training and teaching experience to deal with risk and

safety concerns in PE programs. This study therefore suggests a need

for strengthening and widening RSM training in PETE programs for

developing and expanding pre-service teachers’ RSM knowledge.
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2 L. PORSANGER

Although RSM may be a continuous developmental and learning process,
in-service PE teachers also seem to a large extent to be left on their own. It
seems therefore equally necessary to support teachers’ continuous
professional development and allocating distinct resources for
developing teachers’ RSM knowledge in generating quality PE programs.

Introduction

Education policy actors and educational research emphasize the importance of a competent and
qualified teaching profession and the necessity of increasing the quality of teaching (European
Commission 2015a, 2015b; Gore et al. 2017). In a discussion about quality teaching in school phys-
ical education (PE), the complexity and situational character of the program were emphasized
(Dyson 2014). In PE, which is characterized by varied and vigorous physical activities, there is
always a risk of accidents and physical injuries to students. Teachers’ task to identify, assess, manage
and communicate risk and safety in PE, framed as risk and safety management (RSM), is a balan-
cing act of multiple concerns. Teachers’ RSM knowledge will therefore have an immense influence
on students’ safety and educative opportunities.

Previous PE research and pedagogical literature on RSM seem to reflect the position of regu-
lation and accountability and the topics center around; the use of teaching standards and guidelines
(Severs, Whitlam, and Woodhouse 2003; Rothe 2009); negligence cases and teachers’
potentially failed supervision, instruction or other malpractice (Murphy and Beh 2014; Sawyer
and Gimbert 2014; Gimbert and Sawyer 2015); and the practical implications of liability and negli-
gence (McCoy, Esslinger, and Baghurst 2017). For teachers, this might induce risk-aversion (Young
2007; Park 2018).

Investigations into how teachers develop their RSM knowledge seem imperative, and the role of
physical education teacher education (PETE) in preparing preservice teachers to teach is highlighted
in PE research (MacPhail, Tannehill, and Karp 2013). However, how PETE programs incorporate
RSM does not seem to have gathered particular attention. Adding to this dilemma, in some countries
PETE is noncompulsory for teaching PE and in England for example, PE lessons in initial teacher
training have been limited (Harris, Cale, and Musson 2012). As a result, the induction phase
might be more important for teachers without PETE experience. Thus, early career support is essen-
tial for beginner teachers in their transition to becoming experienced teachers (European Commis-
sion 2015a). In some countries on the other hand, there are no compulsory induction systems for
teachers, and the percentage of teachers that have been involved in formal induction systems varies
(European Commission 2015b, 45). In the US, induction programs that cater to and support the
specific needs of beginner teachers, such as classroom management, are advocated (Cardina and
James 2018). How RSM in PE is addressed in this phase of beginning teachers’ careers is uncertain.

As important as these programs may be for beginner teachers, continuous education and lifelong
learning seem to be necessary for teachers in order to manage the complexity of teaching and to
improve the quality of the teaching profession (European Commission 2015b; Price and Weatherby
2018). Continuous professional development (CPD) is central to improving practice and stimulat-
ing professional growth for experienced teachers (European Commission 2015a, 24). On that note,
CPD is often divided into formal, nonformal and informal approaches or modes of learning (Euro-
pean Commission 2015a, 29; Tynjdld and Heikkinen 2011). However, the combination of these
approaches seems to enhance both experienced and beginner teachers’ knowledge (European Com-
mission 2010; Whipp, Tan, and Yeo 2007). Primarily, teachers’ physical education CPD (PE-CPD)
has been shown to strengthen students’ learning (Elliot and Campbell 2015). What makes an effec-
tive PE-CPD programs has also been identified, albeit teacher agency (Armour et al. 2015), and the
importance of collaborative professional learning on PE-CPD (Morgan et al. 2018), have been
accentuated more recently. Thus, this literature implies that RSM should be a continuous
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educational and learning process for teachers and that varied approaches are beneficial for their
professional development.

Additionally, CPD may be considered in three dimensions: personal, professional and social
(European Commission 2010). To foster teachers’ professional knowledge, Schechter (2012)
suggests collective learning from successful teaching practices in schools. Thus, knowledge can
be shared in a collegial environment. However, collegial cooperation and learning seem scarce
among teachers in international studies (Price and Weatherby 2018, 126). How RSM is included
in collegiate and professional learning for PE is also uncertain.

Thus, teachers’ working environment and conditions influence their opportunities to learn in
some respects. However, PE seems to be a low-status and marginalized school program (Gaudreault
et al. 2018; Richards et al. 2018). A lack of resources such as teaching load and limited budgets
restrict PE-CPD opportunities for teachers (Turner et al. 2017). In addition, PE might be positioned
within an environment where teaching already has a low status, such as in Norway, for example
(Christophersen, Elstad, and Turmo 2011). Consequently, the marginalization of PE emphasizes
the importance of professional learning communities (Beddoes, Prusak, and Hall 2014).

Moreover, to what extent and in which areas of RSM teachers experience autonomy and
what influence that may have on their knowledge are relevant questions in this aspect. Accord-
ing to teachers, trust is a key factor in their experience of being valued in society (Price and
Weatherby 2018) and is essential for teachers’ professional learning (Melville and Hardy
2018). In the PE literature, autonomy seems to be a contributing factor to whether teachers
stay in the profession (Whipp and Salin 2018). How trust influences teachers’ RSM knowledge,
however, seems to be yet another gap in PE research. On the opposite side, trust issues and
accountability structures have also reduced or made changes to teacher autonomy (Guerriero
and Deligiannidi 2017, 25). Rules and regulations have been connected to the reduction of per-
ceived autonomy among PE teachers as well (Macdonald and Kirk 1996). It seems therefore
important that education policy actors, teacher educators and teachers’ working environments
support the development of PE teachers’ RSM knowledge. Given this background and the criti-
cal gaps in research on teachers’ RSM, this article therefore aims to explore how teachers
develop their RSM knowledge.

Two theoretical perspectives that might be useful to understand teachers’ RSM knowledge, tacit
knowledge (Polanyi 1983) and knowledge-in-action (Schon 1983/1995, 1995), are presented in the
next section.

RSM as tacit knowledge and knowledge-in-action

The experience of teachers in professional development and knowledge is given weight to accent-
uate the educative experience of teaching (Dewey 1916/1951). This approach incorporates a subjec-
tive dimension and recognizes teachers as social and active agents in the construction of knowledge.
Through their profession, teachers have, in theory, a mandate and special education and knowledge
to perform their task (Freidson 2001). In PE, that task includes ensuring students’ safety. However,
teachers’ knowledge is complex and seems to have a mixture of forms and functions between the
objective and the subjective or the tacit and the explicit and operating on a continuum (Guerriero
2017; Révai and Guerriero 2017). Although the connections among experience, perception and
reflection in teachers’ knowledge are debated (Hostetler 2016), and some position the reflective tea-
cher in a discourse of the good teacher (Perryman et al. 2017), the theoretical perspectives on
knowledge that are presented here may add to what is formally acquired, anchored in systematic
scientific research, or characterized by rational and technical ideas (Schon 1983/1995, 30, 1995, 33).

The concept of tacit knowledge derives from the works of Polanyi (1983). The tacit here rep-
resents the unspoken or what may be implicit in teachers’ RSM and is in contrast to the explicit,
i.e. what teachers may be able to abstract and explain. Primarily, because the construction of
tacit knowledge is personal and situational, it is often difficult to communicate. Note that all
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knowledge may be viewed as on a continuum; tacit knowledge incorporates both theoretical and
practical aspects that are fused in the concept of knowing (Polanyi 1983). Here, tacit knowing
may contribute to explaining teachers’ communication and vocabulary on RSM; they may be
doing more than they can express in words, as knowing is embodied by the practitioner teacher.

Two aspects of the development of tacit knowing are highlighted. First, tacit knowing is
acquired with training and experience. An in-service teacher with several years of teaching may
develop RSM as a tacit type of knowing that is mostly practical, takes place in the moment,
and might be observable in movements, for example. Teachers might therefore be ‘unable to
describe the knowing which [their] action reveals’ (Schon 1983/1995, 54). However, there is a
possibility to transcend or develop the tacit knowing of experts into words through reflection,
visualization and communication (Nyberg and Larsson 2014). To explain this process, in which
reflection has a prominent position, this article draws on some of Schon’s (1983/1995, 1995) the-
ory on knowledge-in-action (knowing-in-action). Thus, it connects to Polanyi’s (1983) concept of
knowing, as it is mainly tacit and applied through action. However, reflection is key here in tea-
chers’ learning and developmental processes. Changes in teachers’ knowing-in-action may be
induced by momentary incidents or events that do not fit with their current knowing. Thus,
the situation requires attention and awareness, and consequently, reflection-in-action (Schon
1983/1995, 56). For teachers’ RSM in PE this may come about as instantaneous assessments of
an ongoing situation gearing towards solving immediate issues for example. When a teacher
reflects on action, that is, after an incident for example, the conscious and attentive character
of the reflection might promote what is to become their new and more explicit type of knowing.
Nyberg (2014), for example, suggests that experienced pole vaulters were able to express their
knowing with training and practice. Thus, reflective and verbal training may enable the tacit
dimension of teachers’ RSM to be expressed. Here, it might explain the transitions of the tacit
into the more explicit types of RSM. However, reflection is also a socially situated practice
(Ovens and Tinning 2009) and the institutional context of these teachers might influence the
what, the how and the when of reflection. In meaning that the topics that become relevant for
reflection, opportunities for or when reflection is possible, and the characteristics of the situation
might inflict on how the reflection unfolds for teachers.

Given these points, the materials and methods of the study are presented next.

Materials and methods
Participants

The participants in this study consisted of 17 primary and lower secondary school teachers from
three different counties in Norway. The participants were teaching PE in the fall of 2019 at public
primary or lower secondary schools in Norway and had a minimum of 1 year of experience in
teaching PE. Table 1 provides an overview of the participants’ characteristics.

Data generation

The data for this article were generated from semistructured in-depth interviews (Gibson 2010) and
the results depend on the conversations between the participants and the researcher (Hobson and
Townsend 2010). The interviews were conducted over a five-week period with the support of an
interview guide to allow for open questions, but the categories were predefined by the researcher.
The participants’ background, experiences, opinions and practice were topics in the conversations,
however, an open position with an analytical approach were combined to allow the discovery of
unexpected information and information that was perhaps different from the researcher’s assump-
tions. In some cases, the conversations led to what are described as ‘jolts of awareness’ that opened
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Table 1. Participants’ characteristics.

N %

17 100
School level
Primary 5 294
Primary and lower secondary 1 5.8
Lower secondary 1" 64.7
Gender
Male 1 64.7
Female 6 353
Age
20-29 1 5.8
30-39 4 235
40-49 6 353
50-59 5 294
60-69 1 5.8
PETE or equivalent ECT (credits)
0 2 1.7
1-15 1 5.8
16-30 1 5.8
31-45 0
46-60 6 353
61+ 7 41.1
Years of PE experience
1-5 1 5.8
6-10 3 17.6
11-15 4 235
16-20 3 17.6
21+ 6 353

avenues to other topics (Charmaz 2015, 1615). The data from each interview were transcribed ver-
batim by the researcher.

Ethical considerations

The study was approved by the Norwegian Centre for Research Data before any data was produced.
The teachers were informed of the project via the local school management who functioned as
door-openers (Lindsay 2010). Information was forwarded to their professional email address
with information about the research, how a potential conversation would occur, what they
would be consenting to and what consequences participation in an interview might have. Those
who wished to participate reached out to the researcher by mail or via their local school manage-
ment, and the date and time were agreed upon by the participants. Of the interviews one was con-
ducted at the researcher’s university and the remaining 16 were conducted on their work premises.
Before each interview, the participants were again asked whether they participated voluntarily and
were informed of the interview process. A consent form was signed if they agreed to participate.
Their approval to use a recorder for audio taping was secured. In transcribing the conversations,
the researcher deidentified the material by removing directly identifiable data, e.g. name, age,
and sufficient additional data, such as the name of the teachers” workplace.

Data analysis

The analysis was inspired by grounded theory to emphasize participant voice and empirical sensi-
tivity (Saldafia 2016, 106). Data were analyzed using NVivo 12 and coded In vivo line-by-line
(Charmaz 2015, 1616). The codes from the first analytical phase were compared against the full
data and investigated for patterns. In a second cycle of coding including of focused coding, the
most significant codes were pulled out to construct initial categories (Saldana 2016, 240). The
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following analytical phase comprised of memo writing, interpretation, writing of short drafts and
checking the categories against the full data to secure that they were grounded in the data. The
analysis generated three related categories of how teachers develop their RSM knowledge: formal
training, experience from teaching and triggers of attention. The excerpts from raw data that are pre-
sented in the results were selected because they are representative of the categories. The excerpts
were translated from Norwegian into English by the researcher and excerpt codes are based on
Interview Person and the participants’ number (e.g. IP4).

Results

Through formal training teachers seem to gain selective RSM knowledge. Still, teachers seem to gain
crucial experience from teaching where particular triggers of attention have a critical function for tea-
chers to develop their RSM knowledge.

Formal training and selective RSM knowledge

RSM is not portrayed as a central pedagogical, didactical or curricular theme in generalist teacher
education or in PETE according to the teachers in this study. An impression is that they did not
learn much about it and a participant could not recollect if RSM or risk were subjects in PETE
at all. There are multiple educational pathways to teach PE in Norway and this seems to be reflected
in the participants’ RSM training. RSM have been a recurring sport-specific topic and approach for
some of the participants with education geared towards sports. In PETE however, RSM training
seems to be an exception to the normal and mainly related to selected sports that might be taught
in PE, such as spotting gymnastics. As a result, RSM training in PETE might not cover the teaching
of games and play for example. The participants reflect upon the focus on RSM in gymnastics in
contrast to their risk experience from teaching PE, because

most injuries happen in the PE hall with a ball, ... but that is based on experience, what may happen to the
head [and] neck when you are hit by a moving ball (IP6).

With that background, an investigation of the participants’ working conditions and their opportu-
nities for developing RSM knowledge seem pertinent. Primary, the participants claim that a lack of
PE allocated resources in primary and lower secondary education is a reason for their failure to for-
mally prepare RSM measures for PE classes. Teachers’ teaching loads are specifically brought up as
something that might affect their RSM practice in teaching.

The classes would have been better if I only had more time, and then it is the assessments, how often we are
supposed to have those, shorter teaching hours come at a cost of the information that is given [...] to the stu-
dents, thinking about potential dangers and injuries, ..., it is stressful, the experience of running from one
class to another, subject transitions without recess, bringing cellular phones ... (IP6).

In combination with the inherent risk in the program, the lack of resources seems to influence what
teachers perceive as feasible and therefore has real-life consequences for students’ opportunities.

I know what is dangerous and not. What you can do and do not, and when [there] should be two [teachers].
You cannot use a vault and similar because there must be two [teachers]. You cannot let 25 students stand in
line. Because PE ... has not been prioritized. Due to new requirements in reading and writing and mathemat-
ics, PE is left in the background (IP2).

There is an extensive list of factors that comprise what the participants claim to be these resources,
such as equipment and facilities, opportunities for collegiate collaboration, teaching load and time,
personnel in terms of student-teacher ratio and opportunities for PE-CPD which seem to restrict
teachers’ opportunities to develop their RSM knowledge. Consequently, the data suggests that lim-
ited resources restrict both teachers’ RSM practice and their development of RSM knowledge.
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There are indications that the status of PE gives rise to, or contributes to, these teachers’ experi-
ences. There seems to be a preference towards other subject disciplines in these schools, and atten-
tion is mostly given to other subject disciplines that are of more importance in their school
communities. When there are opportunities for collaboration, academic subjects such as math,
Norwegian and English are prioritized. The designated times for teacher cooperation seem to mar-
ginalize the PE program, leaving no time to facilitate or discuss RSM. The status of PE might restrict
PE teachers opportunities to develop RSM knowledge through partaking in professional learning
communities. Some also experience it as a contributing factor to the lack of a professional platform
in PE because

we never have time for that; when there is subject discipline cooperation, I cannot remember the last time, it
was about 15 years ago we had a PE meeting with all the year levels (IP15).

As a result, there seem to be limited opportunities for PE-CPD, especially in comparison with other
school programs. Albeit there are not any sport-specific licensing requirements for teaching phys-
ical activities or sports in PE in Norway, some had taken courses to be ‘licensed’ to teach selected
sports, such as indoor climbing and swimming, in addition to courses geared towards outdoor
water competence. There are indications that teachers either do not feel competent to teach the
technical aspects of certain activities and acquire this by taking courses, or get ‘licensed’ to gain
proof of competence. In some situations, however, licensing requirements are set forth by school
owner and or related to the use of facilities. Moreover, all the teachers noted that they had attended
first aid and CPR courses during their in-service period. However, participation in any PE-CPD
designated specifically towards RSM seems scarce.

As can be seen from the limitations of formal training or opportunities for collegiate and professional
learning presented here, teaching experience is crucial for developing teachers’ RSM knowledge.

Experience from teaching and personal RSM knowledge

RSM is portrayed by the participants as an ongoing and active process where experience from prac-
tice accumulates and adds into a personal knowledge schema.

I have learned a lot during the years of my career; with safety, there are things that you might not have thought
of, and it might not have been clarified in my education ... new things constantly emerge and add up to all the
things I need to be aware of. [...]It has been a lifelong process, ... working as a PE teacher and constantly
building upon and adding new things, experience; [I] found out quickly that it was better to use the thin sec-
tion of the bench for rhythm and dance and the wide section towards the floor because then it will not tip over,
small details that you pick up as you go (IP15).

Although the participants found it difficult to describe their RSM knowledge, they talked about
embodying experiences, signals, position and gaze. Thus, with time, RSM seems to develop into
a form of tacit knowledge. Experience from sports may also enable a form of bodily knowledge
that is described as important for teachers to assess risk cues in the program.

I think it would be challenging to have PE if you are not used to using your body, and being outside, not
being used to sports either if you have been a gamer all your life [...] yes, I believe so because you know the
mechanisms [or] do not know the mechanisms, what might go wrong and what the warning signs are
(IP14).

How teachers describe and defend their RSM practice is also important because the material is
characterized by a highly personal and, to some extent, private logic.

There might be teachers that allow the students to jump on a vault, the older students, without having an adult
to watch. It is very dependent on the person. It is not a joint thing (IP2).

Moreover, the participants defend and justify their approach as being part of their character or
personality.
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I am a kind of teacher who would like to be in control. I start my classes with control. It is probably the kind of
personIam ... and in my experience we are a bit different. Some [teachers] might continue talking while there
is still chatting [among the students], I have never allowed it (IP6).

Parenthood is also mentioned as a criterion for teachers’ RSM knowledge.

I have [number] children so it is about transmitting the parental concern to the students we have at school,
because you know it is tough, some injuries might be life-threatening (IP6).

In situations where teachers’ RSM is individualized and privatized and lacking a professional plat-
form and community for RSM development, what teachers allow or believe is appropriate in their
PE classes might vary. The extent of caution is debated, and a participant’s

impression is that some are terribly cautious [and] a bit overly worried about this, and then you have others
who do not really understand that there is something to worry about (IP15).

There are however some incidents which seem to contribute to the conscious and professional
development of RSM knowledge.

Triggers of attention and conscious development of RSM knowledge

Albeit trust and autonomy might provide discretional space in this environment, teachers need to
develop an individual platform and approach to RSM. As a result, teachers’ attention to RSM in PE
also varies. The teachers’ reports are mixed and bear on a continuum between not being explicitly
attentive to RSM in PE, to an awareness that some describe as a conscious element that may not be
verbalized, to the other end of the spectrum of full attention or worry. Consequently, RSM might
not be something teachers are particularly conscious about.

When I saw what this was about, I have to say, must be honest that it is not something I have given much
thought. What shall I say, the only [time] I am conscious [of it] is when we are having gymnastics, then I
think about it a bit, but, what shall I say, no, I just have to be honest that it is not something I am particularly
preoccupied with (IP14).

Then again, not paying attention to RSM was also expressed as a dilemma in case of an injury.

Just imagine if something severe happened, and I had not been more conscious of things that could happen ...
that I had a student that was paralyzed or something, I would have to live with that for the rest of my life; I
would have bitterly regretted that I was not more committed to preventing something like that from happen-
ing (IP16).

On the other hand, it might also be of great concern.

You think of it more or less all the time. When you are with students you do your assessments. Everything
from when we are to move from an area, where it is possible to cross the road, to the activity you are
about to do (IP4).

Despite individual divides among the teachers, there seem to be two common lines of concern that
generate change, attention to RSM, and development of professional RSM knowledge: accountabil-
ity and injuries to students.

There are indications that the regulatory system with increased regulation and accountability has
gained status in the field, which some refer to as American conditions. The participants that feel
they must be careful and alert as teachers today might make alterations to their teaching. In contrast
to excursions conducted in the past, a participant admits that

we had not done it like that today, but we did it twenty years ago. There is more focus on safety in schools, and
maybe requirements from parents, ..., so we have become more careful (IP5).

With accountability RSM might become a concern in PE, and, be one of the reasons behind some
teachers’ expressed attention to RSM. This concept also came forward in relation to being held per-
sonally accountable for incidents in PE classes.
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There is a colleague here that dreads a lot of things, because it has become, it is not the talk of the school [anymore],
but you as a PE teacher, it is clear, the episode shows with total clarity what consequences it might have (IP15).

The responsibilities of teaching PE safely might evolve into a personal worry for teachers. Some par-
ticipants who express concerns knew of teachers who had been sanctioned for injuries to students.
An incident with a negligence verdict by the Norwegian Supreme Court was brought up as an
example.

It went all the way up to the top and concluded that the teacher [was negligent], it was a wakeup call regarding
the legal accountability that lies in [PE], ... you will be legally crucified if something happens, even if you are
not in control of it (IP15).

Moreover, there are also strong indications that unanticipated accidents or close calls induce
changes to teachers’ RSM knowledge.

These changes might not be obvious or occur at a conscious and manifest level. When students
are injured, on the other hand, it seems to create a stronger foundation for explicit and conscious
development of RSM knowledge.

I have probably done a lot of [changes], but never thought of it. It is always dependent on what student group
you have, how to facilitate. Like gymnastics, you experience, in particular when something happens, it is ter-
rible to say so, but if something happens, you really learn from it and realize that you probably have to make a
change. An injury might have to happen before you do, maybe not to a large extent, but you try to learn from
your experiences from every PE class and try to facilitate in order to make it better, and safer (IP17).

Close calls and accidents support some sharing among peers and an initial step towards professional
knowledge development. Talking about a recent incident, a teacher reflected on his misjudgment
and explained that if

something happens you must make an evaluation by yourself and with your colleagues, to prevent it from
happening again (IP10).

Even participants who claim that they are not especially attentive to RSM, portray incidents as
learning cases.

It is not like we bring it up unless something happens, or, when there are 15 [students] in swimming, we need
to bring one more [teacher/assistant], because I have heard about such requirements, or it has been [brought
up] when equipment might fall [from somewhere it is attached] (IP5).

Thus, these crucial experiences seem to drive teachers’ professional development of RSM knowl-
edge in PE. However, this development seems to rely on collegial coffee breaks and peer gatherings.

Discussion

These teachers’ accounts of being trusted seem to acknowledge the teacher experience in developing
RSM knowledge and teacher autonomy is central in improving teacher quality (Guerriero and Deli-
giannidi 2017). Trust in teachers’ work might foster a type of RSM knowledge that is customized to
the complex and situational character of PE programs. This knowledge of an experienced eye for
noting cues, the creation of mental schema, and embodied knowledge of danger mechanisms.
On the other hand, autonomy in combination with limited RSM training in PETE and the working
conditions for CPD presented here, seem to modify or restrict teachers’ opportunities to develop
their professional RSM knowledge. These results might also be characteristic of a situation where
teachers might be unaware of risks in their teaching practice or of the possible measures and societal
expectations for RSM. Thus, these conditions might also be a form of control that make teachers
accountable for possible deficits of their educational system.

Status is one explanation; the results suggests that teaching PE has a marginalized position
within primary and lower secondary education in Norway which seem critical for PE teachers’
RSM knowledge. Clearly, there are some dilemmas that unfold in this landscape as the lack of
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resources requires teachers to construct their RSM knowledge mostly from personal experience.
Their explanations suggest that it is characterized by knowing-in-action and is dominantly tacit
and nonverbal (Polanyi 1983; Schén 1983/1995). In this light, teachers might be in a position
where they are not able to communicate RSM knowledge with stakeholders. It may become proble-
matic if expectations to RSM require forms or types of knowledge other than the teachers’ tacit
knowing. The institutional context of these participants does not necessarily provide them with
the reflective structures that enable a transition from tacit to intentional learning. Without enabling
reflective structures, they seem to construct approaches according to their individual preferences,
experiences and associations, potentially creating varied standards of safety that have direct conse-
quences for students in PE. These conditions may not create trust in teachers’ specialized knowl-
edge (Freidson 2001).

Professional collegial support seems crucial in developing professional knowledge, which most
likely apply to RSM as well. However, the results suggest that teachers must ‘reinvent the wheel’ in
terms of RSM in PE as their in-service phase does not seem to offer knowledge accumulated from
peers’ experiences. As an example, the participants seem to lack the space for collegial collaboration
on PE and RSM. Notably, informal learning is proposed as an important contributor to teachers’ pro-
fessional development (Tynjdld and Heikkinen 2011), and other forms of CPD are also supported asa
more current trend in CPD (European Commission 2015b, 12). Whether stakeholders perceive this
as a suitable approach for developing RSM knowledge remains uncertain.

Adding to the critical aspect is the reflection-on-action process that is induced by close calls,
accidents and injuries to students. It might be that RSM is an area where teachers’ collective and
professional learning comes from unsuccessful teaching practices rather than from successful prac-
tices (Schechter 2012). Thus, it incorporates the sharing of incidents with colleagues and perhaps
incremental steps towards professional knowledge. However, when student injuries and close
calls are the triggers of reflection-on-action, both by individual teachers and to bring the topic
into a professional or collegial context, it might have severe consequences for both students and
teachers alike. Hence, this might be the reason that the regulatory environment seems to put a strain
on some of the participants. Whether teachers want the responsibility that comes with trust is
uncertain. Those who have not experienced external demands or sanctions seem to focus less on
RSM and the regulatory environment. However, accountability may in time become a threat to
all teachers, as the interview responses seem to describe the making of the unprofessional teacher
with regards to RSM and to make them accountable for accidents as well. Moreover, if accidental
incidents are lacking in a teacher’s experience, their RSM schema may remain tacit and in a state of
knowing-in-action. A key issue here for physical educators and policy makers is how to support the
transition from teachers’ knowing-in-action to knowing-on-action without relying on close calls
and accidents. Providing teachers with CPD opportunities is clearly one avenue to pursue for school
owners and policy makers.

Another issue relates to limited RSM training in PETE and the transition from preservice into in-
service teaching. This study suggests that beginner teachers are not being offered apprenticeships
from more experienced teachers and consequently, do not have access to accumulated and tacit
knowledge about RSM. This is not in line with recommendations from education policy institutions
and research. Thus, they may not have experiential knowledge and might put their students and
even themselves at higher risk. This finding seems even more critical as beginner teachers must
take on the same responsibilities as experienced teachers (Tynjilda and Heikkinen 2011). The results
therefore accentuate the importance of accumulated knowledge about RSM and how to make it
available to preservice and novice teachers.

Conclusions

The results in this article develop into a theme for education policy makers, PETE and schools as
teachers’ institutional environment. PETE seem to give teachers a limited background in RSM, and
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their working conditions seem to restrict the development of professional knowledge of RSM for
PE. Teachers are thus required to construct their RSM knowledge based on their personal experi-
ence in PE. Consequently, their attention to RSM in PE differs. However, in this environment,
accountability, close calls and injuries to students seem to be among the factors that induce con-
scious development, professional collaboration and explicit knowledge acquisition.

The central message in this article is as follows: increased support is required to develop teachers’
knowledge into a framework within which RSM judgments are made. However, teachers’ RSM
knowledge must be valued in their environment in order to be considered legitimate. It is therefore
paramount that policy makers do not see this as an opportunity to implement further regulations as
less autonomy does not support teachers in making the complex and intricate judgments that are
necessary in PE.

There are several pathways for further research that emerge from the results and limitations to
this study. First, studies that use larger or other types of samples, seem pertinent to address and
analyze whether they apply in larger populations of teachers. Studies that specifically target begin-
ner teachers are also highly relevant. In addition, observations of teachers’ RSM practices to inves-
tigate the tacit and embodied dimensions of teachers’ RSM knowledge may provide new and
valuable insights in order to integrate RSM teaching into teacher education and into PE-CPD.
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