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Abstract  

This thesis is concerned with exploring changes in the organization of 

Swedish PE, seeking to understand why certain aspects of the subject 

undergo alterations while others remain relatively stable. Central to this 
exploration is grasping the ends outlined for PE and the means employed 

to attain them. The ongoing debate surrounding the need for change in PE 

has placed the subject in a vulnerable position, susceptible to influence 
from various interest groups, and more likely to change according to their 

demands. Despite existing research focusing on various aspects of change 

within the subject, there remains a gap in knowledge concerning how 
underlying ideas regarding the purpose and realization of PE are 

incorporated into its means and ends. Therefore, this thesis aims to 

understand how shared ideas of appropriate practices in PE contribute to 
altered or retained organizational principles, with potential consequences 

for how education is realized. Employing institutional theory, the first 

research question examines how the research field of PE shapes 
legitimacy in practice, by identifying 15 dominant research topics. The 

second research question seeks to understand PE teachers’ actions within 

a broader societal context. This exploration demonstrates how four 
institutional logics guide PE teachers’ decision-making processes. In 

relation to the third research question, an institutional work perspective 

sheds light on processes driving certain actions towards change. Through 
interviews with school leaders, the results highlight four types of 

institutional work employed as they navigate government-initiated policy. 

The fourth and final research question delves into how PE teachers 
navigate the diverse institutional pressures affecting both symbolic and 

material conditions for implementing change. Employing an institutional 

logics perspective, the findings show that PE teachers respond to the 
various pressures in four different ways. The discussion scrutinizes how 

the actions of organizational members influence institutional structures 

and vice versa, enabling both change and stability within PE.  

Keywords: Physical education, organizational institutionalism, 

institutional logics, institutional work, organizational change, policy 

implementation 
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Introduction 

This thesis is concerned with exploring changes in the organization of 

Swedish physical education1 (PE), seeking to understand why certain 

aspects of the subject undergo alterations while others remain relatively 
stable. A key aspect of this exploration is to understand the specific ends 

outlined for PE, along with the organizational means designed to achieve 

such aims. This is because underlying ideas regarding why PE is a 
compulsory school subject and how it should be realized are inherently 

embedded in the methods employed and the objectives pursued. 

Generally, objectives and methods can be formulated both externally and 

internally.  

Since the introduction of PE into Swedish schools, the subject has been 
charged with external purposes. Given that schools operate under political 

oversight, it is not surprising that school subjects, including PE, carry 

externalized values. Initially, the introduction of the subject into school 
curricula was primarily driven by factors such as political views, military 

purposes, public health ambitions, and sanitation, with recreation also 

having a role in the making of PE into a school subject (Annerstedt, 1991). 
Some even argue that PE would probably never have become a 

compulsory school subject if it was not for the fact that it became a useful 

component in the educational project of moulding individuals into 
citizens during the emergence of nation-states (Tröhler & Westberg, 

2017). From then on, PE has been portrayed as contributing to children’s 

development, schools’ other educational objectives, and to the benefits of 
wider society in general. Such portrayals have covered aspects ranging 

from ambitions to correct poor posture, strengthen self-discipline, and 

develop social skills, to counteracting sedentary behaviour, promoting 
physical and sporting performance, facilitating learning in theoretical 

subjects, and contributing to public health. To fulfil such varying 

ambitions, the subject has undergone various changes in terms of, among 
other things, content, teaching practices, and name (Annerstedt, 1989; 

Lundquist Wanneberg, 2004; Sandahl, 2011).  

This phenomenon is not isolated to the Swedish context. On the contrary, 

numerous educational reforms and curricular revisions aiming to bring 

 
1 The translation of the term for the Swedish school subject is literally Sport and Health, commonly 
referred to as Physical Education and Health. However, for readability and consistency with the 

appended articles, I henceforth consistently refer to the subject as PE. While expressing this, it is 
important to note that this does not imply that I am disregarding the health aspect of Swedish Sport 
and Health. 
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about substantive changes in PE have been launched in most parts of the 

world since the beginning of the 20th century. The underpinnings of such 
changes stem from varying ideas about the character and anticipated 

benefits of the subject. One outcome of this development is that such 

efforts have moved the subject towards other/new external purposes 
(Green, 2008; Kirk, 2010; Sandahl, 2011). Consequently, PE has 

consistently been described as a marginalized subject with weak 

legitimacy in relation to its intrinsic value (Ekberg, 2021; Jess & Gray, 
2017; Tröhler & Westberg, 2017). This has often necessitated repeated 

efforts to re-establish PE’s place as a compulsory school subject. This 

situation, combined with the ever-relevant debate about the need for PE 
to change (Azzarito, 2019; Fitzpatrick, 2019; Kirk, 2010), has put PE in a 

vulnerable position. It has become susceptible to influence from various 

interest groups and has thus been more likely to change according to their 
demands (Green, 2008; Jess & Gray, 2017; Sandahl, 2011). This is 

problematic for both individual and organizational actors involved in PE 

as it creates dilemmas for various groups: for politicians when they are 
charged with the task of creating conditions for education by, for example, 

dimensioning school facilities; for school leaders because it creates 

uncertainties around service deployment; for PE teachers when planning, 
conducting, and assessing teaching; and for students and their guardians 

when trying to decode what is required in terms of school performance. 

Previous research has addressed the ongoing pressure for PE to change 

and has explored the development of PE by focusing, for example, on 

curriculum reforms (Jess & Gray, 2017; Penney & Evans, 2005; Penney & 
Mitchell, 2017), the role and significance of the PE teacher (Alfrey et al., 

2017; Beni et al., 2021; Simmons & MacLean, 2018), subject content 

knowledge (Ekberg, 2021; Green, 2008; Nyberg & Larsson, 2014), 
teaching approaches (Casey, 2017; Green, 2008; Kirk, 2010), and 

assessment practices (Borghouts et al., 2017; Michael et al., 2016; Modell 

& Gerdin, 2022).  

From research on curriculum reforms, we have gained a deeper 

understanding of how, why, and with what consequences curricula have 
evolved over time (Evans & Davies, 2015; Penney & Evans, 2005). 

Exploring this matter has demonstrated, for example, that multiple 

agencies, spanning both the private and public sectors, have been 
influential, either directly or indirectly, in shaping reforms of official 

curriculum texts (Penney & Mitchell, 2017). As a result, the number of 

policies has increased (Houlihan, 2000; Penney & Evans, 2005), and in 
many countries such policies have excessively prioritized a sports and 

performance-based curriculum (Evans, 2014). In Sweden, on the other 
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hand, there has been a noticeable trend towards the academicization of 

PE, characterized by the increased priority given to assessment and 
grading, leading to a greater emphasis on classroom-based lectures. 

Hence, there has been a surge in written assignments, resulting in 

students gaining knowledge about movement, rather than acquiring 

knowledge through movement itself (Quennerstedt, 2019).  

When new demands have been placed on PE, researchers have also taken 
an interest in understanding the role and significance of the PE teacher in 

shaping practice. The significant autonomy, flexibility, and responsibility 

given to PE teachers in curriculum design (Houlihan, 2000; MacLean, 
2018) have sparked considerable interest among researchers, who have 

found that PE teachers exert a significant influence on the actual 

implementation of educational practices (e.g., Alfrey et al., 2017; Beni et 
al., 2021; Simmons & MacLean, 2018). In many cases, PE teachers have 

been shown to see it as their primary objective to promote physical activity 

(Kirk, 2010; Larsson & Nyberg, 2017). Additionally, studies have found 
that students believe that they are expected to demonstrate skills acquired 

from their participation in sporting activities outside a school context 

(Modell & Gerdin, 2022). Despite the general understanding among 
Swedish PE teachers that PE is different from voluntary sport, they 

struggle to articulate what these differences consist of (Larsson, 2016). 

In relation to subject content knowledge, it has been reported that there 

is uncertainty regarding the educational purpose of PE (Green, 2008; Jess 

& Gray, 2017; Larsson & Redelius, 2008). There seems to be a lack of 
consensus about what it means to be educated in the subject, or how to 

best achieve that goal (Green, 2008). In Sweden, this is demonstrated in 

how teaching has changed from consisting of strict exercises and combat 
techniques (Lundquist Wanneberg, 2004) to a smorgasbord of physical 

activities (Larsson & Karlefors, 2015), an approach that is also 

acknowledged internationally (Green, 2008; Kirk, 2010; O’Sullivan, 
2013). Consequently, research has identified teaching approaches that are 

more up to date in delivering subject content knowledge (Casey, 2017), 

along with important considerations for student assessment (Dinan-
Thompson & Penney, 2015). In Sweden, previous studies have highlighted 

a transition from a teacher-centred approach to more student-centred 

methods, which also indicates a shift in ideas about learning (Karlefors & 
Larsson, 2014). Internationally, various model-based practices such as 

curriculum, instructional, and pedagogical models have become more 

prevalent in teaching as well as in discussions about how PE can better 
serve the diverse needs of students (Casey, 2017). In relation to teaching, 

scholars have contested the idea of a single, definitive approach to 
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conceptualizing the subject (Casey, 2017). Moreover, the topic of 

assessment has been identified as an ongoing problem in PE (Dinan-
Thompson & Penney, 2015; Modell & Gerdin, 2022). Assessment 

practices in PE have gained prominence relatively recently, becoming an 

important tool for measuring students’ performances. López-Pastor et al. 
(2013) emphasize that traditional forms of assessment in PE typically 

involve physical fitness tests, but that other forms of assessment have 

emerged encompassing alternative, authentic, formative, and integrated 

assessment.  

As shown by this brief overview, researchers have identified a number of 
external factors that play vital roles in driving change within the subject; 

for example, by showcasing alterations in curricular documents, shifts in 

resource allocation, and changes in teachers’ professional development 
and stakeholder involvement. Simultaneously, research has described the 

subject’s key components (i.e., content, teaching, assessment, and 

grading) as resistant to change (Ekberg, 2016; Green; 2008; López-Pastor 
et al., 2013), consequently positioning PE as a subject that is not suited to 

meeting the diverse needs of today’s students (Azzarito, 2019; Fitzpatrick, 

2019). Putting it simply: PE has on the one hand changed dramatically, 
but on the other hand remained the same. Some aspects of the subject 

seem to be very different when compared with earlier versions, while 

others seem to be more or less unaffected by trends and societal 

developments.  

Researchers who have explored changes in PE have frequently 
concentrated on analysing specific aspects of the subject. These aspects 

have included, for example, teacher behaviour, pedagogical methods, 

teaching practices, gender dynamics, equality, inclusion, diversity, policy, 
curriculum, and student experiences (cf. Casey, 2017; Janemalm et al., 

2020; Penney & Mitchell, 2017; Wilkinson et al., 2021). However, the 

influence of underlying ideas about why PE is a compulsory school subject 
and how it should be reflected in the means and ends of the subject is often 

overlooked. Additionally, there is a notable absence of studies focusing on 

the organization of PE within the field. Given that means and ends are 
fundamental components of organizational structure, adopting an 

organizational perspective can help to bridge this gap.  

Common to most organizational perspectives is the recognition that, 

through socialization, individuals and groups cultivate shared ideas. 

These shared ideas shape notions of appropriate practices, such as 
organizational principles, including organizational structures and 

priorities (e.g., specific teaching approaches). From this perspective, 
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organizations are where shared ideas become stable and observable 

structures (Barley & Tolbert, 1997; DiMaggio & Powell, 1983; Glynn & 
D’Aunno, 2023). Therefore, if we focus on the role of organization, stable 

structures can be perceived as tangible representations of our collective 

ways of thinking. In such an understanding, change in PE encompasses 
more than just alterations in structure and technical activities. Instead, 

this perspective provides tools to investigate transformations in shared 

systems of meaning and understanding, intertwined with structures of 
control. Hence, an organizational perspective is valuable when 

scrutinizing which types of ideas undergo changes and which ones remain 

stable, making it an apt approach for exploring the change/non-change 
paradox and explaining why certain aspects of the subject change while 

others remain stable over time. 

To succeed in this endeavour, in this thesis, I utilize a specific policy 

implementation process as an empirical example to examine the 

potentially changing means and ends of Swedish PE (in compulsory 
school). Taking an ongoing process of change in PE as my point of 

departure offers a valuable opportunity to study organization because it is 

during such processes that new and established ideas are juxtaposed, 
allowing practitioners to reflect upon the foundations of their professional 

practice. This, in turn, facilitates an exploration of organizational aspects 

that are more or less receptive to change. The policy implementation 
process that I have explored consists of an extension of the teaching hours 

for Swedish PE by an additional 100 hours, bringing the total to 600 hours 

during the nine-year compulsory school curriculum (Regeringsbeslut 
U2014/5377/S).  Through this research, this thesis demonstrates how the 

interplay between the actions of organizational members and structural 

arrangements influences thoughts about appropriate practices in PE. As 
the findings will show, this dynamic interaction contributes to both 

change and stability within the subject. Creating such knowledge is 

important, not only for comprehending potential avenues for the subject’s 
development, but also for elucidating the underlying factors driving such 

a process. Additionally, it provides valuable insights for future attempts to 

change PE and can offer answers to the perennial question of why 

processes of change so rarely turn out as planned. 

Aim and scope  

The overall purpose of this thesis is to examine the potentially changing 

means and ends of Swedish PE. More specifically, the aim is to understand 
how shared ideas of appropriate practices in PE contribute to altered or 
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retained organizational principles, with potential consequences for how 

education is realized. Four research questions (RQs) have been designed 

to generate this knowledge: 

1. How does the research field of PE characterize appropriate 

practices in PE?  

There exists a close interdependence between the research field of PE and 
PE as a school subject. On the one hand, the existence of the research field 

is intricately linked to the establishment and development of PE in 

schools (although research interest in the subject emerged long after its 
establishment). On the other hand, practical facets of PE are expected to 

be firmly rooted in a scientific foundation. For instance, in Sweden, the 

Education Act explicitly emphasizes the significance of education being 
based on science and proven experience (SFS 2010:800). Therefore, the 

rationale behind this RQ is rooted in the argument that scrutinizing how 

the research field characterizes PE can provide valuable insights into the 
scientific basis that is thought to guide and shape the means and ends of 

PE. This RQ is answered in Article 1 (Lindkvist et al., 2024). By 

addressing this RQ, the thesis provides a contribution to the literature on 
the challenges associated with changing the subject. The findings 

illustrate that movement is closely intertwined with the organization’s 

core values and deeply embedded in its design and structure, making it 
highly resistant to change. An alteration of movement would therefore 

have the potential to fundamentally transform PE, underlining its pivotal 

role in shaping the subject’s identity and structure. The significance of 
this contribution lies in its capacity to stimulate reflection among 

researchers, PE teachers, and school leaders regarding the pivotal role of 

movement in shaping the subject’s identity and structure. It also prompts 
consideration of the potential consequences of changing these practices 

for the subject’s ongoing development.  

2. How do PE teachers describe the changes necessary for 

developing the subject? 

The rationale behind this RQ is based on the argument that policy 

implementation processes, such as the implementation of 100 added 

hours, do not emerge in a socio-historical vacuum. Instead, PE, like any 
other school subject, is a social construction created by humans for a 

particular purpose under specific conditions (Kirk, 2010). Additionally, 

there are various organizations and groups that have an interest in the 
educational system (Ball et al., 2012; Rizvi & Lingard, 2010). Following 

the theoretical framework underpinning this thesis, exploring PE 



 

7 
 

 

teachers’ arguments around decision-making in policy implementation 

has the potential to reflect sources of influence. Such influences will 
arguably regulate their actions when implementing change. This RQ is 

answered in Article 2 (Lindkvist, 2023a). By addressing this RQ, the thesis 

contributes to the literature on policy implementation in PE. The findings 
of this thesis underscore that PE teachers equate increased physical 

activity in policy implementation with policy success. This development 

can be attributed to the limited number of available templates for action, 
which not only prescribe behavioural norms but also shape individuals’ 

perceptions of feasible actions. Considering that sports are widely 

acknowledged as legitimate activities for physical activity and exercise, PE 
teachers can continue their habitual behaviour of guiding children and 

young people to be more active. This knowledge can prompt reflection 

among PE teachers and school leaders regarding their own practices and 

the potential consequences of specific actions. 

3. What symbolic and material conditions are provided to PE 

teachers for implementing change? 

This RQ is based on an interest in exploring the symbolic and material 
conditions provided to PE teachers when implementing a mandatory 

process of change. PE teachers have been recognized as influential policy 

actors who play a significant role in shaping education (Alfrey et al., 2017; 
Beni et al., 2021). One group of actors who play a significant role in 

shaping the conditions for policy implementation for PE teachers is school 

leaders. This is because they bear the responsibility for decision-making, 
the division of labour, and resource distribution in general, and 

specifically during the implementation of policies. As a result, they can 

exert influence on the transformation of practices and beliefs within PE. 
Addressing this RQ highlights the dynamic interplay between the policy 

implementation conditions under which school leaders operate and the 

day-to-day activities of PE teachers, elucidating the resulting impact on 
teaching practices. This RQ is answered in Article 4 (Lindkvist, 2023c). By 

answering this RQ, this thesis makes another contribution to the literature 

on the meaning of movement in PE. The findings reveal that there exist 
diverse perspectives on movement and whether it should be perceived as 

a means or an end in itself. This creates uncertainties about the subject, 

as various and sometimes conflicting ideas coexist, resulting in diverse 
interpretations of the purpose of PE. The significance of this contribution 

lies in its potential to benefit various stakeholders, including PE teachers, 

who can critically reflect upon their practices. It encourages teachers to 
consider how they incorporate specific teaching methods and whether 
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these resonate with various perspectives on movement, considering the 

potential consequences that may ensue. 

4. How do PE teachers navigate both a collective and 

fragmented societal understanding regarding the character 

and purpose of PE?  

This RQ begins with the assumption that organizations constantly are 
being exposed to pressure from the external environment. In addition to 

handling external expectations and pressures, PE teachers are tasked by 

school leaders with managing the mediation of these expectations and 
influences. This process leads to internal adaptations that affect 

organizational principles. Given that both the educational system and 

individual schools face demands from multiple external agendas, leading 
to various forms of pressure, the aim of RQ4 is to explore how PE teachers 

navigate these diverse factors. This RQ is answered in Article 3 (Lindkvist, 

2023b). By answering this RQ, this thesis makes a contribution to the 
literature regarding the impact of external actors on PE. The results 

reported in this thesis shed light on how PE teachers and school leaders 

formulate problems and legitimize activities in a manner akin to how 
sports organizations legitimize their activities. These actions result in 

changes within the subject, influencing resource allocation and subject 

content, despite the fact that the implementation of the additional 100 
hours for teaching does not entail modifications to curriculum documents.  

The significance of this knowledge lies in its potential to inform 

policymakers about the unintended consequences of what may appear to 
be minor adjustments to the subject. This knowledge can also inform PE 

teachers about the potential implications of such actions on subject 

development.  

Disposition of the thesis 

The thesis includes four articles, of which three have been published in 

peer-reviewed journals and one is submitted. In addition, the capstone at 

hand includes six chapters, aside from this introductory chapter. The 
structure of Chapter 2 is designed to support the argument that policy 

implementation processes do not emerge out of a socio-historical vacuum. 

Therefore, this chapter begins by outlining the recent reform that has put 
pressure on PE to change (i.e., an additional 100 hours of teaching). 

Following this, I describe the establishment and development of PE in 

Sweden. This description aims to outline the subject’s historical 
development, current means and ends, and practices within the subject, 
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setting the stage for the study. In Chapter 3, I describe existing research 

that has explored the development of PE by either focusing on specific 
processes of change (i.e., curriculum reforms or educational policies), the 

role and significance of PE teachers, or subject content knowledge, 

teaching methods and assessment practices. By doing so, I identify the 
knowledge gap that my thesis aims to address and explain how my 

research contributes to filling it. It is important to note that the 

significance of this thesis extends beyond its connection to previous 
research that has explored the development of PE. It also addresses 

practical problems and challenges in schools by illuminating the diverse 

needs that must be met and the obstacles encountered in delivering 

education during processes of change. 

In Chapter 4, I provide an account of the conceptual framework that 
informs this study. This theoretical perspective is described in detail to 

illustrate its utility in illuminating the research problem at hand. The 

chapter also delineates how such a conceptual framework can contribute 
to the broader research field of PE. In Chapter 5, the approach to data 

collection, processing, and analysis is presented, which is guided by the 

conceptual framework outlined in Chapter 4. This chapter also sets out 
the principles for the research practice that guided the study. In Chapter 

6, the key empirical and analytical insights from the individual articles are 

summarized, followed by an explanation of how each of these insights 
contributes to meeting the overall purpose of the thesis. In the final 

chapter, Chapter 7, I discuss the empirical findings and offer concluding 

remarks that draw upon the insights gained. Additionally, I offer some 
implications for practice, including recommendations for practitioners, 

policymakers, and other stakeholders. Finally, I offer some reflections 

upon the methodology employed, including a critical reflection upon the 
conceptual and methodological contributions of the thesis, as well as the 

identification of potential limitations and avenues for future research.  
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Context and historical background: 

Multiple streams of change in Swedish 

PE 

Given that the overall purpose of this thesis is to examine the potentially 

changing means and ends of Swedish PE, the aim of this chapter is to 

describe how current means, ends, and practices within the subject came 
to be. This entails an effort to clarify the current structure of the subject, 

articulate the sought-after goals/outcomes, and outline the day-to-day 

activities associated with it. To do this, I provide a historical description 
of the establishment and development of Swedish PE. By providing a 

historical description, this chapter also aims to highlight the current 

societal understanding of PE and where it originates from. This is because 
understanding contemporary PE has a bearing on its cultural and 

historical heritage, which has formed field-level rules, practices, and 

beliefs. PE, like all other school subjects, was introduced with a specific 
purpose under distinct conditions (Annerstedt, 1991; Tröhler & Westberg, 

2017). These purposes and conditions have changed over time, which has 

influenced and also altered the means, ends, and thoughts about 
appropriate practices in PE. To comprehend these alterations, it is crucial 

to investigate the ways in which societal changes, educational 

philosophies, political ideologies, the development of physical education 
teacher education (PETE), and the emergence of the Swedish sports 

movement have all played a significant role in shaping today’s means and 

ends in PE. This historical perspective can help to shed light on the events 
that have directly or indirectly influenced and formed the Swedish 

context, leading up to the subject known today as PE.  

To explore a school subject that is experiencing pressure to change, in this 

thesis I apply a specific policy implementation process as an empirical 

example. Therefore, this section begins with a description of the policy 
being used. Subsequently, I describe the subject’s current design and 

rationales for it in order to portray the context in which this reform is 

being implemented. Finally, based on the argument that history shapes 
the future, I depict the establishment and development of the subject, up 

to the present day. 
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The emergence of an additional 100 hours for 

teaching in PE 

In the Swedish school system, PE is perhaps the subject that has 

undergone the most substantial changes since the 19th century 
(Annerstedt, 2001; Sandahl, 2011), with religious education as its closest 

competitor (Sandahl, 2011). One example of such substantial change is the 

actual name of the subject, which has changed several times over the 
years. This highlights how PE has been an arena for power struggles – 

meaning that different actors have used it to achieve their own goals 

(Sandahl, 2011). The policy reform that is applied as an empirical example 
in this thesis to explore a subject under pressure to change involves an 

extension of the teaching time assigned to PE. In Sweden, it is not 

uncommon for the government to make adjustments to the number of 
teaching hours in PE, either increasing or decreasing them. This type of 

alteration has been observed in conjunction with curriculum reforms in 

1962, 1969, and 1994, showcasing the flexibility of such changes over the 
years (Sandahl, 2011). Changes in time allocation have also occurred 

independently of curriculum reforms, as exemplified by modifications in 

1998, prompted by a governmental proposition (Prop. 1997/98:6). 

The reason on this occasion for increasing the time earmarked for 

teaching in PE and assigning the subject 100 extra hours for teaching 
extends back to 2011. With the introduction of a new curricular 

framework, the government commissioned the Swedish National Agency 

for Education (SNAE) to support schools in the development of PE 
(Regeringsbeslut U2011/5948/S). This decision was made after reports 

from school authorities indicated that teaching in PE did not meet the 

requirements of the new curriculum, and that teachers were not receiving 
adequate support in the pedagogical development of the subject. As part 

of the government’s efforts to address these issues, the SNAE was tasked 

with supporting the development of PE in schools. This involved 
providing educational initiatives for teachers and developing materials to 

support the implementation of the new curriculum. The initiative also 

aimed to assess students’ knowledge based on the set knowledge 

requirements (Regeringsbeslut U2011/5948/S).  

When the SNAE reported on the educational initiatives provided to 
teachers and principals, studies showing positive effects of daily physical 

activity were highlighted. Therefore, schools’ responsibility to strive to 

offer daily physical activity, as formulated in the curriculum, was 
emphasized by the agency. This was because the SNAE considered it to be 
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an important health issue and an area that needed more attention 

(Skolverket, 2014). Following this report, the government once again 
commissioned the SNAE, this time to develop a proposal for a new stage-

divided time plan for compulsory school (Regeringsbeslut 

U/2014/3489/S). PE was not explicitly mentioned in this request, but the 
subject was included in a later supplementary decision (Regeringsbeslut 

U2014/5377/S). In this supplementary decision, it was stated that the 

SNAE should assume that the total teaching time in PE across the nine 
years of compulsory school would be increased from 500 to 600 hours 

from the autumn term of 2016 as part of its work to develop the proposal 

for the stage-divided time plan.  

In 2018, the Ministry of Education announced that the government would 

increase PE in compulsory school by 100 hours from 1 July 2019. At the 
same time, the SNAE presented its report on the commission where, after 

consultations with universities, higher education institutions, and other 

organizations, it recommended that the increased teaching hours should 
be added to grades 6–9 (Skolverket, 2018). The government followed the 

SNAE’s recommendations (Skolverket, 2023), which in practice meant 

that 20 hours were added to grade 6 and 80 hours to grades 7–9. This 
corresponded to approximately 30 minutes per week for grade 6 and 

about 45 additional minutes for grades 7–9 (Skolverket, 2018).  

To understand the context in which this reform was being implemented, 

it is crucial to delve into the establishment and development of PE as a 

school subject, and the various factors that have influenced and 
contributed to its development. Therefore, in the following sections, I first 

provide an overview of the current design of PE, followed by a historical 

account that examines the factors influencing the subject’s present design.  

Unpacking the past to understand present PE  

Today, the Swedish school subject is referred to in an international 

context as PE or Physical Education and Health (PEH). However, this 

term is only applied by researchers in international academic papers and 
other sorts of communication in English. In reality (i.e., in the Swedish 

language), the Swedish school subject has never literally carried this 

name. In the translation into English, a displacement takes place, and a 
more accurate term would therefore be Sport and Health (idrott och 

hälsa). The Swedish term idrott, however, is not entirely comparable to 

the English term sports. Ferry et al. (2013) explain that the term “Sport is 
also used in the Swedish language in the sense of playful competition with 
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or without elements of physical exercise, while idrott is typically used to 

designate inutile (other than for health purposes) physical activity with or 

without a competitive element” (pp. 808–809).  

The most recent modification, which led to a revision of the subject’s name 
into PEH (i.e., sport and health in Swedish), was the result of a curriculum 

reform in 1994. This process not only entailed an alteration in the name 

of the subject, but it also marked a significant paradigm shift in the entire 
Swedish educational system. Due to this shift, a decentralized, goal-

oriented system emerged that was supposed to provide students with a 

broad range of knowledge and hence replaced the previous rule-oriented 
system that was more focused on personal development (Karlefors & 

Larsson, 2014; Ringarp, 2013; Sandahl, 2011). 

In contrast to previous concepts, the new curriculum aimed to equip 

students with the skills and knowledge necessary to grow up and thrive in 

a knowledge-based society. It eliminated the traditional division between 
theoretical and practical subjects, viewing them all as subjects of 

knowledge that should contribute to student learning (Karlefors & 

Larsson, 2014). The shift towards decentralization of the educational 
system had a similar impact on PE as it did on other subjects. This 

involved fewer directives and guidelines in the curriculum, which created 

a new arena for the subject to operate in. This could be noticed in the 
curriculum by the fact that the previously prescribed activities, mainly 

corresponding to specific sports, were replaced and the subject was 

reorganized into three domains: movement/rhythm/dance, character and 
outdoor life (friluftsliv), and lifestyle/living environment/health 

(Sandahl, 2011). While these changes signalled a move towards a more 

explicit health perspective, it did not specify any particular requirements 
for activities beyond swimming and orienteering (Annerstedt, 2001; 

Sandahl, 2011). These two activities could also not be exclusively 

perceived as sports; instead, they can be understood as endeavours to save 
lives and instil water safety, and learning to find one’s way in unknown 

terrain. Accordingly, sport (except for swimming and orienteering) was no 

longer a mandatory part of PE but, as Sandahl (2011) notes, this alteration 
did not lead to any extensive changes in the activities carried out during 

class.  

In 2011, significant changes were again made to the curriculum for 

Swedish PE, with further updates in 2022. The 2011 curriculum reform 

aimed to provide greater clarity on the educational objectives of each 
subject. This marked the first inclusion of “knowledge requirements” in 

the curriculum, outlining the knowledge students were expected to have 
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upon completion of their studies (Larsson & Karlefors, 2015). However, 

according to Sundberg and Wahlström (2012), these changes were driven 
by a neoliberal agenda and focused on transnational labour-market 

requirements, resulting in a narrow and individualistic approach to 

knowledge acquisition.  

Once again, the 2022 curriculum marked a shift, this time emphasizing a 

focus on holistic health. The specific aim of this curriculum is to 
emphasize the interconnectedness of physical, mental, and social health, 

framing it in terms of movement, with “movement activity” replacing 

“physical activity”. The three domains guiding the curriculum content 
have been updated to: Movement, Outdoor Life (friluftsliv)/Activit ies, 

and Health/Lifestyles, with the exception of swimming remaining 

mandatory. Additionally, the previous “knowledge requirements” have 
been renamed as “grading criteria”, and new grading regulations have 

been implemented (Skolverket, 2022). 

Today, the subject exhibits various, and potentially conflicting, 

perspectives regarding its character. It corresponds to a wide range of 

different knowledge domains, such as physiology and biomechanics, 
nutrition and diet, psychology and mental training, sociology and cultural 

studies, movement and outdoor life, and health and lifestyle (Ekberg, 

2021). According to Larsson (2016), the curriculum is based on a 
constructionist perspective, whereby students construct knowledge 

through their participation in teaching, highlighting the active character 

of the learning process. Despite the challenges associated with changing 
the subject, it is important to recognize that the current approach to PE 

has not always been the norm. Throughout history, the subject has 

undergone shifts in what students were expected to learn, how they 

learned it, and why they should learn particular content.  

The establishment of a subject in physical exercise: 

Gymnastics 

The state’s interest in a school subject that included physical exercise 

increased steadily during the 17th and 18th centuries, before gaining a 

foothold during the first decades of the 19th century (Annerstedt, 1989, 
1991; Lindroth, 1993; Sandahl, 2011). This increased interest from the 

state, combined with fortuitous events such as the establishment of the 

Royal Central Institute of Gymnastics (GCI) – now known as the Swedish 
School of Sport and Health Sciences (GIH) – and the concurrent review of 

secondary schooling with a view to improving it, led to the integration of 

gymnastics into the standard school curriculum. This decision was 
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motivated by four key factors: political, military, health and sanitary, and 

recreation (Annerstedt, 1991). At this time, gymnastics, both in Sweden 
and elsewhere, became closely associated with Ling gymnastics. This 

phenomenon was introduced by Per Henrik Ling in Sweden during the 

early 19th century and was a form of physical exercise that was performed 
with mechanical movement patterns and discipline (Annerstedt, 1989; 

Lundquist Wanneberg, 2004). 

Although gymnastics was included in the school regulations and a teacher 

education programme was established, the subject was seldom taught in 

schools and was instead assigned to break times during the school day. 
This was primarily due to a lack of resources, such as sports facilities or 

equipment, trained teachers, and assets to hire and pay those teachers 

who were available (Annerstedt, 1989, 1991; Sandahl, 2011). Furthermore, 
there was uncertainty surrounding the definition of the term gymnastics, 

and legislation regarding the subject was slowly developed up to the 1860s 

(Lindroth, 1993). During this period, societal discussions on the 
entitlement to participate in this form of education are evident. 

Gymnastics was primarily oriented towards military purposes, resulting 

in an education tailored for and led by men, predominantly focusing on 
medical and military gymnastics with the objective of treating children 

(Annerstedt, 1989).  

Additionally, textbooks and instructional materials were scarce, and the 

ideas and philosophies originating from Ling gymnastics largely 

dominated the field (Annerstedt, 1989; Lundquist Wanneberg, 2004). As 
previously mentioned, this system was divided into four parts and 

represents various thoughts on the character of gymnastics education. 

Military gymnastics focused on training soldiers, emphasizing strict 
exercises and combat techniques, which had a significant influence on 

school gymnastics. Medical gymnastics, also known as physiotherapy, 

aimed to cure and prevent illnesses by incorporating the medical and 
physiological aspects of Ling gymnastics. This approach also influenced 

pedagogical gymnastics, including the emphasis on correct posture. 

Finally, aesthetic gymnastics aimed to express inner thoughts and 
emotions through the body’s outer appearance. The goal of gymnastics 

was to generate movements that trained the body in a comprehensive way, 

aiming for a “harmonious whole”, in which humans are seen as an 
interconnected system of parts forming a holistic entity (Lundquist 

Wanneberg, 2004).   

Meanwhile, the 19th century marked a significant era of nation formation, 

in Sweden and other regions. During this period, girls’ gymnastics gained 
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prominence as a crucial element in fostering physical health, national 

identity, and independence. However, despite its acknowledged 
importance, girls were frequently excluded from actively participating in 

gymnastics instruction. Instead, they were often relegated to the role of 

spectators, observing boys’ gymnastics teaching (Lundvall & Meckbach, 

2003). 

Gymnastics becomes gymnastics with play and sports  

During the first half of the 20th century, new ideas emerged, challenging 

the status of Ling gymnastics. It was transformed from a distinctive 
subject to being increasingly supplanted by sports, which eventually 

replaced gymnastics as the primary content. Hence, the subject came to 

consist primarily of activities that could be linked to organized club sports 
(Annerstedt, 2001; Lundquist Wanneberg, 2004). The breakthrough of 

the Swedish sports movement started with the establishment of the 

Swedish Sports Confederation (SSC) in 1903, which led to significant 
development of sports outside of formal education. The successful 

Stockholm Olympic Games of 1912 played a significant role in promoting 

sports and exercise as a popular form of leisure activity, reaching a broad 
audience across Sweden (Lundquist Wanneberg, 2004). This led to a 

modernization of the subject and, in 1915, the Swedish School Sports 

Federation was established. Then, in 1919, the subject was renamed from 

gymnastics to gymnastics with play and sports (Annerstedt, 1989).  

The subject was given significant attention, with three hours of teaching 
per week starting in the third grade and the introduction of sports days 

(later called outdoor days). Lundquist Wanneberg (2004) argues that this 

allocation of time underscored the subject’s importance, as only Swedish, 
Mathematics, and Language (German, which was switched to English in 

1946) had more teaching hours. However, access to suitable facilities was 

still a problem despite extensive new constructions. The availability of 
facilities limited the activities that were carried out. With most schools 

having access to a gym, a ball field, and a track field, it meant that activities 

related to these facilities constituted the majority of the teaching content.  
In contrast, swimming and ice-skating facilities were scarce, which meant 

that swimming only occurred in marginal areas, and the occurrence of 

skating was greatly influenced by a school’s geographical location 

(Sandahl, 2011). 

The transformation of the subject was not solely driven by governmental 
interest and the development of sports outside formal education; the 

changing perception of women’s place in society also played a pivotal role 
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during this period. During the first half of the 20th century, girls gained 

access to teaching in the subject, although it was administered in a 
manner distinct from boys, with separate teaching for each gender. 

Lundvall and Mechback (2003) argue that a significant part of the 20th 

century is shaped by two discourses: the male gymnastic discourse and 
the female gymnastic discourse. Women’s gymnastics, specifically 

tailored for females, emphasized graceful movements, rhythm, and 

health, intentionally avoiding competitiveness and physical contact.  

A return to gymnastics  

The years spanning 1950 to 1970 ushered in a series of significant changes 

in Swedish schools. Following extensive investigations, a major overhaul 

of the school system was implemented, which led to the establishment of 
comprehensive schools in 1962. This transformation resulted in Sweden 

boasting one of the most integrated school systems in the Western world, 

with nine years of compulsory school, undifferentiated and accessible to 
all children (Ringarp, 2013). At the same time as the first curriculum for 

the Swedish nine-year compulsory school was released, the name of the 

subject of PE was again changed, this time back to gymnastics (Lundquist 

Wanneberg, 2004).  

Additionally, a new shift in thoughts about the subject became evident 
when physiological research was integrated into it, maintaining a balance 

that allowed for play, sports, and music. Based on physiological studies, 

teaching was supposed to be divided into three lessons, of at least 30 
minutes each, with a focus on exercises aimed at promoting physical 

fitness (Sandahl, 2011). It also became commonplace to measure students’ 

physical abilities through ergometer cycling tests (Annerstedt, 1989, 
2001). Hence, it was emphasized in the curriculum that lessons should not 

be combined into longer work sessions, but rather spread out over three 

sessions per week (Lundquist Wanneberg, 2004). There was a gradual 
shift away from collective, disciplinary gymnastics and its exactitude 

towards a greater focus on play and sports in freer forms, with skill-

oriented exercises and a focus on the individual body’s possibilities and 
joy of movement (Annerstedt, 2001). An example of this was the fact that 

the word “upbringing” [fostran] disappeared and instead students’ 

physical, social, and aesthetic development was highlighted (Annerstedt, 

1991; Lundquist Wanneberg, 2004). 

From gymnastics to PE 

From the 1970s right up to the mid-1990s, there were again significant 

changes in the Swedish educational system. Sweden, which is traditionally 
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considered a strong social democratic welfare state with an inclusive 

education model, came under ideological pressure to prioritize 
individualization and efficiency (Daun, 2004). Following the worldwide 

recession of the 1970s, the Swedish government introduced three major 

policy initiatives during the 1980s: the decentralization of administrative 
bodies to lower levels in the state apparatus, the privatization of public 

companies and service units, and a reduction in public expenditure 

(Daun, 2004). Additionally, a series of decisions were made in 1991–94 
that promoted independent schools, including the introduction of 

vouchers and the provision of state subsidies to municipalities in the form 

of lump sums (Lundahl, 2002). As a result, the Swedish education al 
system can today be described as highly decentralized, deregulated, 

market driven, and guided by free school choice (Daun, 2004). 

So, before the subject was renamed PEH in 1994, it was known simply as 

PE (which more accurately translates to “Sport”), a modification that 

occurred during a curriculum shift in 1980. This new curriculum reflected 
various societal changes; for example, in relation to gender equality and 

the purpose of the subject, introducing significant modifications to it. 

These changes included objectives emphasizing physical, mental, social, 
and aesthetic development. Additionally, co-education was introduced, 

allowing girls and boys to be taught together for the first time (Annerstedt, 

1991, 2001; Lundvall & Meckbach, 2003). Prior to this change, the 
curriculum had slightly different goals for girls and boys. Girls were taught 

by female PE teachers, who emphasized gymnastics and dance, while boys 

were taught by male PE teachers, who focused more on ball games. 
Although co-education was introduced in the 1980s and reduced these 

differences, complete equality was not achieved (Sandahl, 2011). The new 

curriculum encouraged student input, mentoring, and the involvement of 
parents (Ringarp, 2013), including introducing more student-centred 

methods (Karlefors & Larsson, 2014). The curriculum consisted of ten 

content elements, each corresponding to a different club sport 
counterpart (e.g., gymnastics, ballgames, skating). Students were 

expected to plan, execute, and evaluate subject matter, and to recognize 

their peers’ physical abilities, while teachers introduced voluntary club 
sports and taught students the democratic fundamentals through student 

participation in the decision-making process (Karlefors & Larsson, 2014).  

As demonstrated in this section, shared ideas about appropriate practices 

in PE have shifted over time. Initially, PE was seen as an important 

element for nationalism, nation-building, hygiene, and the medicalization 
of school life. Later, such ideas shifted to PE being an activity involving 

sports, play, and games, and important for addressing global health 
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issues. Concurrently, the means to achieve these ends have also changed, 

resulting in shifts in perceptions of what constitute appropriate practices.  

Summing up and returning to the present 

This chapter has highlighted the various streams of change in Swedish PE. 

The outlined transformations are intricately woven into the fabric of 

societal shifts, which eventually crystallized into political ideologies about 
what the subject should, could, or ought to be. These ideological stances, 

in turn, found tangible expression in various policy formulations with the 

intention of reshaping the landscape of PE. The historical narrative 
presented in this chapter underscores instances where such policies 

sought to modify aspects such as subject content, sex-segregated teaching, 

and time allocation. This alignment with political influence is not 
unexpected, given that schools are politically controlled organizations, 

and the direct results of political decisions are typically expressed as 

policies. As described in the next chapter, various types of policy, 
including curricular and educational reforms, have been extensively 

emphasized in previous research as a means to examine the changing 

landscape of PE. Although this historical account is grounded in Swedish 
research, the next section incorporates studies from diverse contexts to 

illustrate this point.  

Due to policies such as those described in this chapter, contemporary 

Swedish PE is a subject that is taught in all grades encompassed by the 

nine-year compulsory school. In grades 1–3, the allocated teaching time 
amounts to 140 hours, increasing in grades 4–6 to 180 hours, and in 

grades 7–9 to 280 hours. Following the implementation of the 100 added 

teaching hours, only mathematics (1230 hrs), Swedish (1490 hrs), and the 
social sciences – incorporating geography, history, religion, and social 

studies – (885 hrs) have more teaching hours than PE (for a more detailed 

description, see Article 4). To provide perspective, these hours can be 
considered in light of the total guaranteed teaching time for nine-year 

compulsory schools, which stands at 6890 hours (Skolverket, 2023). The 

main purpose of teaching (valid for all grades) in PE is succinctly 
summarized as follows: students should develop versatile physical 

abilities, cultivate an interest in physical activity and character 

experiences, and establish healthy living habits. Additionally, it is crucial 
that teaching is inclusive, promotes a positive self-image among all 

students, and helps students to develop knowledge about safety in 

connection with different activities (Skolverket, 2022). 
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Previous research: Exploring the 

development of PE 

Continuing the discussion from the previous chapter, the development of 

Swedish PE is not unique. Instead, similar developments can be seen in 
the other Nordic countries (Tröhler & Westberg, 2017) as well as in 

Europe and countries such and the UK, Australia, and the USA (Phillips 

& Roper, 2006). Moreover, educational systems have expanded beyond 
national borders and have become globalized (Rizvi & Lingard, 2010). 

Thus, I draw upon previous research conducted both in Sweden and 

internationally to delineate the development of PE and offer descriptions 
of its underlying aspects. The international research presented here 

primarily originates from English-language literature and/or objects of 

study. It is therefore worth emphasizing that this does not imply that  
similar (or different) developments could not have occurred in other 

countries. Rather, language barriers hindered access to such information. 

In this work, I occasionally also incorporate examples from other types of 
organized sports in schools, such as school sports or extracurricular 

activities. This is because the results of such studies are also applicable 

and relevant to the context of PE, given that schools in many countries are 
asked to work across the areas of physical activity, PE, and sport 

(Mackintosh & Liddle, 2015). 

As outlined in the introduction, in this thesis I apply an organizational 

perspective to understand the potentially changing means and ends of 

Swedish PE. Within this perspective, researchers have long focused on 
how, why, and with what consequences organizations change, because it 

is argued that their survival lies in their ability to change (Greenwood et 

al., 2008). But, because research applying an organizational perspective 
is largely missing from the field of PE, I draw upon previous research that 

has used other methods to study how the subject has developed and 

changed. However, given the shared interest in similar questions between 
the research field of PE and organizational theorists, I also exemplify 

commonalities by highlighting research from two closely related fields: 

educational sciences and sports. By leveraging this existing research, my 
intention is to provide insights into the underlying reasons behind various 

transformations in PE and how they have been studied. While this 

endeavour gives rise to various types of categorizations, I firstly present 
previous research that emphasizes the description of PE as a subject 

undergoing change through curriculum and educational reforms. This is 

because policy is often equated to some sort of change (Rizvi & Lingard, 
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2010). Secondly, the role and importance of PE teachers in driving change 

is displayed, given that it is often up to teachers to implement such policies 
(Ball et al., 2012; Houlihan, 2000). Finally, I showcase research focusing 

on changes in key components of the subject (i.e., subject content 

knowledge, teaching approaches, and assessment practices), because 
these elements are often described as particularly resistant to change 

(Ekberg, 2016; Green, 2008; Jess & Gray, 2017; Kirk, 2010; Sandahl, 

2011). In the concluding section, I identify the research gap that my thesis 
seeks to address and articulate how my research contributes to filling this 

gap. 

Scrutinizing change in PE through curricular and 

educational reforms 

Researchers have shown great interest in exploring changes in PE and this 
has often been done by studying various types of curricular and 

educational reforms. Some researchers have examined nationwide 

initiatives, while others have explored developments at the local 
government level or within the broader educational system. Research 

approaches have varied, with some studies openly investigating the 

construction of policy, while others have focused primarily on 
implementation or evaluated the impact of newly developed or modified 

policies (Penney, 2006). The existence of this research is contingent upon 

the inclusion of PE as a compulsory school subject, which was not always 
recognized or guaranteed. Rather, the introduction of PE into many 

countries’ school curricula was based on health concerns rather than its 

educational value (Jess & Gray, 2017). Alternating curriculum directions 
and marginality can therefore be seen as historical features of PE (Jess & 

Gray, 2017).  

In England, there were dramatic changes in the political discussions 

concerning PE from the 1960s to the beginning of the 21st century. 

Houlihan and Green (2006) describe how the transformation of PE from 
being disregarded to becoming a priority in public policy was influenced 

by the reciprocity of evolving values, beliefs, and ideas; lobbying by 

interest groups; changes in organizational infrastructure and resource 
dependency; and the impact of influential individuals. This development 

resulted in the initiation of various policy measures promoting the 

development of PE and school sports. It emerged as a significant cross-
departmental vehicle for the administration’s broader social policy 

objectives, prompting the allocation of considerable resources to support 

these policy developments. Although Houlihan and Green (2006) utilize 
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the advocacy coalition framework and the multiple streams framework for 

their analyses, their work also resonates with discussions in 
organizational research. Drawing upon an example from the field of sports 

and institutional theory, O’Brien and Slack (2003) illustrate how the 

Rugby Football Union, the governing body of the sport in England, 
transitioned from amateurism to professionalization and 

commercialization. The authors argue that these changes were influenced 

by shifts in communities of actors, exchange processes, forms of capital, 
and regulatory structures. In the context of this thesis, adopting an 

organizational perspective enables an exploration of how new ideas shape 

the organization of PE, subsequently influencing structures and priorities. 
These processes are inherently non-neutral; selecting one element implies 

the non-selection of others. Therefore, understanding these processes can 

provide valuable insights into their consequences. 

Returning to studies in PE, the complexity surrounding processes of 

curricular and educational reforms have been emphasized, encompassing 
the interplay of global, national, and state political, economic, and 

professional contexts (Penney & Evans, 2005; Penney & Mitchell, 2017). 

Consequently, it has been shown that PE is affected by various factors at 
different levels (Penney & Evans, 2005). One such factor that previous 

research has highlighted, and which has been shown to have a profound 

impact on educational systems in many countries, is the political ideology 
of neoliberalism (Ball et al., 2012; Evans & Davies, 2014, 2015). Speaking 

more broadly about education, Rizvi and Lingard (2010) argue that 

neoliberalism perpetuates social inequalities and thereby constrains the 
transformative potential of education. In the field of PE, researchers have 

shown interest in exploring how and in what ways neoliberalism forms the 

educational system and its practices (Houlihan, 2000; Penney & Mitchell, 
2017). In this endeavour, researchers have demonstrated that the number 

of policies has increased (Houlihan, 2000; Penney & Evans, 2005), and 

that, in many countries, such policies have excessively prioritized a sports- 
and performance-based curriculum, leading to distortions in teachers’ 

and students’ thinking, as well as their pedagogical interactions (Evans, 

2014).  

In Sweden, on the other hand, there has been a noticeable trend towards 

academicization in PE, characterized by the increased priority assigned to 
assessment and grading, leading to a greater emphasis on classroom-

based lectures. Hence, there has been a surge in written assignments, 

resulting in students gaining knowledge about movement, rather than 
acquiring knowledge through movement itself (Quennerstedt, 2019). 

Privatization, resulting from a neoliberal ideology, has been shown by 
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Evans and Davies (2015) in the UK to have a negative impact on the local 

democratic agency’s ability to shape an equal system of education 
provision. As a result, such processes fail to reflect the collective wishes 

and needs of the local community. However, neoliberal practices do not 

necessarily have a negative impact on the long-term interests of the field 
(Evans & Davies, 2014; Macdonald, 2011). On the contrary, as I 

highlighted at the outset of Chapter 1, they can support PE as a legitimate 

school subject (Macdonald, 2011).  

Still, neoliberalism has an impact on the structure, governance, and 

delivery of education and, according to Evans and Davies (2014), this 
should be recognized. According to previous research, the high-stakes 

measurement, testing, and outsourcing of PE to private providers reflects 

a neoliberal policy climate which has the potential to de-professionalize 
the subject (Macdonald, 2011; Penney & Mitchell, 2017). Additionally, 

new reforms aimed at addressing multiple problems in PE often propose 

solutions that are framed in political terms. Such ideas could potentially 
conflict with the goal of advancing equity in PE (Penney, 2017). 

Organizational theorists in educational research have also shown interest 

in questions concerning private actors’ engagement in public education. 
In the USA, Bulkley and Burch (2011) illustrate how a diverse range of 

private-sector actors – both for-profit and not-for-profit – are collectively 

reshaping public education by influencing the supply of services tied to 
public education. In my work, adopting an organizational perspective 

makes it possible to focus on the practices of private actors and their 

influence on PE. This emphasis could enable an examination of the 
broader effects of private engagement on the overall provision of publicly 

funded PE, designed to serve public purposes. 

An extension of neoliberalism and privatization consists of questions 

concerning decentralization, which has also been covered by researchers 

in the field of PE. Phillpots and Grix (2014) acknowledge that, despite the 
proliferation of agencies and organizations involved in PE and sports 

policy, the UK government has strategically exploited this institutional 

landscape to limit autonomy and promote increased dependence upon 
centralized resources. Conversely, Mackintosh and Liddle (2015) show 

that, when power relations shift towards local levels, enabling greater 

choice about collaboration, the dynamics of partnership relationships and 
the level of autonomy can result in the emergence of new governance 

models. Still, in the UK, the decentralization of power and regional 

autonomy in sports policy, particularly in the context of school sports, has 
led to notable discrepancies and increased diversity in the delivery 

models. These two studies conclude that research cannot provide a 
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comprehensive explanation of how a new governance system affects PE, 

but it does indicate that it has an impact, which may vary depending on 
the context and the level of effort dedicated to addressing specific issues 

(Mackintosh & Liddle, 2015; Phillpots & Grix, 2014).  

In the research field of PE, a neoliberal ideology is often explored in terms 

of implementation, meaning that researchers within the field often focus 

on how thoughts about marketization, commercialization, and 
privatization are handled in practice. For example, in their study, Heinze 

and Zdroik (2018) employ an organizational perspective to illustrate how 

individual school districts in the USA resist trends towards privatization. 
Through a strong community culture and school district leadership, 

schools eliminated the commonly applied fees for students to participate 

in extracurricular sporting activities (pay-to-play). Although pay-to-play 
is different from PE, the results of Heinze and Zdroik’s (2018) study show 

schools’ ability to resist certain types of political trends, such as 

privatization. This study illustrates that various kinds of ideas do not 
merely impose themselves on practice, which is also suggested by many 

other theoretical perspectives. Instead, ideas about concepts such as 

marketization, commercialization, and privatization are negotiated in 
practice, leading to different expressions in various organizations. 

However, what is largely missing from such studies is an exploration of 

how and why certain ideas gain traction and thus come to influence 
organizational infrastructure. Modifications in organizational 

infrastructure, such as alterations in resource distribution, task 

assignments, or professional roles, can all carry significant implications 
for the underlying organizational principles. Understanding such 

processes can provide insights into the (re)shaping of professions.  

In addition to PE being influenced by a number of factors at different 

levels, it is also subject to the influence of various organizations that shape 

the direction and driving forces behind implementing change in the field 
(Penney & Mitchell, 2017). Penney and Mitchell (2017) demonstrate the 

network of multiple agencies, spanning both private and public sectors, 

that are directly or indirectly influential in shaping the reform of official 
curricular texts. This is not exclusive to PE; instead, various organizations 

and groups have an interest in the educational system more generally (Ball 

et al., 2012; Connelly & Connelly, 2013; Rizvi & Lingard, 2010). To 
enumerate a few, such actors been proven to comprise of teachers, 

administrators and school board professionals, national professional 

organizations, universities, textbook publishers, the media, and other 
non-governmental organizations (Connelly & Connelly, 2013). Therefore, 

it is impossible to comprehend the changes in policy and their impacts on 
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PE practices without considering the different networks of individuals and 

organizations with which PE has an unavoidable interdependence (Green, 

2008; Penney & Mitchell, 2017).  

In Sweden, various actors have played a significant role in shaping the 
curriculum over time, including the SNAE, SSC, academia, and labour 

unions. The influence of external organizations on the subject was 

evident, for example, during the curriculum reform of 1994. During this 
reform, the SSC demonstrated its significant power by publicly opposing 

the exclusion of specific sporting activities from the new curriculum. It 

also expressed concerns about the reduced time allocated to PE, warning 
that this could result in increased government costs due to health issues 

and injuries resulting from deteriorating public health conditions 

(Sandahl, 2004). Following the abolition of the National Board of 
Education in the early 1990s, the SSC was even made responsible for 

providing ongoing education and creating teaching materials for PE 

teachers (Sandahl, 2011).  

To sum up, this section has demonstrated that prior research illustrates 

the complexity of policy and emphasizes that, often, these processes do 
not unfold as policymakers intend (Alfrey et al., 2017; Ball et al., 2012;  

Wilkinson et al., 2021). Connelly and Connelly (2013) even propose that 

“If the literature is accurate, curriculum policy makers are, in general, as 
likely to influence public opinion of government as they are to influence 

school practice” (p. 58). In the context of this thesis, applying an 

organizational perspective underscores the role of policy as a key player 
in establishing parameters, formalizing norms, and disseminating specific 

beliefs. This is particularly evident in schools, where various 

governmental actors – whether international, national, or local – exercise 
control over laws, regulations, and resources, exerting pressure to align 

with policy aspirations. Embracing this framework enables a shift in 

focus, from the policy itself to how organizations respond to these 
pressures. This approach enables an exploration of the mechanisms by 

which external pressures impact upon schools, illuminating the dynamics 

of the relationship between organizations and their external environment, 
and how they navigate and address external pressures. Considering that 

policies often lead to results that deviate from their intended outcomes, 

the next section explores the pivotal role and significance of PE teachers 

in driving change within the subject.  
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Studying change in PE by highlighting the role 

and significance of the PE teacher 

Exploring change in PE has also been achieved by focusing on the role and 

significance of PE teachers in shaping education. In many cases, it has 
been shown that PE teachers see it as their primary objective to promote 

physical activity (Larsson & Nyberg, 2017). Additionally, studies have 

found that students believe that they are supposed to demonstrate skills 
acquired from their participation in sporting activities outside a school 

context (Modell & Gerdin, 2022). Despite the general understanding 

among Swedish PE teachers and students that PE is different from 
voluntary sport, they struggle to articulate what these differences consist 

of (Larsson, 2016). Therefore, a key area of interest for research has been 

to explain the reasons behind the dominance of physical activity 
promotion among PE teachers. Previous research has pointed out, for 

instance, the existence of strong discourses influencing PE teachers’ 

thoughts about the subject (Coulter & Ní Chróinín, 2011; Janemalm et al., 
2020; Larsson & Nyberg, 2017), PE teachers’ socialization processes 

(Curtner‐Smith, 1999), and their philosophies (Green, 2002). What is 

largely missing from such studies is an exploration of how schools, as 
organizational entities, shape organizational actors (such as teachers, 

school leaders, and administrators) to uphold ideologies and practices 

related to PE. This shaping process occurs through a variety of means, 
such as structures, cultures, a division of labour, and facilities. It is crucial 

to understand this process to attain a comprehensive understanding of the 

subject. 

Another important aspect that helps to explain the actions of PE teachers 

has been to consider the influence of their education. Dowling (2011) 
underscores that Norwegian PETE faces challenges in shifting students’ 

perception that a good teacher equates solely to a competent performer. 

This challenge aligns with the description of Swedish preservice PE 
teachers as a homogeneous group of students with similar backgrounds, 

knowledge, perceptions of the subject, and thoughts about their future 

occupation (Ferry, 2018; Larsson et al., 2018). In Norway, PETE has 
struggled to expose students to alternative professional identities and fails 

to help students grasp the idea that a PE teacher can have a professional 

identity that evolves and matures over time and across diverse contexts 
(Dowling, 2011). Mordal-Moen and Green (2014) further argue that 

PETE’s tendencies to self-replicate and struggle with changing students’ 

ideologies and preferred PE practices are rooted in teacher educators 
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sharing the same values and beliefs regarding the character and purpose 

of PE as the students do.  

Teachers’ opportunities to shape teaching have also been examined by 

studying different types of policy implementation processes. Wilkinson et 
al. (2021) and others (e.g., Alfrey et al., 2017; Beni et al., 2021; Simmons 

& MacLean, 2018) highlight that PE teachers are highly active policy 

actors and important players in shaping education. Because there are 
alternative ways of understanding and teaching PE, the process and 

outcomes of doing policy can unfold quite differently in practice (Alfrey et 

al., 2017; Beni et al., 2021; Simmons & MacLean, 2018; Wilkinson et al., 
2021). To create the intended change in policy implementation, Alfrey et 

al. (2017) emphasize the importance of creating motivation among 

teachers through increased involvement and increased feelings of 
ownership in the process. This research highlights the lack of motivation 

of individuals as the core problem. However, when examining this 

problem from an organizational perspective, it becomes possible to 
redirect the focus away from individuals and instead direct the spotlight 

towards inherent organizational factors, such as preconditions, structure, 

or culture. In doing so, such studies can illustrate how various groups of 

individuals collectively influence the subject.  

However, despite organizational theorists’ ability to redirect their focus, 
researchers still agree on the notion that teachers’ interpretation is 

important in policy implementation. Educational research that adopts an 

organizational perspective contributes to this discussion by revealing how 
the broader culture shapes teachers’ interpretations (e.g., Bridwell -

Mitchell & Sherer, 2017; Samuelsson, 2019). In the USA, Bridwell -

Mitchell and Sherer’s (2017) study shows that teachers’ interpretations of 
reform correlate with various societal beliefs, values, norms, and practices 

about schooling, encompassing ideas of professional bureaucracy, market 

accountability, and communal sentiment. The authors argue that 
understanding this variation is crucial for explaining why implementation 

can be so problematic. Samuelsson (2019) delved into how, despite 

cultural similarities, teachers in Sweden and Finland navigated ideas of 
professionalism and market forces in schooling rather differently. Finnish 

teaching cultures, associated with higher PISA results, emphasize  

professionalism, while Swedish teaching cultures, linked to lower results, 
are more entrenched in market-driven principles. Both Bridwell-Mitchell 

and Sherer (2017) and Samuelsson (2019) contend that implementation 

consequences may differ in different contexts, emphasizing the need for 
clear, explicit, contextualized, and problematized policy 

recommendations. Providing universal advice becomes challenging when 
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conditions vary, even among neighbouring schools in a local educational 

area (Bridwell-Mitchell & Sherer, 2017). 

Accordingly, scholars from diverse fields – including PE and the broader 

educational context – employing various theoretical perspectives, 
emphasize that the implementation of policies is a complex process that 

can vary significantly among schools. This variation has often been 

framed as a question of equity. Although there are strategies for a jointly 
delivered education, PE teachers are individuals who interpret, translate, 

and enact policy differently. Additionally, the responsibility for 

implementing change is often left to PE teachers (Houlihan, 2000), which 
means that those individuals are entrusted with great autonomy, 

flexibility, and responsibility in relation to curriculum design (MacLean, 

2018). Thus, previous research, both in PE and educational sciences, has 
focused on exploring processes of interpretation, translation, and 

enactment in relation to policy implementation in order to provide 

insights into how and why education is shaped. In such work, PE scholars 
have identified, among other things, the various contextual challenges 

that PE teachers are required to navigate (Alfrey et al., 2017; Harvey et al., 

2020; Wilkinson et al., 2021). Contextual factors that have been 
highlighted as important when PE teachers enact policy include, for 

example, political constraints (Harvey et al., 2020), the structural support 

available to teachers, the time available for the unit to be implemented 
(Alfrey et al., 2017), the social and cultural setting (MacLean, 2018), and 

facilities for PE (Wilkinson et al., 2021).  

In educational research, scholars such as Ball et al. (2012), who adopt 

enactment as a theoretical perspective, also emphasize the significance of 

contextual dimensions in policy enactment. These authors argue that 
policies not only shape the context but are also influenced by the pre-

existing context. Policies are always implemented within specific material 

conditions, utilizing varying resources, and in response to particular 
challenges. They have conceptualized and grouped the dynamics of 

context and their interrelationships as situated contexts, professional 

cultures, and material and external contexts, all of which overlap and 
interconnect. Studies centred on enactment display many similarities 

with organizational theorists, as both perspectives delve into the 

intricacies of social interactions shaping human actions. They share a 
common interest in exploring the interplay between structure and agency, 

emphasizing the negotiations, contestations, and struggles that unfold 

within the boundaries of possible discourses – a term that organizational 

theorists often refer to as shared ideas. 
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Besides attempting to highlight the contextual factors surrounding PE, 

and their consequences for policy implementation, research has also 
identified factors hindering policy implementation. When PE teachers 

implemented policy-setting in the UK, Wilkinson et al. (2021) highlight 

that one hindering factor for implementing change was their narrow 
conceptualization of ability in PE. In Ireland, Beni et al. (2021) emphasize 

that teachers’ implementation of a specific approach was strongly 

influenced by their individual interpretations, which were shaped by their 
perceptions of positive student outcomes, their teaching experience, and 

their beliefs about teaching. These factors became the driving force behind 

why teachers decided to implement the approach in the way that they did, 
and whether they were planning on continuing to use that approach in the 

future. In a study conducted by Harvey et al. (2020), the authors analysed 

what were previously called Twitter #chats involving participants from 
nine countries (Australia, Canada, China, Saudi Arabia, South Korea, 

Spain, Thailand, the UK, and the USA). The study aimed to explore the 

diverse challenges faced by PE teachers when integrating the Sport 
Education model into their curricula. The researchers found that there 

were some misunderstandings about the model, which led to the 

implementation process turning out very differently in practice. Also, PE 
teachers lacked strategies to overcome institutional challenges such as 

curriculum guidelines, longer units, and issues of space. This research 

demonstrates that factors such as an individual’s conceptualizations, 
interpretations, misunderstandings, and lack of strategies serve as 

barriers to change. From an organizational standpoint, it is possible to 

understand individuals’ conceptualizations, interpretations, 
misunderstandings, and lack of strategies as part of their professionalized 

work. By emphasizing the lens of professionalization, knowledge about 

professional identity can be cultivated, thus playing a crucial role in 

advancing and refining professional practices. 

In contrast to hindering factors in policy implementation, researchers 
such as Alfrey and O’Connor (2024), Carse et al. (2018), and Goodyear 

and Casey (2015) have focused on aspects that make curriculum 

transformation more likely. Considering that there are various 
stakeholders with competing interests and visions for the purpose of PE, 

key stakeholders are recommended to collaborate, take on leadership 

roles, and advocate a shared educational vision for PE if any substantial 
change is to be made (Carse et al., 2018). Alfrey and O’Connor (2024) also 

highlight the importance of a clear vision for PE and sustained leadership, 

in combination with structural and networked support, professional 
learning opportunities, and time. These elements were identified as the 

most valuable resources for Australian PE teachers when implementing 
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curriculum transformation. As the authors show, sustained access to these 

resources enabled PE teachers to include a greater focus on educative 
purpose, differentiated assessment, and greater student agency and voice. 

According to Goodyear and Casey (2015), the primary driver for change in 

their study, which was conducted in the UK, was sustained support from 
a boundary spanner. Such individuals could facilitate teacher learning and 

encourage open dialogue between members of a department, students, 

and colleagues within a school, which the authors argue led to pedagogical 

innovation and change.  

In research examining how and why PE teachers shape teaching in 
relation to policy implementation, the influence of teachers’ 

interpretations has been widely recognized (Lambert & Penney, 2020; 

Lambert & O’Connor, 2018; Simmons & MacLean, 2018; Wilkinson et al., 
2021). Here, research has sought to explore the various factors underlying 

such interpretations. These factors include, but are not limited to, prior 

socialization experiences (Richards et al., 2019), the school context 
(Curtner‐Smith, 1999; Simmons & MacLean, 2018), teachers’ background 

experiences (Wright et al., 2021), organizational influences (Curtner ‐

Smith, 1999; Wright et al., 2021), artifacts (Lambert et al., 2021), previous 
sporting background (Curtner‐Smith, 1999), and teacher education and 

professional learning (Spillane et al., 2009). Drawing upon a larger 

international project involving Sweden, Norway, and New Zealand, 
Linnér et al. (2022) contribute to the ongoing discussion by highlighting 

that teachers’ beliefs and values are shaped by regulatory (e.g., laws and 

education acts), normative (e.g., curricula and syllabi), and cultural-
cognitive (e.g., social context and traditions) elements. Not to be forgotten 

is the fact that, even though PE teachers’ beliefs are shaped by all three 

elements, there exists an overall societal discourse which shapes thoughts 
about what PE teaching means, thus facilitating, or limiting, teaching 

practices (Gerdin, 2016). 

To sum up, previous research has emphasized the crucial role of PE 

teachers in shaping education. The significant autonomy, flexibility, and 

responsibility given to PE teachers in curriculum design (Houlihan, 2000; 
MacLean, 2018) has sparked considerable interest among researchers in 

exploring the reasons, methods, and extent to which PE teachers influence 

practice. To understand PE teachers’ actions, previous research has 
delved into factors such as their background and experience (Ferry, 2018; 

Larsson et al., 2018; Mordal-Moen & Green, 2014), the impact of PETE 

(Gerdin et al., 2018; Tolgfors et al., 2022), and PE teachers’ 
interpretations, translations, and implementation of new curriculum 

reforms and educational policies (Alfrey et al., 2017; Wilkinson et al., 
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2021). In this thesis, adopting an organizational perspective facilitates an 

examination of the interplay between agency and structure. Given that 
organizations are the primary arena for professional actions, I can analyse 

the dynamic relationship between established structures and individual 

actions. The outcomes of specific actions can be seen as emerging from 
the social stock of knowledge regarding the nature of PE. These actions 

have the potential to shape organizational principles, thereby influencing 

the means and ends of PE. Considering that, ultimately, teachers’ actions 
are manifested in the education of students, the following section explores 

how the key subject components have been explored in relation to changes 

in PE. 

Exploring changes in PE by focusing on key 

subject components 

Subject content knowledge  

Over time, subject content knowledge in PE has been shaped by a number 

of different traditions (Forest et al., 2018; Green, 2008; Kirk, 2010; 

Quennerstedt et al., 2008). One influential factor that remains clearly 
evident in the subject, both in Sweden and elsewhere, is the strong 

association between PE and sports. This close connection has been shown 

to reinforce practices of gymnastics, health-related activities, and games 
(Green, 2008), which is argued to primarily benefit children who are 

already privileged in both school and society (Kirk et al., 2006; Larsson & 

Redelius, 2008). This relationship has also contributed to uncertainties 
regarding the character and purpose of PE, leading to extensive debates 

surrounding the subject. Researchers have highlighted the lack of clearly 

defined learning objectives in PE, which is argued to shape teaching 
practices and influence teachers’ actions. For example, due to the 

broadening of learning objectives in the Swedish curriculum during the 

1990s, new uncertainties were created among PE teachers. As a result, 
many teachers attempted to legitimize PE as a compulsory school subject 

by highlighting the positive connections between motor development and 

learning to read and write. This strategy was seen to raise the subject’s 
status and emphasize its importance within the curriculum (Annerstedt, 

2001). In relation to this thesis, activities related to sports can be seen as 

embedded in a societal understanding that guides thoughts about 
appropriate practices in PE. This means that teachers’ actions are a result 

of the fact that activities related to sports are seen as legitimate and are 

therefore maintained and preserved.  
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Another factor that strongly influences subject content knowledge and has 

been a dominant discourse in PE is health (Forest et al., 2018; Houlihan 
& Green, 2006). Although health has always been present in PE 

discourses, its definition has changed over time and in different contexts 

(Marshall & Hardman, 2000). Also, the connection to sports is evident 
here. Mackintosh and Liddle (2015) highlight that both nations and 

policymakers have utilized major sporting events, such as the Olympics, 

as platforms to promote behavioural changes in sports and physical 
activity, and this also extends to schools. Being physically active is thus 

seen as a process that prepares children and young people for a lifelong 

physically active lifestyle, and this health concern is present in many 
curricular reforms (Evans, 2004; Larsson & Redelius, 2008; 

Quennerstedt, 2008). In countries such as Australia, Canada, Sweden, 

and the USA, the subject is also called either Health & Physical Education 

or Physical Education & Health (Forest et al., 2018).  

Researchers have highlighted that there has been an intensified idea that 
physical exercise can be equated with fitness, which in turn equates to 

good health (Evans, 2004; Larsson & Redelius, 2008; Quennerstedt, 

2008). Such thoughts have put pressure on PE, because the responsibility 
to solve societal problems related to sedentary behaviour has been handed 

over to the subject (Evans, 2004). Quennerstedt (2008) highlights that PE 

is tasked with addressing the public health issue of obesity among young 
people and the population at large. In this context, learning about health 

is often viewed as a secondary outcome, rather than a primary focus. 

However, the author argues that certain countries, like New Zealand, have 
taken a different approach in their curriculum by integrating health with 

movement. This approach aims to transcend the dualistic notions of 

body/mind and health/disease, offering a more holistic perspective on 
well-being. This situation, wherein various societal problems are handed 

over to a school subject to resolve, is not exclusive to PE. Instead, this 

situation is part of a broader educationalization process affecting all 
school subjects (Westberg, 2017). Educationalization involves the 

transformation of diverse societal issues into educational matters. Hence, 

education is often seen as a panacea for addressing a wide array of social, 
economic, cultural, and moral challenges. Whether tackling road safety, 

obesity, or alcohol abuse, education has historically been highlighted as 

the solution (Westberg, 2017).  

The various societal issues that it has been argued PE can solve could be 

one of the reasons for the idea that multiple knowledge domains inform 
the subject, as highlighted by Ekberg (2021). This diversity in knowledge 

domains prompts the question of whether a universal knowledge base 
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exists for PE, or if it is culture-specific, which could explain the variations 

observed globally (Ekberg, 2021). Despite Ekberg’s (2016, 2021) 
application of Bernstein’s concepts, this research shares commonalities 

with organizational theorists. Both perspectives acknowledge that societal 

discourses influence schools, establishing boundaries and manifesting in 
pedagogical practices. The distinction lies in Ekberg’s (2021) use of this 

approach, which is to deepen our understanding of the organizing 

principles of knowledge and its transformation within the pedagogical 
context of PE. In the context of this thesis, applying an organizational 

perspective enables an analysis of how societal discourses (or, more 

accurately, shared ideas) establish organizing principles that dictate the 

structure and organization of the subject. 

Teaching practices 

As argued in the previous section, there is a strong relationship between 

PE and sports. This connection becomes evident in teaching practices, as 
they predominantly involve activities drawn from various sports (Coulter 

& Ní Chróinín, 2011; Janemalm et al., 2020). Kirk (2010) highlights that 

the early domination of gymnastics in PE was challenged around the mid-
20th century, and it was subsequently replaced with sports. This shift 

involved replacing gymnastic exercises with a variety of activities and 

introducing students to various sports techniques. The aim was to create 
opportunities for participation in multiple sports and cultivate a lifelong 

interest in physical activity. But, according to Kirk (2010), this resulted in 

children and young people learning individual sporting techniques but not 
the skills necessary to put them together. The author points out that this 

perception of the content knowledge and purpose of PE persists today, 

despite there being no research supporting its actual effectiveness.  

When it comes to teaching in PE, there exist multiple perspectives on what 

is considered “good” practice, and Green (2008) emphasizes the absence 
of consensus regarding the definition of being educated in PE, or the most 

effective approach to achieving that objective. One reason for this 

challenge is that the type of knowledge linked to education has 
conventionally been viewed as more theoretical than practical (Arnold, 

1988). Peters addressed this as far back as 1966, stating that activities like 

riding bicycles, swimming, or golf mainly entail practical knowledge 
(knowing how), rather than theoretical knowledge (knowing that). 

Consequently, the author emphasized that insights gained from these 

activities were not readily transferable to other societal “areas”. In an 
effort to underscore the significance of movement in the curriculum and 

to work towards a more holistic framework for PE, Arnold (1979, 1988) 
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introduced three dimensions of movement: education in movement, 

education through movement, and education about movement. Even 
today, Arnold’s three dimensions, “in, about, and through” movement, 

remain topics of contemporary discussion regarding what knowledge in 

the subject entails, and they influence the types of teaching practices 

considered appropriate for acquiring such knowledge.  

When discussing teaching, various types of tradition are frequently linked 
to conceptions regarding the objectives of school disciplines. As a result, 

these teaching traditions also influence the specific type of learning that 

students are expected to achieve. Forest et al. (2018) illustrate the impact 
of different teaching traditions on the curriculum across various contexts. 

The sport-techniques teaching tradition predominantly shapes French 

and Swiss-Genevan curricula. In Sweden, Health Education is more  
prevalent, while in Switzerland, it is present to a lesser extent. 

Furthermore, the teaching tradition of physical culture education tends to 

be more noticeable in France. In the context of this thesis, teaching 
represents just one facet of the broader mechanisms at play within an 

organization. By adopting an organizational perspective, we gain the 

opportunity to delve into how teaching methods are influenced by and 
interconnected with other forms of work carried out within the 

organization, all with the purpose of achieving specific objectives. 

Traditionally, teaching in PE has followed one form of didactic, teacher-

centred approach that emphasizes technique, particularly in traditional 

team games with established, gendered norms. In 2008, Swedish PE 
teachers reported that the most prevalent activities in class were ball 

games, followed by games, cooperative games, fitness training, weight 

training, gymnastics, and swimming. Conversely, less emphasis was 
placed on topics such as eating disorders, doping, sports injuries, first aid, 

lifesaving, or ergonomics. Additionally, when structuring and conducting 

lessons, teachers typically addressed the entire student group and seldom 
provided instruction in smaller groups (Lundvall & Meckbach, 2008). A 

decade later, in a review conducted by the Swedish School Inspection 

(Skolinspektionen, 2018), ball games remained a common activity, along 
with endeavours to enhance students’ fitness and strength. This is an 

educational approach that favours students already engaged in sports 

during their spare time. Notably, elements such as dance, movement 
exercises to music, and orienteering were incorporated into teaching, 

which differed from previous reviews. It was argued that teachers gave 

clear instructions, and it was common for them to offer oral feedback. 
Nevertheless, opportunities for students to discuss and reflect upon their 
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work efforts and learning under the teacher’s guidance were scarce 

(Skolinspektionen, 2018). 

Researchers have striven to enhance PE teaching by exploring alternative 

perspectives and approaches to the subject. Although these endeavours 
have taken various paths, a recurring theme has emphasized the necessity 

of diversifying the model-based practices employed in PE instruction, and 

developing curriculum programmes based on these models. This work has 
challenged the notion that there is a single, definitive way of 

conceptualizing the subject. As a result, a variety of curriculum and 

instruction models, such as Sport Education and Teaching Games for 
Understanding, have been developed to challenge the idea that there is 

only one way of thinking about the subject (Casey, 2017). Such teaching 

models are still not very common in Sweden, but are frequently employed 

in countries such as the USA, the UK, and Australia. 

Assessment practices 

Assessment practices in PE have emerged relatively recently; prior to the 

1970s, assessment was not a significant concern in many countries. 
Reforms regarding assessment in PE started to appear during the 1970s 

in secondary schools in the UK, Australia, and Spain. It was only in the 

early 1980s that Ireland began to actively address assessment in PE at a 
national level (López-Pastor et al., 2013). Despite this, or perhaps as a 

consequence of the fact that assessment is a relatively recent 

phenomenon, it has been referred to as “one of the most fraught and 
troublesome issues physical educators have had to deal with over the past 

40 years or so” (López-Pastor et al., 2013, p. 57). One factor that has 

contributed to the identification of assessment as an ongoing challenge in 
PE has been described as the different perspectives on teaching and 

learning (Dinan-Thompson & Penney, 2015; Modell & Gerdin, 2022).  

During this time, various forms of assessment have emerged, varying in 

levels of modernity and their potential to support student learning. López-

Pastor et al. (2013) give an account of both traditional and alternative 
forms of assessment, two concepts that are frequently used in the PE 

literature. The authors highlight that traditional forms of assessment in 

PE have commonly included physical fitness tests. However, extensive 
research has criticized this approach, because it reflects a narrow view of 

PE as purely physical training, and students often perceive these tests as 

a negative experience. It is important to note that these criticisms are not 
limited to a single practice. Instead, assessment in PE has been described 

as an inequitable practice, stemming from a lack of clarity regarding 
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knowledge and learning objectives within the subject (O’Sullivan, 2013), 

as well as a misalignment with the curriculum and pedagogy (Borghouts 

et al., 2017; Harris & Leggett, 2015; Michael et al., 2016).  

Research has revealed that, rather than being connected to the actual 
curriculum, assessment in PE is often associated with factors such as 

students’ physical fitness (Harris & Leggett, 2015), the wearing of proper 

clothing (Michael et al., 2016), and effort during class (Borghouts et al., 
2017). Even in contexts where state standards for assessment and grading 

exist, such as in California, Michael et al. (2016) found that teachers 

consistently assigned weightings to administrative tasks and 
attitude/behaviour assessment categories that do not align with 

standards-based learning outcomes. Despite assessment being a 

longstanding issue for over 40 years, it is evident that the subject is still 
widely perceived as unfair by many students (Modell & Gerdin, 2022) and 

this has led to wariness and indecision in policy implementation due to 

PE teachers’ feelings for their students’ needs and abilities (Simmons & 

MacLean, 2018).  

Back to López-Pastor et al.’s (2013) study, in which alternative approaches 
to assessment are highlighted that actively engage students in solving 

realistic problems by applying new information, prior knowledge, and 

relevant skills. These alternative forms of assessment, including for 
example alternative, authentic, formative, and integrated assessment, aim 

to interrogate the teaching-learning processes and facilitate enhanced 

learning for students in PE. Furthermore, Assessment for Learning (AfL) 
has gained significant traction in the western world as a concept that 

promotes student learning. Tolgfors (2018) presents five distinct versions 

of assessment for learning in PE, each influencing the perspectives and 
characteristics of teachers and students in the subject. These versions 

encompass assessment for learning as: empowerment, physical 

activation, constructive alignment, grade generation, and negotiation, 
thus highlighting the various approaches to assessing student learning in 

school PE. According to Tolgfors (2018), each of the five versions 

promotes different types of learning.  

However, it is not always the case that PE teachers frequently use 

assessment as a means of supporting their students’ learning process 
(Borghouts et al., 2017). For instance, Borghouts et al. (2017) demonstrate 

that one factor often assessed by PE teachers in the Netherlands is fitness. 

This occurs even though the teachers themselves argue that fitness levels 
are the least important goal of PE lessons. In the context of this thesis, 

organizational actors prioritizing alternative courses of action over 
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organizational means or objectives is a well-known phenomenon. Such 

actions can be accomplished because these alternative actions are also 
deemed legitimate behaviour. By adopting an organizational perspective, 

it is possible to trace such actions to the shared systems of meaning 

guiding them. 

To sum up, even though research has described key subject components 

as resistant to change (Ekberg, 2016; Green, 2008; Jess & Gray, 2017; 
Kirk, 2010; López-Pastor et al., 2013; Sandahl, 2011), there have been 

notable developments over time. For instance, gymnastics has been 

replaced with sports techniques (Kirk, 2010), different curriculum and 
instruction models have been introduced (Casey, 2017), and various forms 

of assessment practices have evolved (López-Pastor et al., 2013). 

Considering this entire chapter, it is evident that significant changes have 
occurred in PE, and prior research has examined these transformations 

extensively. To position my research within the context of the existing 

literature, the concluding section highlights the knowledge gap that I have 
sought to address in my thesis and explains how my research contributes 

to filling this gap.  

Articulating the gap 

The aim of this chapter was to provide insights into previous research that 
has explored changes in PE. The chapter has described various reasons 

behind the changing character of PE, the origins of ambitions to generate 

transformations within the subject, and highlighted the many factors 
influencing processes of change. This knowledge is essential, not only to 

describe the current state of PE in terms of what is taught, how it is taught, 

and why it is changing, but also to illustrate the complex interplay of 

different societal areas contributing to the transformation of PE.  

However, a noticeable gap in the existing literature lies in the absence of 
a perspective focusing on the organization of PE, treating it as a constant 

process in which shared ideas become materialized into observable 

structures within schools (e.g., formalized roles, rule systems, resource 
allocation, and the division of labour). By directing attention towards 

organizations, these organizations can be analysed and we can uncover 

the representations of our collective ways of thinking. This exploration 
highlights what is considered valuable in PE. Also, by directing the 

spotlight towards organization, it becomes possible to analyse how 

schools, as organizational entities, influence organizational actors like 
teachers, school leaders, and administrators into upholding ideologies 
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and practices related to PE. Such knowledge is essential when attempting 

to develop the subject because it can provide insights into why some 
practices are more resistant to change than others. This perspective can 

also complement prior research that has delved into the diverse factors 

influencing PE, and their subsequent impacts on the subject’s 
development. It offers an opportunity to analyse the conditions that have 

made PE susceptible to the influence of these factors and, the origins of 

such circumstances. Also, it proposes an exploration of how various types 
of pressure stemming from these factors affect organizational 

infrastructure and become ingrained in organizational behaviour. By 

adopting an organizational perspective, insights can be gained into how 
organizational members’ actions are shaped by responses to these diverse 

pressures. Understanding these dynamics is crucial because the actions 

and modifications undertaken can have significant implications for 

equitable education, as they always prioritize certain aspects over others.  

So, there remains a significant gap in knowledge concerning the 
interrelationships between individuals, organizations, and society and the 

resulting implications for the means and ends of PE. An organizational 

perspective offers a valuable vantage point for exploring how societal 
ideas shape thoughts about appropriate practices which, in turn, structure 

established and consistent patterns of action (Greenwood et al., 2008). 

This is because this perspective views the organization of PE as a product 
of a broader societal understanding regarding thoughts about appropriate 

practices. These shared systems of meaning and understanding manifest 

as concrete practices, which form the organization. Emphasizing the role 
of organization enables these structures to be perceived as tangible 

representations of collective ways of thinking, whereby shared ideas 

become stable and observable structures (DiMaggio & Powell, 1983; 

Greenwood et al., 2008; Meyer & Rowan, 1977). 

From this perspective, it can be recognized that individuals’ actions and 
institutional arrangements shape one another (Lawrence & Suddaby, 

2006). As this thesis shows in later chapters, using the example of the 

addition of 100 teaching hours to PE, external pressures necessitate 
internal adaptations, and hence require PE to change. However, the 

results of this thesis also reveal that external pressures can catalyse 

actions that contribute to stability. This not only enriches our 
comprehension of transformation processes in PE, but also sheds light on 

the unintended consequences arising from such pressures for change.  

Consequently, in the next chapter, I delineate the theoretical framework 

that has guided this thesis, aiding me in my pursuit of these objectives. 
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Theoretical framework 

The purpose of this chapter is to outline the theoretical framework and the 

philosophical assumptions underpinning this thesis. As described in the 

introductory chapter, the existing literature characterizes the subject as 
resistant to change, despite the contrasting observations exemplified in 

the two previous chapters. When studying change in PE, prior research 

has frequently neglected to consider how schools, as organizational 
entities, influence organizational actors such as teachers, school leaders, 

and administrators in maintaining ideologies and practices related to PE. 

By adopting an organizational perspective, I can address this knowledge 
gap. This is because widely shared systems of meaning “provide blueprints 

for organizing by specifying the forms and procedures an organization of 

a particular type should adopt if it is to be seen as a member-in-good-
standing of its class” (Barley & Tolbert, 1997, pp. 93–94). In other words, 

organizations are where shared ideas become stable and observable 

structures (Barley & Tolbert, 1997; DiMaggio & Powell, 1983; Glynn & 
D’Aunno, 2023; Greenwood et al., 2017; Greenwood et al., 2008; Meyer 

& Rowan, 1977; Suddaby & Greenwood, 2009).  

This examination is facilitated by treating social realities as products of 

constructions through social interactions. Everyday interactions with 

others give rise to collective norms, beliefs, and ideas (Berger & 
Luckmann, 1966). When people interact, they develop shared ways of 

thinking, behaving, and understanding the world. As these continue over 

time, they become more established and persistent. However, these 
processes are neither fixed nor automatic – rather, new experiences, 

perspectives, and influences can introduce changes and adaptations to the 

norms and ideas guiding actions and perceptions (Berger & Luckmann, 
1966). From an organizational standpoint, organizations are seen as 

manifestations of both explicit and implicit norms, beliefs, and rule 

systems related to processes of organizing (Suddaby & Greenwood, 2009). 
Thus, this perspective enables an exploration of how particular ways of 

thinking become established and consistent actions, dictating how the 

means and ends of PE are realized. By spotlighting organization, it 
becomes possible to explore features of the social world that are not easily 

captured – or not captured at all – when focusing on actors (Meyer & 

Jepperson, 2000). 

This means that the organization of PE is a reflection of a broader societal 

understanding of what the subject should, can, or ought to be, which 
shapes practices considered socially appropriate. In essence, individuals 
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undergo a process of socialization wherein they learn and internalize 

practices that align with prevailing social norms and are considered 
socially acceptable. This socialization shapes their behaviour, guiding 

them towards actions that conform to established societal values and 

expectations. By emphasizing the role of organization, I can construct 
organizational structures as tangible representations of our collective 

ways of thinking. Consequently, changes in PE encompass more than just 

alterations in structure and technical activities. Instead, this perspective 
enables the adoption of tools that can address transformations in shared 

systems of meaning and understanding, intertwined with the structures 

of control. This makes it possible to analyse why certain aspects of the 
subject are more likely to change than others, offering insights into the 

change/non-change paradox. 

Given the prevailing societal understanding of the character of PE and its 

consequences for how schools organize teaching, my attention is focused 

on discerning the changes that occur at the level of the individual 
organizations within an organizational field. This is because the means 

and ends of PE are manifested through practices, and any changes in these 

practices typically occur at the organizational level. Although there are 
various forms of perspectives studying organization (e.g., rational choice, 

organizational learning theory, and resource dependence theory), the 

choice fell upon organizational institutionalism, and more specifically an 
institutional perspective. This is because organizational institutionalism 

includes a range of different concepts that are useful for understanding 

processes of change.  

In this thesis, I focus on exploring how ideas manifest and impact upon 

the means and ends of Swedish secondary school PE. Central to this 
exploration are two key concepts in organizational institutionalism: 

institution and institutionalization. Thus, I commence by delving into 

these concepts and the underlying philosophical roots in the works of 
Berger and Luckmann (1966) that support such notions. It is important to 

note that different organizational perspectives have taken different views 

on organizations and how they interact with their external environments, 
depending on the specific aspects of organization that the researchers 

were concentrating on, as well as the theoretical development. However, 

one perspective that occupies a central position in exploring macro -
organizational change is institutional theory (Greenwood et al., 2008). 

Therefore, below, I introduce institutional theory, summarize its 

development, and clarify my position within this overarching perspective. 
Furthermore, I delve into concepts that are important for the thesis 

(institutional logics and institutional work), and explain how these 
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concepts are applied in the different analyses and the ways in which they 

contribute to addressing the overall purpose of this thesis. In conclusion, 
I provide a concise summary of these theoretical underpinnings and 

discuss the implications of this framework for the study. 

Institutions and institutionalization  

Organizational institutionalism, or institutional theory for that matter, 
should not be seen as a unified theoretical perspective, but rather as a 

framework for different theoretical perspectives (Glynn & D’Aunno, 2023; 

Greenwood et al., 2008). A more comprehensive introduction to 
institutional theory is presented in the next section but, briefly expressed, 

organizations are viewed as subject to social and cultural pressures that 

arise from interactions between organizations in their institutional 
environment (DiMaggio & Powell, 1983; Meyer & Rowan, 1977). For that 

reason, organizations are not seen as rational entities. Instead, they often 

adopt practices that are not necessarily suitable for that organization. 
Such practices are more often consistent with the “rules, norms, and 

ideologies of the wider society” (Meyer & Rowan, 1977, p. 84). For 

example, in the educational system, practices such as standardized testing 
and competitive school ranking may be implemented, despite the 

awareness that achieving a top rank or an improved performance measure 

might not fully capture the complete picture (Crowson & Deal, 2020).  

An institutional analysis of organizations arose from Berger and 

Luckmann’s (1966) phenomenological thinking about social reality as a 
human construction, a product of social interaction. This thesis is founded 

upon an institutional approach (including the theoretical concepts of 

institutional logics and institutional work) and the sociology of 
knowledge, as outlined by Berger and Luckmann (1966). This follows a 

line of thought based on the idea that shared systems of meaning serve as 

templates for organization. Consequently, these philosophical 
underpinnings carry methodological implications, which are explored in 

the Materials and Methods chapter.  

In creating their social constructionism ontology, emphasizing that we do 

not find or discover knowledge or reality so much as construct it, Berger 

and Luckmann (1966) were influenced by philosophers such as Schutz, 
Marx, Plessner, Gehlen, Durkheim, and Weber. All knowledge is a product 

of collective influence, shaped through shared efforts and conceptually 

guided by socio-cultural influences. Our social reality is built, structured, 
and formed through our interpretations of various elements, such as 



 

42 
 

 

objects, words, actions, and events. The very fabric of society is a result of 

human ingenuity, and is reliant upon continuous human contributions; it 
persists only as long as people (re)construct it. These understandings are 

then mutually reinforced – society’s shape is moulded by human actions 

and, in turn, society moulds individuals (Berger & Luckmann, 1966). 

The social stock of knowledge enables us to identify things that exist (e.g., 

a handshake, marriage, money, or PE) and to determine whatever 
properties they have from our knowledge and understanding of them. 

Using PE as an example, there is a commonly shared social understanding 

of its meaning, accompanied by practices (e.g., physical activity and 
exercise) that convey this meaning, and it is thus regarded, as Berger and 

Luckmann (1966) put it, as an institution. The very definition of an 

institution has been a subject of extensive debate and has also changed 
over time. Despite this, today, the concept of the institution from an 

institutional perspective is often understood to be “more-or-less taken-

for-granted repetitive social behaviour that is underpinned by normative 
systems and cognitive understandings that give meaning to social 

exchange and thus enable self-reproducing social order” (Greenwood et 

al., 2008, pp. 4–5). Institutions can take the form of rules or codified 
social arrangements, norms of conduct, or cognitive structures that 

provide understandings and give meaning to social reality (Berger and 

Luckmann, 1966). From this perspective, institutions are socially 
constructed templates for actions, that are maintained through ongoing 

individual interactions. Barley and Tolbert (1997, p. 94) explain that: 

actors create institutions through a history of negotiations 

that lead to “shared typifications” or generalized expectations 

and interpretations of behaviour. The patterned relations and 
actions that emerge from this process gradually acquire the 

moral and ontological status of taken-for-granted facts which, 

in turn, shape future interactions and negotiations. 

An institution is said to be institutionalized when it is widely practised, 

largely uncontested, and resistant to change (Berger & Luckmann, 1966). 
For an institution to become institutionalized, Berger and Luckmann 

(1966) identified three phases: externalization, objectification, and 

internalization. Externalization refers to the process of conveying and 
communicating meaning to the external world (Berger & Luckmann, 

1966). Using PE as an example to illustrate this phase, some individuals 

began conceptualizing physical exercise as a beneficial way to address a 
wide range of needs. These ideas were subsequently realized with the 

establishment of the subject. Hence, the ideas became reality when 
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individuals agreed to establish the subject, and are therefore a human 

construction in terms of its existence (PE only exists as long as individuals 

maintain it).  

Objectification, meanwhile, involves treating abstract or non-objective 
things as objects (Berger & Luckmann, 1966). If we go back to the example 

of PE, once the social fact of emphasizing physical exercise as a beneficial 

way to address various needs was established, individuals started 
objectifying this reality by institutionalizing it through the development 

of curriculum regulation, sports facilities, gender-segregated classes, and 

specialized teachers. Over time, these practices gained legitimacy as they 
were given cognitive, moral, and linguistic foundations. PE is turned into 

a reality that appears to be objective and stable, but it is consistently 

reshaped through actions. The processes of externalization and 
objectification are therefore continually intertwined, influencing each 

other in an ongoing dialectical process.  

The last phase described by Berger and Luckmann (1966) is 

internalization. This refers to the process of taking in and unquestioningly 

accepting the shared beliefs and objectified ideas of a social group as 
reality. This means that the socially accepted reality is absorbed into an 

individual’s consciousness during socialization as valid truth (Berger & 

Luckmann, 1966). Revisiting the PE example, the objectified social reality 
that has been established encompasses specific norms, values, and 

expectations regarding the character of PE. This reality also influences the 

perceived benefits at individual, organizational, and societal levels that 
create certain practices. Over time, these practices become deeply 

ingrained and are accepted as unquestionable truths through the process 

of socialization. To briefly summarize these three phases, 
institutionalization can be described as the process through which 

expected practices within diverse social settings are developed and 

learned (Glynn & D’Aunno, 2023). 

Nonetheless, while institutions provide templates for action, they do not 

completely determine individual actions. Following Barley and Tolbert’s 
(1997) argument, institutions are not rigid and unchangeable; they 

provide individuals with the opportunity not only to mimic behaviour in 

line with existing institutional pressures but also to interpret these 
pressures in a manner that allows them to deviate, innovate, and 

contribute to the transformation of the institutions themselves. In the 

context of this thesis, the power to innovate PE can be seen, for example, 
in relation to alterations in teaching methods, subject content knowledge, 

and assessment practices.  
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Institutional analysis of organizations 

A key concept in organizational theory is legitimacy, which serves as a 

central defining construct (cf. Deephouse & Suchman, 2008; DiMaggio & 
Powell, 1983; Meyer & Rowan, 1977, 1978; Suchman, 1995). In a widely 

cited article from 1995, Suchman defines the concept by stating that: 

“Legitimacy is a generalized perception or assumption that the actions of 
an entity are desirable, proper, or appropriate within some socially 

constructed system of norms, values, beliefs, and definitions” (p. 574). 

This means that organizations are influenced and adapt their structures, 
techniques, and activities on the basis of widespread social 

understandings (Meyer & Rowan, 1977). Organizations must navigate 

these social understandings in order to be perceived as legitimate, thus  
ensuring their status as a member-in-good-standing within their class and 

securing their survival (Deephouse & Suchman, 2008; DiMaggio & 

Powell, 1983; Meyer & Rowan, 1977). Failure to be considered legitimate 
can be disastrous, and often leads to various types of sanction (Deephouse 

& Suchman, 2008; Meyer & Rowan, 1977; Suchman, 1995).  

Meyer and Rowan (1977) assert that it is crucial for organizations to 

appear socially appropriate and display legitimacy, particularly in highly 

regulated environments. They acknowledge that organizations adopt 
policies and structures as signals to convey their legitimacy to the external 

environment. Consequently, organizational structures and practices are 

shaped not only by functional production requirements but also by the 
external symbolic pressures to be perceived as legitimate (i.e., 

institutional pressure). Such practices are often shared across 

organizations and industries, indicating field-specific norms. Using 
schools as an example, Meyer and Rowan (1978) propose that schools 

fulfil a societal need by preparing individuals for participation in society, 

especially in a corporate society. By meeting external expectations, 
schools gain legitimacy and resources to fulfil their mission. As a result, 

schools adopt similar organizational structures, employ specialized 

teachers, and share similar teaching approaches, curricula, schedules, 
rules, and administrative procedures. In striving for shared legitimacy, 

schools have undergone a process of homogenization, leading to striking 

resemblances in their actions and appearance (DiMaggio & Powell, 1983; 

Meyer & Rowan, 1977, 1978).  

DiMaggio and Powell (1983) observed this homogenization, referring to it 
as isomorphism: “a constraining process that forces one unit in a 

population to resemble other units that face the same set of environmental 

conditions” (p. 149). They contend that competition alone cannot explain 



 

45 
 

 

isomorphism and underscore the roles of coercive, mimetic, and 

normative institutional pressures. Coercive pressures stem from power 
dynamics and politics, often involving demands from authoritative 

entities to adopt specific structures or practices under the threat of 

sanctions (DiMaggio & Powell, 1983). In the context of this thesis, 
coercive pressures suggest that schools adopt similar practices due to their 

compliance with the same Education Act and curricula. Mimetic pressures 

emerge due to uncertainty, leading organizations to emulate successful or 
influential counterparts (DiMaggio & Powell, 1983). In the context of this 

thesis, mimetic pressure is exemplified in Article 4, where PE is viewed as 

part of a broader “health promotion project”, influencing the character of 
PE activities (Lindkvist, 2023c). Normative pressures relate to widely 

accepted courses of action, which are sometimes seen as moral 

obligations. These pressures are frequently associated with professions, 
wherein shared education and training encourage the adoption of similar 

values. Accordingly, as individuals move between organizations, they 

carry these professional ideals with them, shaping the practices and 
norms within different organizational contexts (DiMaggio & Powell, 

1983). In relation to this thesis, normative pressure is evident in the 

uniform education that PE teachers receive. 

DiMaggio and Powell (1983) positioned these isomorphic organizations 

within an organizational field, a concept that has famously been defined 
as “those organizations that, in the aggregate, constitute a recognized area 

of institutional life: key suppliers, resource and product consumers, 

regulatory agencies, and other organizations that produce similar services 
or products” (p. 148). The organizational field is like an extensive web of 

connections that go into the organization. This web affects how people see 

the world and how they think about things like structure and actions. 
However, DiMaggio and Powell’s (1983) emphasis on isomorphism led to 

the perception of institutional theory as closely tied to the idea of stability, 

suggesting that organizations within a given organizational field are 
expected to conform to common structures and practices (Greenwood & 

Hinings, 1996). Hence, new institutional theory was criticized for treating 

actors as marionettes in a rigged carnival game (i.e., structure guides 
actions), and not up to the task of explaining change (DiMaggio & Powell, 

1983; Greenwood et al., 2008; Wooten & Hoffman, 2017).  

This “missing actor” discussion among institutional theorists prompted a 

reconsideration of the field’s conceptualization to better accommodate the 

idea of change. Scholars acknowledged the occurrence of change even in 
highly institutionalized contexts. The previous limitations in addressing 

such occurrences were attributed, in part, to how scholars defined and 
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operationalized organizational fields. Subsequently, scholarly discussions 

shifted towards redefining the field as a concept that brings together 
various elements with different purposes, rather than emphasizing 

common technologies or industries. The redefined conceptualization of 

the organizational field offers a perspective that sees fields as relational 
spaces, providing organizations with opportunities to engage with other 

actors, making them nested, contested, and dynamic. These fields provide 

enriched environments within which various organizations collaborate to 
collectively comprehend matters of importance to both their internal 

workings and the broader field (Wooten & Hoffman, 2017).  

This development in institutional theory has given rise to various research 

directions and concepts, including institutional work (Lawrence & 

Suddaby, 2006) and institutional logics (Friedland & Alford, 1991). The 
institutional logics perspective positions organizational behaviour within 

a societal context, instead of the previous focus on organizational fields 

(Friedland & Alford, 1991). Acknowledging the nested, contested, and 
dynamic nature of organizational fields, the institutional logics 

perspective recognizes the common occurrence of multiple logics within 

organizations across a wide range of fields (Friedland & Alford, 1991; 
Haveman & Rao, 1997; Ocasio et al., 2017; Scott et al., 2000; Thornton & 

Ocasio, 2008; Thornton et al., 2012). In this thesis, I view PE as a field-

level institution. This means that practices which are considered 
appropriate in PE extend beyond individual organizations and particular 

fields. Instead, it encompasses practices, norms, and beliefs that are 

widely shared and established at a societal level. Hence, the institutional 
logics perspective offers a framework within which to situate the 

conceptualization of PE in a societal context. It also facilitates analyses of 

the guiding institutional influences on PE and how subsequent 
expectations impact upon prevailing conditions. This is attributed partly 

to the capacity of the perspective to illuminate the feedback loop between 

structures and agency, as well as its ability to delineate a multifaceted 
environment shaped by diverse institutions that exert influence on 

organizations. Therefore, I now embark upon an exploration of the 

institutional perspective’s role in addressing this thesis’ purpose, prior to 

transitioning to the institutional work perspective. 

Institutional logics  

The introduction of the institutional logics perspective is often credited to 

Friedland and Alford, and their frequently-cited book chapter from 1991. 
Together with Haveman and Rao (1997), Thornton and Ocasio (1999), and 

Scott et al. (2000), they developed a framework that could define the 
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content and meaning of institutions. This enables me to explore the 

interrelationship between individuals, organizations, and society because 
the perspective provides a link between agency/cognition and the socially 

constructed structural system (Thornton & Ocasio, 2008). According to 

Friedland and Alford (1991, p. 251):  

institutions constrain not only the ends to which their 

behavior should be directed, but the means by which those 
ends are achieved. They provide individuals with vocabularies 

of motives and with a sense of self. They generate not only that 

which is valued, but the rules by which it is calibrated and 
distributed. Institutions set the limits on the very nature of 

rationality and, by implication, of individuality. Nonetheless, 

individuals, groups, and organizations try to use institutional 

orders to their own advantage.  

Friedland and Alford (1991) argue that there are five core institutions of 
society – the capitalist market, the bureaucratic state, families, 

democracy, and religion – each with a central logic that constrains both 

the means and ends of individual behaviour, at the same time as it 
provides a source of agency and change. This means that institutional 

logics can be described as the principles that guide individuals in 

interpreting reality and, consequently, shape their actions. Hence, the 
perspective serves as a tool to operationalize actions and could therefore 

be described as the organizational principles for a particular institution 

(Ocasio et al., 2017; Thornton & Ocasio, 2008; Thornton et al., 2012). For 
instance, if we consider the institution of democracy as an example, the 

institutional logic of democracy encompasses all the actions carried out in 

its name. This includes democratic elections, efforts to promote gender 
equality, ensuring freedom of expression for all, and various other related 

activities. And, in the context of this thesis, it means that PE, as a field-

level institution, is guided by four institutional logics (see Article 2) which, 
for example, legitimize physical activity, making it possible to reproduce 

the habitual behaviour patterns for encouraging students to be active  

(Lindkvist, 2023a).  

The institutional logics perspective was further developed by Thornton 

and Ocasio (1999), Thornton (2004) and Thornton et al. (2012). Thornton 
and Ocasio (1999) also provide the most cited definition: “the socially 

constructed, historical patterns of material practices, assumptions, 

values, beliefs, and rules by which individuals produce and reproduce 
their material subsistence, organize time and space, and provide meaning 

to their social reality” (p. 804). This definition provides a link between 
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agency, institutional practices, and rule structures, allowing us to 

comprehend both individual and organizational behaviours within their 
broader social and institutional contexts. It aids in capturing the often 

unexamined and deeply ingrained norms of conduct. Moreover, this 

perspective enables the recognition of organizations as entities that are 
deeply intertwined with multiple institutional logics, extending beyond 

mere isomorphic tendencies. Consequently, it provides insights into the 

diverse manifestations and orientations of organizations (Ocasio et al., 

2017; Thornton et al., 2012). 

Following the purpose of this thesis, the institutional logics perspective 
enables me to view this institutional context as a dual force, 

simultaneously governing behaviour while also offering opportunities for 

agency and change. I have applied this perspective in two primary ways. 
Firstly, because the institutional logics perspective “is a metatheoretical 

framework for analysing the interrelationship among institutions, 

individuals, and organizations in social systems” (Thornton et al., 2012, p. 
2), I employed it to establish what constitutes the multiple social location 

within which PE is situated. Secondly, Greenwood et al. (2017) argue that 

navigating a complex landscape of multiple institutional logics is the norm 
of organizing. These various logics may be more or less complementary, 

enabling either consensus or contestation (Kraatz & Block, 2008). This 

approach enables me to position PE within the influence of various 
institutional logics and investigate how individuals navigate the 

contradictory demands inherent to these different logics. In relation to the 

change/non-change paradox, this perspective is valuable for pinpointing 
the shared ideas influencing PE teachers during the process of change. 

The perspective illuminates the “rules of the game”, allowing me to 

explore which practices drive change and, conversely, those that persist 

unchanged.  

Institutional work  

The foundational premise of institutional thinking is that any given action 

does not include an unlimited array of choices, but rather requires one to 
select from among a narrowly defined set of legitimate options 

(Greenwood et al., 2008). The institutional work perspective is helpful for 

exploring how these options are established because it “focus[es] on 
understanding how, why and when actors work to shape sets of 

institutions, the factors that affect their ability to do so, and the experience 

of these efforts for those involved” (Hampel et al., 2017, p. 558). Hence, 
the institutional work perspective focuses on the processes and practices 

through which institutions are created, enacted, and/or altered (Hampel 
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et al., 2017; Lawrence et al., 2011). However, in contrast to other 

institutional approaches, the concept of institutional work focuses on 
actors (not institutional structures), which enables an exploration of the 

actions associated with transforming and/or deinstitutionalizing 

institutions (Lawrence & Suddaby, 2006). This perspective is usually 
credited to Lawrence and Suddaby (2006), who defined it as “the 

purposive action of individuals and organizations aimed at creating, 

maintaining and disrupting institutions” (p. 215). 

The institutional work perspective is based on embedded agency and the 

concept of practice, two theoretical foundations that facilitate exploration 
of how the actions of individuals and institutional arrangements shape 

one another (Lawrence & Suddaby, 2006). Thus, like more traditional 

institutional thinking, it supports structuralist notions of actions as 
embedded in institutional structures, while recognizing that structures 

are constantly being (re)negotiated by actors trying to legitimize their 

actions (Hampel et al., 2017; Lawrence et al., 2011). In relation to this 
thesis, this means I can postulate that school leaders’ actions are scripted 

by institutional arrangements since this perspective assumes that 

individual behaviour occurs within the framework of institutionalized 
rules (Greenwood et al., 2008; Lawrence & Suddaby, 2006). Hence, I can 

assume that school leaders’ beliefs and thoughts about PE shape the 

institutional work within their school.  

It can be deduced from Lawrence and Suddaby’s (2006) definition that 

they divide institutional work into three different categories according to 
its intended outcomes: creating, maintaining, and disrupting institutions.  

Creating institutions builds on the notion of institutional 

entrepreneurship, undertaken by those who Perkmann and Spicer (2008) 
argue “are agents who intentionally and purposefully work towards 

changing existing or creating novel institutions” (p. 816). The creation of 

institutions has been described as establishing “sets of practices that are 
learned, often slowly and out of necessity, and that they are truly 

‘practices’, in the sense that they belong not only to an individual but also 

to a community of actors” (Dover & Lawrence, 2010, p. 310). Maintaining 
institutions concerns issues relating to different forms of institutional 

work, which “involves supporting, repairing, or recreating the social 

mechanisms that ensure compliance” (Lawrence & Suddaby, 2006, p. 
230). Institutions need some form of maintenance to survive. Disrupting 

institutions derives from Oliver’s (1992) concept of deinstitutionalization 

and “involves attacking or undermining the mechanisms that lead 
members to comply with institutions” (Lawrence & Suddaby, 2006, p. 

235). In line with Oliver (1992), Lawrence and Suddaby (2006) argue that 



 

50 
 

 

the work of disruption does not mean the creation of new institutions. 

Instead, the work of disruption occurs when current institutional 

arrangements do not correspond to individuals’ interests.  

In line with the overall purpose of this thesis, the institutional work 
perspective provides a valuable framework for examining how school 

leaders’ actions influence the transformation of practices and beliefs 

within PE. Ultimately, this perspective is valuable for analysing the 
processes leading up to the change/non-change paradox. Through this 

lens, I can examine how shared ideas are operationalized, which results in 

the enactment of certain practices that propel change and, conversely, 

those that endure without alteration.  

Summary and implications for the study  

Together, institutional theory and the associated concepts of institutional 

logics and institutional work serve as the interpretive lens for this thesis. 
Their implications for how I approach and understand my object of study 

can be summarized as follows.  

PE, like any other school subject, is a social construction created by 

humans for a particular purpose under specific conditions (Kirk, 2010). 

Over time, cultural and historical influences have contributed to the 
development of field-level norms, practices, and beliefs. By employing an 

organizational perspective, I can conceptualize PE as a field-level 

institution encompassing practices, norms, and beliefs that are widely 
shared and established at a societal level. Such field-level institutions play 

a significant role in shaping the behaviours, interactions, and dynamics of 

individuals within the organization (Greenwood et al., 2008). The 
perspective provides tools that can address the phenomenological and 

ideational dimensions of institutional processes and thus view change in 

PE as consisting not only of shifts in structure and technical activities but 
also of change in shared meanings and understandings attributed to 

structures of control. 

Moreover, organizations are manifestations of both explicit and implicit 

norms, belief, and rule systems. Organizations integrate the impact of 

institutions when their technical activities become imbued with the 
meaningful values they embody (Suddaby & Greenwood, 2009). Hence, 

in my analysis, I have been able to examine the ongoing interaction 

between organizations and institutions. This implies that the way in which 
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PE is structured and organized, as well as the prevailing ideas about 

suitable practices, continually influence and strengthen each other.  

Furthermore, from an institutional perspective, institutions are socially 

constructed templates for action, which are maintained through ongoing 
individual interactions. These institutional templates are mutually shaped 

by organizational fields. In essence, while organizational fields influence 

institutions, institutions also influence fields and guide their 
development. Thus, in relation to RQ1, my objective has been to apply an 

institutional perspective in order to understand how the research field of 

PE characterizes PE as a school subject. This approach has enabled me to 
grasp how issues raised within the research community collectively 

contribute to constructing the frames of reference for PE.  

Finally, although institutional logics and institutional work are based on 

two seemingly different theoretical foundations, they can be combined 

(Ocasio et al., 2017) and used to bridge the more classical approaches of 
bottom-up or top-down. Both perspectives allow me to analyse how 

institutions develop, but the institutional logics perspective is particularly 

valuable for comprehending actions within a broader societal context. The 
institutional work perspective, on the other hand, is useful for 

understanding the processes involved in creating, maintaining, and 

disrupting institutions.  
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Materials and methods  

The purpose of this chapter is to present the research process, 

encompassing my approach to data collection, processing, and data 

analysis. Additionally, it delves into design considerations, including the 
selection of data and data types. These considerations are in alignment 

with the theoretical framework outlined in the previous chapter. In this 

chapter, a higher level of abstraction is employed than in the detailed 
discussions found in the included articles, with the aim of enhancing 

readability. Readers can find more details of specific aspects of the 

method in the articles, and I consistently refer to the relevant sections in 

the method descriptions below.  

In the following, I begin by describing the positioning of my thesis within 
an interpretative approach and the guiding principles of good research 

that employs this orientation. Thereafter, I outline the research design, 

followed by methods of data collection and analytical procedure. Finally, 
I describe the ethical considerations that are relevant during the entire 

process of authoring a thesis. Reflections regarding the methodology 

utilized and insights into the study’s limitations are provided in the final 

chapter. 

An interpretive approach 

Interpretive inquiry has steadily gained prominence within organizational 

studies, serving as a response to the longstanding tradition of positivism 
that has traditionally dominated the field (Greenwood et al., 2008; Prasad 

& Prasad, 2002). There is no universally agreed-upon definition of the 

term “interpretivism”, but, in this thesis, I conceptualize it as 
encompassing those strategies that elucidate the meanings and actions of 

individuals in alignment with their own subjective frames of reference. 

Simultaneously, these frames of reference are collectively shared, forming 
a social stock of knowledge (Williams, 2000). Interpretive research is 

described by Prasad and Prasad (2002) as devoted to the ideas of Berger 

and Luckmann (1966), who, as described in the previous chapter, view 
reality as socially constructed, shaped, and formed through meaningful 

interpretations. Hence, our knowledge and understanding of the world 

are shaped by how people interact with their surroundings in a social 
context. Gaining a deeper understanding of the social world requires 

adopting the viewpoint of those who are actively engaged in it. 

Interpretivism aims to uncover hidden social influences and structures, 
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making them more apparent and understandable (Scotland, 2012). Given 

that I conceive of institutional change as shifts in taken-for-granted views 
of the world, interpretative methods are the best-suited approach 

(Suddaby & Greenwood, 2009). Consequently, I have structured the 

studies to centre on individuals’ personal contributions, which emphasize 
their meanings and beliefs, as well as their experiences within their unique 

contexts. I take the reality that emerged as the object of my analysis. To 

gain a deeper understanding of this reality, I have primarily employed 

qualitative methods, which I describe in greater detail later in this chapter.  

Following an interpretive approach, I have adhered to internal 
consistency, credibility, transferability, rigour, and reflexivity to ensure 

research quality. Internal consistency relates to the coherent progression 

of the argument within the research (Stenbacka, 2001). In my 
interpretation, this primarily pertains to the written text (i.e., this thesis), 

in which I have ensured a harmonious alignment between theory, 

research questions, and the methods used for data collection and analysis. 
To establish credibility, researchers must offer a comprehensive account 

of the data, along with an explanation of the processes involved in 

reaching their conclusions (Charmaz & Thornberg, 2021). To adhere to 
this aspect, in this chapter (as well as in the included articles) I clearly 

define the data, detailing how it was collected, and describing the methods 

employed for the different analyses. In doing so, I present my inquiry 
transparently, enabling other researchers to comprehend the process that 

led to the conclusions presented in this thesis.  

Transferability in research is not about promoting generalizability. 

Instead, it is about ensuring that findings obtained in a specific context 

can provide valuable insights for similar settings (Daniel, 2018). In the 
concluding chapter, I outline the transferability of my findings to other 

school subjects, professions, and organizations. Adopting a rigorous 

approach involves collecting data systematically, paying careful attention 
to detail at every stage, and ensuring a thorough verification of 

conclusions and interpretations (Stenbacka, 2001). The steps to achieving 

rigour are demonstrated in this chapter, in the final chapter of this thesis, 
and in the included articles. In relation to the last key marker, reflexivity, 

it is argued that researchers should recognize and openly address their 

personal biases. They should also explicitly outline their own perspectives, 
prior research experience, and how they have practised reflexivity (Daniel, 

2018). In the final section of this chapter, I conduct a critical examination 

of the underlying assumptions from which knowledge is being 
constructed. Additionally, I outline the ethical considerations that I have 

adhered to throughout the process of becoming a researcher.  
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Research design 

Following the philosophical roots underpinning this thesis, together with 

the endeavour to understand the potentially changing means and ends of 
Swedish PE, I have drawn upon both collected research articles and 

interview data. To capture shared systems of meaning that together 

constitute a social stock of knowledge shaping PE as a field-level 
institution, the four included articles are designed to cover various aspects 

of PE as an institution. This necessitated a comprehensive approach to 

data collection spanning different hierarchical levels, starting from 
insights within the research community, progressing through 

organizational perspectives, and ultimately extending to encompass 

grassroots viewpoints. Article 1 is designed to provide an illustration of 
how the research field of PE shapes the perception of PE as a field-level 

institution. Through its emphasis on dominant research topics within the 

field of PE, this study contributes to the overall purpose of the thesis by 
outlining how the research field delineates the frames of reference for PE. 

Because it is argued that research contributes to the stock of knowledge 

shaping PE, the questions raised by researchers can be understood as the 
legitimate issues within the field, offering insights into what characterizes 

PE. 

The remaining three articles delve into the relationship between 

institutions and actions, utilizing the policy implementation process of the 

100 added hours for teaching in PE as an empirical example. The intention 
was not to scrutinize policy outcomes, but rather to stimulate reflections 

between the “old” and the “new” to reveal the underlying thoughts, ideas, 

and behaviours behind actions. Article 2 was designed to comprehend 
actions within a broader societal context. By examining PE teachers’ 

arguments in policy implementation, this article sought to unveil sources 

of influence and conceptualize them into institutional logics that reflect 
the rules guiding actions. This study contributes to the overall purpose of 

the thesis by illuminating the organizing principles derived from the social 

stock of knowledge, which consequently shape notions of appropriate 
practices. The insights gained contribute to understanding how shared 

systems of meaning influence the day-to-day activities of PE teachers and 

what practices are deemed legitimate. 

Article 3 was designed to explore how PE teachers respond to the 

institutional pressures embedded in policy implementation by analysing 
how they navigate the four institutional logics identified in Article 2. This 

study contributes to the purpose of the thesis by analysing how such 

responses influence the alteration or retention of organizational 
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principles. This sheds light on the ongoing battle between various 

legitimate ideas about the character of PE and provides insights into why 
certain practices within PE are resistant to change. Finally, the design of 

Article 4 was chosen in order to analyse how actions influence thoughts 

about appropriate practices in PE by scrutinizing the institutional work of 
school leaders. This study contributes to the aim of the thesis by 

delineating the potential consequences of actions on the realization of 

education. This provides valuable knowledge about how actions can either 
sustain or reshape an institution, offering insights into the dynamics at 

play within PE. In total, the empirical data in this thesis consists of 30 

interviews and 2374 collected research articles, organized chronologically 

as follows: 

1. 2374 research articles collected from EBSCOhost 

2. 16 interviews with secondary school PE teachers 

3. 14 interviews with school leaders  

The data was collected on three separate occasions. The first round of data 
collection consisted of the retrieval of research articles, which were used 

to answer RQ1. The second round of data collection involved interviews 

with PE teachers, which were used to answer RQs 2 and 4. The final data 
collection involved interviews with school leaders, which were used to 

answer RQ3. Figure 1 illustrates the alignment between the RQs posed in 

the thesis, their correspondence with the four appended articles, the 
respective data collection timeframes, study designs, and the specific aim 

and RQs addressed within each of the four articles. I proceeded in a 

similar way in all the of interview studies, beginning by employing specific 
concepts within institutional theory, which I then operationalized in the 

method and analysis. In the next sections, I describe my choices of method 

for the studies comprising this thesis.   
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Figure 1  

Relationship between thesis RQs, including articles and data collection  

 

Data collection 

Systematic review of research 

Conflicting perspectives have emerged regarding the current state of the 

research field in PE. On one front, Kirk et al. (2006) characterize the 

research field as experiencing a state of maturation. Conversely, 
challenges are evident, echoing sentiments expressed by Armour (2014), 

who argues that “our field has stalled” (p. 853). The issue arising from 

these conflicting perspectives lies in the interpretation of the field’s 
current state and trajectory. Perceiving it as mature may risk stagnation, 

while viewing it as stalled could lead to pressure for change without clarity 

on specific issues. Both scenarios will affect the shaping of the field’s 
future and its influence on educational practices. So, together with my co-
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authors, in relation to RQ1, I set out to explore the dominant research 

topics within the field of PE. This ambition was based on an interest in 
exploring what questions scholars have deemed it particularly important 

to explore. One can then reasonably argue that these key issues constitute 

legitimate concerns within the field, providing insight into the character 

of PE. 

To be able to draw conclusions about an entire research field, it is 
imperative to amass a substantial volume of data and employ a proficient 

analytical tool capable of processing such a magnitude of information. 

Consequently, my co-authors and I initiated an extensive database search 
utilizing ERIC with the aid of EBSCOhost, employing the search term 

“physical education”. In order to effectively analyse this extensive dataset, 

we opted for automated content analysis, a methodology chosen for its 
capacity to systematically organize, chart, and present prevailing themes 

within large text datasets (Blei & Lafferty, 2009). More specifically, we 

applied topic modelling as our analytical instrument. This method seeks 
to discern patterns of word co-occurrences in textual data in order to 

unveil latent themes embedded across numerous documents. It 

characterizes each document as a mixture of multiple topics, including 

their changes over time (Blei, 2012; Blei & Lafferty, 2009).  

Sampling strategy and collection of data 
To capture an overview of the research field, we conducted an extensive 

search, aiming to be as comprehensive as possible in order to encompass 

the multifaceted character of this discipline. In addition to this 
description, the method and analytical procedure are carefully described 

in Lindkvist et al. (2024). Firstly, the search was conducted through ERIC 

with the use of EBSCOhost, using the search term “physical education”. 
Since this review focuses on the school subject of PE, we chose to exclude 

terms such as “kindergarten”, “preschool”, and “early childhood 

education” because, in general, no formal PE teaching occurs in those 
settings. To reduce the risk of including articles not connected to PE as a 

school subject, we instructed EBSCOhost to search for articles in which 

the term “physical education” appeared in the abstract. Finally, for 
readability, only peer-reviewed articles in English-language journals 

during the period 2009–2019 were included. All open-access articles 

(N=2683) were downloaded manually in text format (.txt) from 

EBSCOhost and then structured into folders by journal.  

After all the articles had been downloaded and sorted into folders, there 
were a total of 2683 articles published in 253 journals. Many of these 

journals, more precisely 121, only published one relevant article each 
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within this timeframe. An addition of 69 journals had not published more 

than four relevant articles during the same period of time. Consequently, 
journals that had published fewer than five relevant articles within this 

ten-year timeframe were argued to have no impact on the field and were 

therefore excluded. Upon closer examination of these journals, it became 
evident that the emphasis of their titles, such as English Language 

Teaching and Learning, or Media and Technology made it clear that their 

primary focus did not revolve around educational studies within PE. 
Additionally, upon examining these journals, it also became evident that 

one journal had changed its name during this period. Therefore, these two 

journals were consolidated into one entity, resulting in a final dataset 

comprising 2374 articles from 62 journals.  

Interviews 

In this thesis, I strive to encapsulate the stock of knowledge that forms PE 

as a field-level institution. To achieve this, it was necessary to encompass 
the shared systems of meanings associated with PE. To mitigate potential 

biases, ensure rigour, and avoid seeking explanations in independent 

variables, a deliberate effort was made to gather insights from a diverse 
range of individuals within the educational sphere. For that reason, none 

of the variations are emphasized in the results processing, because the 

focus lies on anti-variation, which is considered more interesting. 
Additionally, due to the small size of each category, drawing substantial 

conclusions about differences or similarities between categories is not 

feasible – and in any case such comparisons were not the intended focus.  

During the two rounds of data collection, I involved PE teachers and 

school leaders from secondary schools, considering the substantial 
variation in allocated hours resulting from the reform – grades 7–9 

received 80 hours, while grade 6 received only 20 hours. In Sweden, 

teachers often specialize in either grades 4–6 or grades 7–9. The decision 
to exclude grade 6 from the study was carefully considered. Doing so 

might have led to incomplete insights into the overall impact of the policy 

reform, potentially overlooking any unique challenges faced by this 
specific grade. On the other hand, including grade 6 might have 

introduced confusion for PE teachers. They would need to differentiate 

between various groups of students, some of whom had received more 
teaching hours than others, adding a layer of complexity to the analysis. 

As highlighted earlier in this chapter, my primary objective was to prompt 

reflections on the transition from the “old” to the “new”, rather than 
conduct a detailed assessment of policy outcomes. Consequently, the 
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greater time allocation in secondary schools facilitated a clearer 

understanding of the alterations across different educational settings.  

Since I was following an interpretive approach, sampling a variety of 

secondary schools had the potential to capture a more comprehensive 
picture of various meanings and beliefs, as well as experiences (Cohen et 

al., 2017). For example, in relation to RQ2, the aim was to capture and 

establish the multiple institutional logics guiding PE teachers’ decision-
making process in policy implementation. Given that individuals 

experience institutional logics in the context of organizations embedded 

within organizational fields (Pache & Santos, 2013), the sampling process 
aimed to encompass a diverse range of individual experiences derived 

from this particular field. Because schools were granted autonomy in 

determining the practical distribution and implementation of the policy  
(no additional regulation accompanied the reform), various schools had 

the capacity to shape context-specific communication events and the 

observable institutional logics linked to them. Therefore, including a 
diverse range of schools had the potential to better capture a variety of 

institutional logics.  

Sampling strategy and collection of data 

The two rounds of interview data collection employed different sampling 

strategies. In the first round, a random sampling approach was conducted. 
This is not a common strategy in qualitative research (Cohen et al., 2017) 

but because I did not know the variation range at the study’s outset, I 

could not purposely sample information-rich informants. In other words, 
given that I had no prior knowledge of which schools had implemented 

the reform, a purposive sampling strategy would not have been effective. 

Furthermore, since the majority of the added hours had been 
implemented in Swedish secondary schools, this became the first 

inclusion/exclusion criterion when recruiting participants. Therefore, 

from the entire population of Swedish compulsory schools (n=4879), I 
excluded all schools not offering secondary school teaching and drew my 

sample from the remaining compulsory schools (n=1712), using a random 

number generator. To ensure access to enough respondents, I contacted a 
total of 40 schools and received positive responses from 10, which chose 

to participate.  

To ensure reflections upon the introduction of the added hours, I invited 

all PE teachers who had passed a Swedish teacher exam responsible for 

years 7–9 and had work experience from both before and after the policy 
reform to participate (after receiving consent from each school leader). 

The recruitment process resulted in 16 PE teachers (nine male and seven 
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female) distributed across the 10 schools, which encompassed a student 

population ranging from 18 to 717 (for more information about the 
included schools, see Article 2 and/or Article 3). In Table 1, the outcome 

of the initial round of interview data collection is outlined.  

Table 1  

First Round of Interview Data Collection, PE Teachers 

 

Within these schools, all PE teachers responsible for secondary school PE 

lessons were approached. They were provided with comprehensive 

written and oral information regarding the study’s purpose, conditions for 
participation, and ethical guidelines (Vetenskapsrådet, 2017). Before 

approaching the PE teachers, I always contacted the respective school 

leaders and provided them with an overview of the study’s objectives. The 
information letter shared with both PE teachers and school leaders can be 

found in Appendix 1. The interview guide was structured around two main 

themes: Internal Processes of Change and External Expectations. The 
first theme included questions to address RQ2 and the second theme was 

constructed to address RQ4. The complete interview guide can be found 

in Appendix 2. 

The second round of data collection was centred on school leaders. Given 

the insights gained from the previous round of data collection, which 
provided information about schools that had implemented the policy, I 

employed purposeful sampling (Cohen et al., 2017) by revisiting these 
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same schools. However, not all school leaders wanted to participate so, in 

some instances, I utilized snowball sampling (Cohen et al., 2017) by asking 
a few school leaders to recommend other suitable participants. Also, in 

this second round of data collection, being a Swedish secondary school 

was an essential inclusion/exclusion criterion, whereas the school leaders 
needed to be responsible for one or more secondary schools. I approached 

a total of 42 school leaders, and 14 of them agreed to participate in the 

study. Together, these school leaders had 4–25 years’ work experience, 
were responsible for 15–50 employees, and worked in schools with a 

student population ranging from 15 to 850 (for more information about 

the included schools, see Article 4). In Table 2, the outcomes of the second 

round of interview data collection are outlined. 

Reflecting upon the dropout observed in both rounds of data collection — 
30 out of 40 schools in the first round and 28 out of 42 in the second round 

– it is important to note that neither PE teachers nor school leaders were 

asked to provide reasons for non-participation. While speculative, 
possible reasons for this dropout could potentially include factors such as 

concerns about time commitment, resource constraints, or a perceived 

misalignment between the study’s objectives and the priorities of specific 

schools. 

Table 2 

Second Round of Interview Data Collection, School Leaders 
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During the second round of data collection, I shared with the school 

leaders the purpose of the study, which was to investigate how school 
leaders worked to implement the additional 100 hours of PE teaching. 

Hence, it was crucial to involve school leaders who not only possessed 

prior work experience predating the implementation but had also been 
engaged with matters related to the reform (for more information 

concerning the school leaders, see Article 4). All the school leaders were 

provided with comprehensive written and oral information regarding the 
study’s purpose, conditions for participation, and ethical guidelines 

(Vetenskapsrådet, 2017). However, during one interview, I became aware 

that this particular school leader had not been involved in the 
implementation process, despite my having specifically inquired about 

their work experience with all school leaders. Thus, I conducted the 

interview but excluded it from my subsequent analysis. 

The interviews conducted with both PE teachers and school leaders were 

guided by a theoretically driven interview guide (see Articles 2, 3, and 4 
for a more in-depth description) designed to yield data pertinent to RQs 

2, 3, and 4. This approach entailed directing the interviews towards 

predetermined topics rooted in the institutional logics perspective and 
institutional work perspective, which I describe further below, when 

explaining the analytical procedure.  

Conducting the interviews 

For both phases of data collection, I conducted semi-structured interviews 

using either a cloud-based online video conferencing tool or the phone. In 
the first round, I drew on the theoretical concept of institutional logics 

when constructing the interview guide. As previously mentioned, this 

interview guide was structured around two main themes, where the first 
theme included questions to address RQ2 and the second theme was 

constructed to address RQ4. So, in relation to the first theme, I formulated 

questions to prompt reflections upon: (a) organizational and individual 
decision-making, (b) rationales for decision-making, and (c) norms and 

values important to PE teachers. I asked the respondents questions such 

as: “Could you tell me about the changes you have made at your school in 
response to the additional 100 hours?”, “Why do you think things have 

changed in the way they have?”, and “What types of norms and values do 

you think are important to convey to your pupils?” 

In relation to the second theme, I asked questions about policy 

implementation, inquiring about: (a) teachers’ interpretations of their 
work, (b) their experiences of external pressures, interests, and 

challenges, and (c) how they handled such issues. To encourage reflection, 
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I asked the respondents questions such as: “Are there any changes you 

have been asked to make considering that several changes have been made 
because of the added hours?”, “Whose opinions do you need to consider 

as a PE teacher, bearing in mind that many people have opinions about 

what these 100 added hours are good for and what they should or should 
not contain?”, and “Are there any situations where you feel that you need 

to act in a way that does not match your own opinions on how things 

should be done?” 

In the second round of data collection, I drew upon the theoretical concept 

of institutional work. Thus, I prepared an interview guide with questions 
concerning how, and in what ways, school leaders had worked with policy 

implementation, their experiences of the process, perceived opportunities 

and obstacles, and the ways in which they handled such issues. To 
encourage reflection, I asked the respondents questions such as: “When 

the reform was effectuated, can you describe how you worked to allocate 

and implement the 100 added hours?”, “Could you give an example of how 
you worked with issues related to the implementation of the 100 added 

hours?”, and “Can you describe how the process of implementing the 100 

added hours has worked for you?” 

During the interviews, I followed the same sequence of questions as 

outlined in the interview guides, but allowed for flexibility and follow-up 
questions, depending on respondents’ answers and reflections. To ensure 

that I had correctly understood the responses, I also summarized 

questions when necessary. The interviews ranged in duration from 23 to 
56 minutes with PE teachers and 41 to 68 minutes with school leaders. 

After gaining the respondents’ consent, all interviews were audio recorded 

and transcribed verbatim by me personally.  

Analytical procedure  

In all four articles, different types of categorization have been the main 

method of analysis. This procedure was felt to be the most suitable method 

for: 1) the construction of research topics (Article 1), and 2) illuminating 
the dual relationship between structures and agency (Articles 2, 3, and 4). 

The variation in categorization methods can be attributed to differences 

in both the output of the analytical instrument and the underlying 
epistemological foundations of the institutional logics and institutional 

work concepts. 



 

64 
 

 

Systematic review of research 

In relation to RQ1, once all 2374 article had been sorted by journal, they 

served as a collection of documents as input in R. The analysis began with 

me transforming all texts into small caps and all white spaces, with 
punctuation and numbers removed. Afterwards, we conducted a 

normalization process to reduce the size of the vocabulary and standardize 

words with similar meanings or morphological variations (Welbers et al., 
2017). This means that words such as “behavior” were standardized as 

“behaviour”, “perspectives” became “perspective”, and both “curricula” 

and “curricular” became “curriculum”.  

Additionally, the accuracy of text analysis can be enhanced by 

standardizing features and removing stop-words, which are unimportant 
words excluded from the analysis (Welbers et al., 2017). Therefore, we 

removed stop-words such as “on”, “the”, “at”, “it”, “which”, and other 

high-occurrence words that did not add meaning to the result. 
Furthermore, since the aim of this study was to present an overview of 

prominent themes within the field of PE, we identified and excluded 

categories of words that were not deemed relevant to the results. These 
were words connected to names (e.g., “Petra”, “Marcus”, and “Riley”), the 

internet (e.g., “web”, “http”, and “google”), misspellings (e.g., 

“sportmaleship”, “enactmalet”, and “wouldn”), places (e.g., “Queensland”, 
“Utah”, and “Melbourne”), sports (e.g., “swimming”, “rink”, and 

“aerobic”), abbreviations (e.g., “cl”, “lp”, and “vi”), data analysis (e.g., 

“analysis”, “variable”, and “nonlinear”), nonsense words (e.g., “clil”, 
“tpsr”, and “amp”), and universities (e.g., “article”, “universities”, and 

“professor”).    

After the data preparation, we applied the method of topic modelling, 

using the R packages tm and topicmodels. The outcome of this analysis 

involves grouping all the texts within a single analysis, which produces a 
collection of topics represented as distributions of words. These topics 

consist of a collection of keywords, so that the keywords as a whole and 

their relationship to each other make up a topic (Grimmer & Stewart, 
2013). One crucial decision that is left to the researchers is determining 

the number of expected topics. This decision is partially based on 

interpretability and analytical utility, and there is no one-size-fits-all 
solution (Blei & Lafferty, 2009). We tested models with different topic 

counts, ranging from 5 to 50 topics, and ultimately settled on a model with 

15 topics after extensive testing.  
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To understand these topics, we engaged in interpretation through 

qualitative text analysis (cf., Grimmer & Stewart, 2013). We initiated our 
interpretation by visually examining the keywords within each topic. 

These keywords are ranked based on their centrality to that topic 

(DiMaggio et al., 2013). The initial interpretation and labelling of topics 
were carried out by the first author, often using one or two top-ranked 

keywords for each topic. The other two authors then reviewed and refined 

these labels to ensure accuracy. The results of the topic modelling method, 
consisting of these 15 topics and their final labelling, are presented 

comprehensively in Article 1, along with a summary provided in the next 

chapter. 

Interviews  

At a general level, my most important tools in the analysis of interview 

data were the theoretical concepts outlined in the previous chapter and 

described in detail in Articles 2, 3, and 4. However, I have approached the 
theoretical concepts in two different ways. In the following, I present the 

two different strategies for processing the data. 

In relation to RQ2, I conducted a bottom-up interpretivist analysis by 

employing a pattern-inducing strategy, because it aligns with an 

interpretivist epistemology (Reay & Jones, 2016). This analytical 
procedure began with an initial coding of data, which was based on the 

ambition to identify units of texts that would illustrate behaviour and/or 

beliefs, coding the data incident by incident (Charmaz & Thornberg, 2021; 
Reay & Jones, 2016). As the initial coding process evolved, I refined it so 

that I could consistently apply code names and definitions across 

interviews by constantly comparing the data (Charmaz & Thornberg, 
2021). This process resulted in 31 initial thematic codes referring to the 

various prescribed positions that PE teachers raised when reflecting upon 

the reform. For example, I coded reflections such as “Above all, what you 
should spend time on is to be able get through to those pupils with 

difficulties, give them more time”, as inclusive practice. Similarly, I coded 

reflections such as “The purpose was to increase movement so that they 
get better study results; that’s how I’ve perceived it, that today’s pupils 

need more exercise and movement”, as investment values. Moreover, I 

coded reflections such as “We four PE teachers talk a lot [with each other], 
and we all agree that this [the policy reform] is very good”, as collegial  

relations.  

Subsequently, I conducted a second-step analysis in which I reviewed the 

text content that generated each initial code. Through inductive 
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reasoning, I clustered initial themes to reveal existing underlying 

meanings, and thus identified patterns of behaviour and beliefs associated 
with particular logics (Reay & Jones, 2016) and simultaneously compared 

them with those in the extant literature (Bridwell-Mitchell & Sherer, 2017; 

Thornton et al., 2012). This second-stage analysis resulted in four main 
themes, which also constitute the institutional logics related to PE 

teachers’ decision-making processes in policy implementation. For 

example, I categorized the initial codes of adapted lessons and equal 
treatment, fostering ideal, inclusive practice, intrinsic value, in-depth 

learning, participation, pupils’ influence, and pupils’ needs as a logic of 

democracy.  

In relation to RQs 3 and 4, my analysis consisted of a two-step process. 

Firstly, I employed a theory-driven deductive approach, using theoretical 
themes as the overarching analytical framework. This was a helpful tool 

for gaining an overall understanding and as a first step in categorizing and 

organizing the data. Secondly, I conducted an inductive thematic coding 
process, which entailed revisiting the data to construct as nuanced a 

picture as possible. According to Braun and Clarke (2022), thematic 

analysis methods recognize the significance of theory, enabling analysis 
that extends beyond mere description and facilitating discussions of the 

theoretical underpinnings. Following data concentration, I organized data 

segments according to their relevance to each theoretical theme within the 
conceptual framework. For example, in relation to RQ4, I searched for 

patterns in how PE teachers managed pressures from the four 

institutional logics identified in Article 2. Therefore, the first theory-
driven deductive analysis was informed by five categories of individual 

responses to competing institutional logics, as outlined by Pache and 

Santos (2013). In this step of the analysis, I coded statements such as “I 
can’t let myself be influenced … as long as the SNAE adheres to its 

curricula and directives, that’s what I will follow” as compliance. I coded 

reflections such as “I haven’t thought much about it [external opinions 
about the added hours], and I haven’t talked about it, and I haven’t 

actually reflected on it, either” as defiance. After an iterative process of 

moving back and forth between transcripts, codes, and literature 
descriptions, I eventually settled on four overarching responses: 

compliance, defiance, compartmentalization, and combination. The fifth 

element, ignorance, did not include any codes, so I did not include it in 

the findings.  

In relation to RQ3, the first theory-driven deductive analysis followed a 
similar approach to the previous one. In this instance, the initial step in 

processing the data was to analyse and classify the institutional work 
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described in the interviews, based on the methods applied to achieve 

institutional objectives (Hampel et al., 2017). The analysis was driven by 
the data content while simultaneously being compared with the 

structural, conceptual, operational, and relational work described by 

Cloutier et al. (2016). In this work, statements such as: “there were 
challenges in scheduling the sports facilities. In terms of organizational 

resources, there were challenges” were coded as structural work. In 

contrast, statements like: “I want to train young people to be in groups, to 
cooperate in groups. I think the social development is so perfect in a 

subject like PE” were coded as conceptual work. 

The whole coding process was organic, permitting codes to evolve as my 

comprehension of the data deepened. It is crucial to acknowledge that 

coding is inherently subjective, necessitating a reflexive researcher who 
continually reflects upon their assumptions and their potential influence 

on the coding process (Braun & Clarke, 2022). Consequently, the second 

phase of the analysis involved revisiting the overarching categories 
through an inductive round of data analysis. This phase aimed to produce 

a more detailed understanding of the content within these categories. In 

relation to RQ4, this second-step analysis showed that, in some instances, 
PE teachers combined logics in such a way that they brought together 

elements from multiple institutional logics to meet the goals embedded in 

them in an effective way. For example, I coded statements such as: “You 
must practise those practical parts; otherwise, you won’t learn to run in a 

technically perfect way. It’s not possible to do that just by reading a book, 

and that’s why I get a little afraid sometimes that we should only focus on 
education” as instrumental blending, a subcategory of combination. In 

this analytical step, I found four inductively generated subcategories: 

mandatory compliance, compliance with justification, instrumental 

blending, and transformation.  

In relation to RQ3, I focused on the intentionality of actions, emphasizing 
statements that revealed activities rather than mere achievements 

(Lawrence et al., 2011). I also examined statements shedding light on the 

efforts made by school leaders during the process of implementing the 
added 100 teaching hours, because Lawrence et al. (2011) argue that this 

is important for understanding how such practices are connected to 

contextual institutions. For example, when I examined the broad category 
of relational work, it became apparent that there were two distinct types 

of relationship-building. One focused on cultivating relationships with 

individuals within the organization, while the other focused on building 
relationships between the organization and external actors. This 

prompted the creation of two subcategories: internal relations and 
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external relations. In this analytical step, I found seven inductively 

generated subcategories: systematic quality work, organizational logistics, 
strategy work, advocacy work, symbolic work, internal relations, and 

external relations.  

To enhance the credibility, reflexivity, and rigour of all the analyses, they 

involved collaboration. For example, I analysed RQ1 in conjunction with 

my co-authors, and it was further validated by a PhD student and a 
researcher with expertise in the field of PE. Only after this collaborative 

effort were the themes finalized. For RQs 2, 3 and 4, ongoing discussions 

with my supervisors played a crucial role in shaping the analysis. 
Furthermore, the analytical assertions presented in each article 

underwent rigorous scrutiny in various forums, including my PhD 

seminar group and the sports research group at the Department of 
Education, Umeå University. In addition, Articles 2, 3, and 4 went through 

a thorough peer-review process to ensure the quality and rigour of the 

research. 

Ethical considerations 

Ethical considerations are integral to organizational research. During the 

course of conducting my empirical studies, I have diligently adhered to 

the ethical guidelines stipulated by the Swedish Research Council 
(Vetenskapsrådet, 2017). To meet these requirements, several ethical 

considerations were implemented. Informed consent regarding the use of 

data for research purposes was obtained from both PE teachers and school 
leaders before I conducted the interviews. Participants were informed of 

their rights and the character of their involvement at various stages of the 

research, including initial contact via phone, written interview 
information letters (see Appendix 1 and 3), and immediately prior to the 

interviews.  

In terms of confidentiality, precautions were taken to ensure that no 

respondents could be personally identified. This was achieved by 

assigning pseudonyms to all participants in the different articles and 
avoiding the inclusion of any cities or places, including school details, in 

the research articles. While every effort was made to protect the identities 

of respondents, there is a slight possibility that close colleagues might 
recognize a specific statement based on its context. To mitigate this risk, 

all quotes were translated from Swedish into English, making recognition 

more challenging. 
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Furthermore, in order to align with the specific protocols for handling 

personal data in research at Umeå University, I performed an information 
security classification of the project and submitted this, along with a 

notification of personal data processing, to the data protection officer (i.e., 

pulo). Additionally, a comprehensive risk and vulnerability analysis and a 
data management plan of the PhD project was conducted. All research 

data has been stored on a secure server at Umeå University, and the 

finalized data has been archived in accordance with the regulations 

outlined by the Department of Education at Umeå University. 

In addition to aligning with the ethical guidelines established by the 
Swedish Research Council (Vetenskapsrådet, 2017), I have been proactive 

in embedding ethical considerations throughout the entire research 

process. Prior to initiating data collection through interviews, I engaged 
in discussions with my supervisors and other expert advisors at the 

department to consider whether it was necessary to seek ethical approval. 

After careful evaluation, it was determined that, since I did not intend to 
gather sensitive personal information, such as details about respondents’ 

ethnicity, political views, religious beliefs, or any other personal data that 

would necessitate ethics committee review, obtaining ethical approval was 
unnecessary. Furthermore, in preparation for my interviews, I structured 

my interview guide thoughtfully to ensure that I asked only essential 

questions pertinent to my study. This approach allowed me to avoid 
unnecessary inquiries, including the gathering of specific background 

information about the respondents, because such information was 

deemed non-essential to achieving the study’s objectives. 

Nevertheless, I remain acutely aware of the potential influence of my 

theoretical framework and my underlying assumptions on the 
interpretation of the data. However, I aimed to strengthen the overall 

rigour of the project through the transparency of the methodology section, 

which encompasses clear details on the sampling process, sampling 
outcomes, interview guides, implementation procedures, and analysis. To 

enhance the project’s internal consistency, I have striven to align theory, 

research questions, and the methods employed for data collection and 
analysis throughout my whole journey of becoming a researcher. In 

pursuit of credibility, I have provided comprehensive explanations of data 

collection and characterization in each of the appended articles, as well as 
in this overview, detailing how it was collected, and describing the 

methods employed for my analysis. In the concluding chapter, I seek to 

enhance the project’s transferability by exploring its practical 

implications.  
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Summary of articles  

This chapter aims to present extended summaries of the four included 

articles, focusing on the aims, the key empirical findings, and their 

contributions to the thesis’ main theme. Taken together, the four articles 
provide valuable insights that can be collectively utilized to delve into the 

change/non-change paradox, a topic that is discussed in the next chapter. 

Detailed descriptions of the research designs and theoretical framework 
can be found in the preceding chapters, as well as within the individual 

articles. The complete articles are located in the second part of the thesis, 

and the development of their results is further examined and discussed in 

the concluding chapter. 

Article 1 

Lindkvist, L., Seippel, Ø., & Fahlén, J. (2024). Mapping the research field 

of physical education: Aims, scopes and outer boundaries [Manuscript 

submitted for publication]. 

This study undertook a systematic review of existing research to present 
an overview of prominent themes within the field of PE, by using a topic 

modelling technique. Analysing a dataset comprising 2374 articles from 

62 journals published between 2009 and 2019, our research sought to 

address the following questions:  

1. What are the research topics in the field of PE?  
2. Which of these topics are most dominant?  

3. How are topics distributed across journals? 

Answering the first RQ provided a list of the 15 most dominant research 

areas in the research field of PE. Each topic comprises a set of 20 

keywords. The labelling of the topics was achieved through inductive 
interpretation via qualitative analysis (Grimmer & Stewart, 2013). The 

complete list of topics and figures in relation to the different RQs is found 

in Article 1. In the following, I delineate these 15 topics, each accompanied 

by a short summary elucidating its content. 

(1) Goal Achievement. Emphasizes individual strategies for goal 
attainment and goal-oriented teaching methods. (2) Teaching. Explores 

various aspects of teaching, including content, learning, assessment, and 

feedback. (3) Digital Technology. Focuses on technology and 
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digitalization in education. (4) Intersectionality. Related to research 

focusing on the identification of multiple factors contributing to 
advantages and disadvantages in society. (5) Movement. This topic 

comprises four aspects related to movement: practical execution, content, 

interest, and engaging in movement. (6) Lifestyle. Centres around lifestyle 
choices and the prevention of obesity and overweight. (7) Learning. 

Primarily concerns the learning aspect, with a focus on the learner and the 

learning experience. (8) Public Policy. Focuses on specific aspects of 
public policy. (9) Motivation. Aligns with psychological theories related to 

motivation. (10) Outdoor Education. Incorporates keywords related to 

outdoor education, environmental aspects, and theoretical 
underpinnings. (11) Curriculum. Centres around the teaching and 

learning aspects of the curriculum. Addresses challenges, strategies, 

choices, and the need for curriculum change. (12) Embodiment. 
Represents a theoretical construct associated with academic discourse. 

Focuses on critical perspectives on movement and knowledge within PE. 

(13) Assessment and Grading. Encompasses practical and theoretical 
themes related to assessment and grading. This topic also addresses 

teacher–student relationships and evaluations of schools. (14) Teacher 

socialization. Revolves around teachers’ development rooted in 
socialization theories. (15) Adapted Education. Addresses education for 

students with diverse disabilities. 

In addressing RQ2, the most dominant topics are illustrated through an 

analysis that showcases the frequency with which each topic emerges as 

the most important in an article. Article 1 provides a comprehensive figure 
that outlines the dominance of each of the topics, arranged from the most 

dominant at the top to the least dominant at the bottom. The subsequent 

discussion develops the findings, illustrating both one dominant and one 
not-so-dominant topic. Movement is identified as the most important 

topic in 227 of the total 2374 articles, underscoring its significant presence 

in the dataset. The second most dominant topic, adapted education, is 
identified as the most important topic in 222 of the total included articles, 

constituting about 9% of the dataset. At the opposite end, despite its 

prominence in educational science, digital technology ranks second to last 
in the results, identified as the most important topic in only 87 articles, 

representing just under 4% of the entire dataset of 2374 articles. In this 

study, the topic of intersectionality spans various dimensions such as 
gender, race, and ethnicity. Despite this coverage, the topic holds only 

10th position and is identified as the most important topic in 145 of the 

total articles included in this study. 
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In addressing RQ3, a visual representation of the distribution of the 15 

research topics across 10 journals is presented in Article 1. In this 
summary, I provide a synthesized overview without specifying journal 

names. However, in Article 1, the specific names of the journals are 

outlined in detail. The findings in relation to RQ3 suggest that some 
journals have distinct predominant topics, suggesting a focused scope, 

while others exhibit a more evenly distributed range of topics, indicating 

a broader focus. When examining dominant topics like movement, I found 
that its importance varies across journals. While movement stands out as 

the sole dominant topic in some journals, others also display the 

dominance of topics like adapted education, in addition to the overarching 
prevalence of movement. Furthermore, the topics of lifestyle and public 

policy are also dominant in certain journals. In contrast, the topic 

assessment and grading lacks prominence in any specific journal, despite 
being a relatively dominant topic overall. Lower-ranked topics, such as 

digital technology and outdoor education, do not emerge as dominant in 

any journal but are represented in all of them. Digital technology stands 
out slightly in certain journals, while outdoor education is relatively 

consistent across all journals. 

The findings of this article contribute to the overarching theme of the 

thesis by elucidating how the research field shapes people’s perceptions of 

what PE should, could, or ought to be. Since research actively contributes 
to the stock of knowledge that defines PE, the questions that researchers 

address are indicative of the legitimate concerns within the field. By 

bringing an institutional lens to the study’s results, the findings offer 
valuable insights into the frames of reference that define PE and the 

underlying structures and norms that shape the subject. As an example, 

there are topics that, it can be argued, are unique to PE as a school subject, 
such as embodiment, outdoor education, and lifestyle. This can be 

attributed to the traditional conception of PE as a subject in, about, and 

through movement (Arnold, 1988). This emphasis has undoubtedly left a 
significant imprint on the culture and norms of the scholarly community, 

shaping research directions. Therefore, adopting an institutional 

perspective enables a nuanced understanding of the broader contexts and 
influences that contribute to the characterization of PE. This is because 

there exists a close interdependence between the research field of PE and 

PE as a school subject. On the one hand, the existence of the research field 
is closely linked to the establishment and development of the subject in 

schools. On the other hand, practical facets of PE are expected to be firmly 

rooted in a scientific foundation. 
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Article 2 

Lindkvist, L. (2023a). Logics in play: What “rules of the game” regulate 

Swedish PE teachers’ decision-making processes? Sport, Education and 

Society, 28(7), 842–854. 

This study’s aim was to explore PE teachers’ decision-making processes 
and how they relate to external pressures, interests, and reforms.  In this 

study, external pressures, interests, and reforms were understood as 

forces emanating from an organization’s institutional environment, and 
contributing to the organization’s ideas about appropriate behaviour and 

hence conceptualized into institutional logics. I conducted 16 semi-

structured interviews with secondary school PE teachers from 10 different 
schools and asked questions that stimulated them to motivate their 

thoughts, ideas, and behaviours during policy implementation. 

In pursuit of this aim, and after a bottom-up interpretivist analysis, I 

conceptualized these external pressures, interests, and reforms into four 

overarching institutional logics that guide PE teachers in interpreting 
reality and making strategic decisions. Firstly, the democracy logic 

emphasizes participation, cooperation, and the instruction of democratic 

principles. It significantly shapes the perspectives of PE teachers 
concerning their professional roles and influences their decision-making 

during the implementation of the 100 added teaching hours. It 

underscores the importance of encouraging all students to participate, 
and adapting teaching to ensure equal opportunities for everyone. Within 

this logic, PE serves as a platform for infusing democratic values, 

including self-confidence, gender equality, and solidarity, with the aim of 
preparing students for adulthood in a democratic society. Legitimacy 

stems from the belief that PE can enhance students’ well-being and 

development. It is based on the idea that participation in PE facilitates 

these values, rooted in democratic and nurturing principles. 

Secondly, the investment logic is expressed through a collection of ideas 
in which PE can be seen as a product in and for the market with exchange 

value in relation to: (a) schools’ goal fulfilment, reputation, and 

competitiveness, and (b) students’ achievements aimed at solving 
individual and societal problems. It influences PE teachers’ thoughts 

about proper output and regulates their decision-making in the 

implementation of the added hours by providing ideas about productivity 
and efficiency. Both individual and societal benefits can stem from 

participating in PE, which is a reaction to the contemporary public debate 

concerning the increases in overweight and sedentary behaviours among 
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the general population. Because legitimacy is constructed from the idea 

that PE is a contractor of sports, it does not just enable PE teachers to turn 
students into consumers of the product of sports, it also allows them to 

produce future athletes. With the pretext that more time in PE can 

increase the probability that each pupil will find their preferred sport, PE 
teachers introduce (non-)athletes to nonprofit sport organizations 

through various types of collaborations in exchange for resources (e.g., 

free practice, access to a gym, materials), with sports being both a 

production and a reproduction practice. 

Thirdly, the professional logic is expressed through a collection of ideas in 
which teachers’ widespread autonomy enables them to use their 

important abilities and skills to enhance efficiency and productivity. The 

professional logic influences PE teachers’ thoughts about their 
professional significance and responsibility and regulates decision-

making in the implementation of the added hours by providing ideas that 

activity outcomes are a result of the teachers’ professional autonomy, 
knowledge, and skills. Because legitimacy stems from thoughts that 

teachers are accountable for making the right judgements based on their 

expert knowledge, teachers have the opportunity to influence collective 
actions. This means that PE teachers can use the 100 added teaching  

hours as an argument for placing normative pressure on each other to 

promote a specific practice. In other words, these prescribed behaviour 

patterns also tell PE teachers what they cannot do. 

Fourthly, the bureaucracy logic is expressed through a collection of ideas 
involving the bureaucratic structures by means of which PE teachers’ work 

is controlled. It influences PE teachers’ thoughts about rules, routines, 

and standardization and regulates their decision-making about the 
implementation of the 100 added teaching hours by providing ideas 

related to the division of power, regulations, and tasks at the school. The 

bureaucratic logic emanates from the top-down control in the public 
sector, and legitimacy is also constructed from ideas about curricular 

compliance. PE teachers seek to achieve their goals within bureaucratic 

structures, but when those goals are unclear, uncertainties arise. As a 
result, the lack of direction for implementation of the 100 added teaching 

hours raised questions concerning desirable content and how teachers 

were going to solve emerging challenges in practice while lacking 

resources (e.g., facilities and sufficient equipment). 

The results of this article contribute to the thesis’ main theme by situating 
actions within a broader societal context. By answering the question of 

how PE teachers describe the changes they consider necessary for 
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developing the subject, I can conceptualize the social stock of knowledge 

regarding appropriate practices in PE into institutional logics. Because the 
institutional logics perspective serves as a tool to operationalize actions 

(Ocasio et al., 2017; Thornton & Ocasio, 2008; Thornton et al., 2012), I 

can emphasize the ideas that exert influence and guide actions. 

As demonstrated in this article, these logics significantly influence the 

actions of PE teachers when they implement changes. For example, the 
democracy logic shapes the actions of PE teachers by encouraging the 

participation of all students and ensuring that teachers adapt their 

teaching in such a way that all students have an equal opportunity to 
participate. Another instance is the investment logic, which shapes 

actions such as introducing students to nonprofit sports organizations 

through various collaborative initiatives. Such decisions have 
consequences for PE’s organizational principles, with subsequent 

consequences for how education is realized. For example, since physical 

activity is seen as legitimate across all four institutional logics, this makes 
it possible for PE teachers to reproduce habitual behaviour patterns for 

activating students. 

Article 3 

Lindkvist, L. (2023b). Navigating uncertainty: How do PE teachers 
respond to competing institutional pressures? European Journal for 

Sport and Society, 20(4), 383–399.  

Given that the second article demonstrates multiple institutional logics, 

the third article builds upon these findings and focuses on analysing how 

PE teachers respond to these various external pressures. So, building on 
this insight, this study’s aim was to explore how PE teachers respond to 

the institutional pressures embedded in policy implementation by 

answering the following research question: What types of responses to 
multiple institutional logics can be observed in PE teachers’ narratives 

about policy implementation? The article utilizes data from the same set 

of semi-structured interviews – conducted with 16 secondary school PE 
teachers across 10 different schools – as were used in Article 2. The study 

design is described in the article as well as in the previous chapter, which 

also includes a more detailed description of the relationship between data 

collection and the two articles. 

When analysing the data, I employed a pre-existing typology of 
individual-level responses to institutional logics as sorting categories, 
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based on the framework outlined by Pache and Santos (2013). This initial 

categorization served as the foundation for a secondary analysis, which 
involved an inductive coding approach to provide a more nuanced 

understanding. Through this process, I identified four overarching 

responses: compliance, defiance, compartmentalization, and 
combination. Furthermore, I discovered four inductively generated 

variations of responses: mandatory compliance, compliance with 

justification, instrumental blending, and transformation. Figure 2 
illustrates these four overarching responses, including the associated 

subcategories and their relationship to the various institutional logics. 

Figure 2  

PE Teachers’ Responses to Multiple Institutional Logics in Policy 

Implementation 

 

Compliance implies “an individual’s full adoption of the values, norms, 
and practices prescribed by a given logic” (Pache & Santos, 2013, p. 12). 

This overarching category includes two subcategories. Mandatory 

compliance, which entails situations in which PE teachers perceive an 
obligation to adhere to either a bureaucracy logic or a professional logic 

due to written regulations or normative pressures. In the case of 

bureaucracy logic, regulatory rules, policies, and standards impose 
specific actions or adaptations upon PE teachers, which are often linked 

to resource availability or curriculum requirements aligned with 

bureaucratic principles. In contrast, professional logic entails a strong 
emphasis on expert knowledge and skills while promoting collegial 

decision-making. This dynamic shapes PE teachers’ actions and is 

associated with implicit expectations concerning preferred teaching 
methods and content. Consequently, PE teachers may cite policy 
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implementation as a rationale for advocating specific practices and 

implicitly shaping the content they deliver. Compliance with justification  
refers to instances in which PE teachers rationalize their compliance with 

either a professional logic or an investment logic by explicitly aligning 

their actions with the respective logic. PE teachers justified their 
compliance with a professional logic by emphasizing elements such as 

professional autonomy, expertise, and skills. On the other hand, when 

complying with investment logic, respondents substantiated their actions 
by drawing connections between increased physical activity and improved 

academic performance. They also referred to the added individual and 

societal benefits that stem from participation in PE. 

Defiance refers to situations in which PE teachers rejected the values, 

norms, and practices prescribed by the bureaucracy logic by 
disassociating themselves from it or denying its validity. Unlike 

mandatory compliance, where respondents felt compelled to adhere to 

regulatory rules, policies, and standards, here PE teachers explicitly 
challenged the bureaucracy logic. This response becomes particularly 

evident when PE teachers contemplated external influences on their 

professional decision-making processes. These teachers often resisted 
external structural pressures, hierarchical directives, or any attempts to 

exert control over their teaching methods. They expressed their 

disagreement, refused to alter their behaviour, and substantiated their 
actions by emphasizing their professional autonomy. In such instances, 

these PE teachers emphasized their professional expertise, knowledge, 

and skills as superior and made no attempts to engage with the 

bureaucracy logic. 

Compartmentalization refers to instances in which the PE teachers moved 
back and forth between an investment logic and a bureaucracy logic in 

order to achieve widespread acceptance of both. By fluctuating between 

the two logics, the PE teachers were able to express agreement with both 
without taking a stand, and could therefore maintain legitimacy within 

seemingly different values, norms, and practices. Pache and Santos (2013) 

proposed that compartmentalization implies that individuals secure 
legitimacy by separating logics according to factors such as context or 

audience. It was therefore somewhat surprising that the PE teachers 

switched between the two logics, given that neither the context nor the 

audience changed. 

Combination involves the selective coupling of elements drawn from each 
logic, or the development of new values, norms, or practices that 

synthesize the competing logics (Pache & Santos, 2013). This overarching 
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category includes two subcategories. Instrumental blending refers to 

instances where the PE teachers tried to blend all four logics together to 
meet goals embedded in different logics in an effective way. This response 

involved a trade-off between all four logics, meaning that the respondents 

balanced requirements in various values, norms, and practices (Gebreiter 
& Hidayah, 2019). This response became visible, for instance, in situations 

that involved the relationship between lesson content and 

assessment/grading. Transformation refers to instances in which the PE 
teachers translated and transformed all of the logics’ interests together 

into their own. This transformation allowed the PE teachers to move 

beyond balancing between the requirements embedded in different logics, 
which is implicit in the response of blending, by creating an overlap 

between logics. Because this transformation process allowed the PE 

teachers to translate the interests of various logics into their own, a 

completely new logic could emerge as a result. 

The results of this article contribute to the thesis’ main theme by offering 
a more profound understanding of how PE teachers navigate the 

complexities arising from the diverse competing institutional pressures 

that affect symbolic and material conditions. Multiple institutional logics 
impose conflicting demands upon individuals, who thus need to find ways 

to deal with such pressures (Pache & Santos, 2013). This article 

demonstrates the various strategies that PE teachers employ to address 
such conflicting demands, which, in turn, illustrates how individuals have 

the power to turn away, innovate, and transform institutions. Taking the 

response of defiance as an example, by turning away from a bureaucracy 
logic, the PE teachers refused to adapt their behaviour. Such knowledge 

can be helpful for illustrating how ideas influence behaviour, leading to 

changes in certain instances and maintaining the status quo in others. 

Article 4 

Lindkvist, L. (2023c). Where the rubber hits the road: How school leaders 

work with government-initiated policy within physical education. Sport, 

Education and Society, 1–14.  

https://doi.org/10.1080/13573322.2023.2237057 

Building on the insights provided in Articles 2 and 3, the design of Article 
4 was based on the desire to explore the conditions provided to PE 

teachers to conduct change in policy implementation. Therefore, the 

purpose of the study reported in Article 4 was to answer the question: 
What types of institutional work do Swedish school leaders engage in as 
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they navigate government-initiated policy? The analysis suggests that 

they engage in four different types of institutional work. The four 
overarching categories are a result of the first deductive analysis based on 

the four types of institutional work identified by Cloutier et al. (2016). 

Under them, I present seven associated subcategories that are a result of 
the second inductive analysis. Figure 3 presents the different categories 

and associated subcategories. 

Figure 3   

Types of Institutional Work Engaged in by Swedish School Leaders as 

They Navigate Government-Initiated Policy 

 

Structural work refers to the efforts undertaken by school leaders to 
strategically organize, coordinate, and allocate resources with the aim of 

promoting physical activity. However, this approach often conflates PE 

with general physical activity, and obscures the specific PE-related 
knowledge and skills that students are expected to acquire. As a result, 

this work could negate previous efforts to clarify the subject’s purpose and 

content. This type of work is illustrated by school leaders’ efforts to 
stabilize policy implementation with the help, or hindrance, of pre-

existing formalized roles, rule systems, resource allocation, and 

procedures.  

Operational work can be described as an extension of structural work. If 

the previous category is described as work with and against structural 
arrangements, then operational work is related to the creation of concrete 

actions and/or activities rooted in such arrangements. This overarching 

category includes three subcategories. Systematic quality work involves 
school leaders’ work on quality assessment, goal fulfilment, and the 
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evaluations of PE. This way of working prioritizes the development of PE 

within bureaucratic structures, rather than relying on the knowledge of 
school leaders or teachers, or recommendations from researchers. 

Therefore, such work has the potential of making PE less a question about 

knowledge and learning and more a matter of adapting a product for 
future needs. Organizational logistics refers to instances where 

organizational convenience takes priority over subject-related needs. In 

combination with school leaders’ substantial autonomy in shaping 
teaching, this type of work arguably contributes to an increase in 

disparities in teaching across schools, and hence educational inequalities. 

Strategy work means that school leaders apply methods to navigate the 
changing preconditions for schools to carry out teaching, in a way that 

serves the interests of their own school. School leaders can decide which 

external actors gain access to PE, and thus the type of content considered 
to have some degree of relevance. Since these actors have the opportunity 

to influence teaching, there is a possibility that this could result in 

(unintentional) outsourcing. 

Conceptual work refers to efforts made by school leaders to establish 

belief systems, norms, and interpretive schemes consistent with or 
running counter to beliefs and ideas about appropriate practices that are 

salient in policy implementation. This overarching category includes two 

subcategories. Advocacy work refers to school leaders trying to influence 
teachers’ and students’ perceptions of what PE is (or could be) by, for 

example, emphasizing all the benefits that PE brings to students, the 

school and wider society. This work is consistent with the beliefs and 
practices emphasized in policy descriptions but can blur the boundaries 

between PE and other types of health-promotion projects, which can 

create challenges when evaluating the overall progress resulting from the 
reform. Symbolic work is an extension of the added value that school 

leaders pointed out that PE can bring. Not only did they agree with policy 

descriptions, but they also included more/new types of added value in 
addition to those provided in policy descriptions. Hence, PE is seen as part 

of a larger “health-promotion project” to which schools contribute 

through various playtime activities, recreational sessions, brain breaks, 

meals, and so on. 

Relational work refers here to efforts by school leaders to build links, trust, 
and collaboration between people who are directly or indirectly involved 

in policy implementation. This overarching category includes two 

subcategories. Internal relations are based on the interactions between 
teachers and school leaders working in the same school. Here, several 

school leaders delegate much of the responsibility for the implementation 
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process to PE teachers. This is because they are described as doers and 

holders of expert knowledge and should therefore be responsible for 
amending practices in accordance with policy. Consequently, these 

teachers’ understandings of the character and purpose of PE strongly 

influence key decisions, with the associated risk that the emergence of 
other ideas and viewpoints may be impeded, thereby hindering progress 

in PE. External relations refer to the relationships between schools and 

external actors. Due to a prevailing sense of isolation and a belief in the 
best interests of their respective schools, there were instances where the 

demands of governing bodies were overlooked. However, continuing to 

disregard the views and demands of governing bodies could potentially 

undermine future efforts to develop the subject. 

The results of this article contribute to the thesis’ main theme by offering 
a more profound understanding of the processes that lead to certain 

actions encouraging change, while others contribute to preservation of the 

status quo. Addressing the question of what types of institutional work 
Swedish school leaders engage in as they navigate government-initiated 

policy sheds light on their thoughts concerning appropriate practices in 

PE. This, in turn, influences both the symbolic and material conditions 
provided to PE teachers when implementing change. As an example, 

school leaders attribute added values to PE which requires schools to 

provide opportunities for (more) physical activity. One approach to 
implement these changes is by facilitating collaborations between 

individual schools and non-governmental organizations. The 

relationships with external actors wield influence over expectations 
regarding PE, expectations that must ultimately be handled by PE 

teachers. 
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Discussion  

As demonstrated in the preceding chapter, the four included articles 

capture various facets of PE as a field-level institution. This aligns with the 

overall purpose of this thesis, which is to examine the potentially changing 
means and ends of Swedish PE. More specifically, the aim is to understand 

how shared ideas of appropriate practices in PE contribute to altered or 

retained organizational principles, with potential consequences for how 
education is realized. To address the aim of this study, I have employed 

an organizational perspective to illuminate the change/non-change 

paradox and explain why certain aspects of PE change while others remain 
stable over time. To succeed in this endeavour, I have utilized a specific 

policy implementation process as an empirical example to help 

understand the potentially changing means and ends of PE.  

In this concluding chapter, I discuss the analytical insights based on the 

empirical observations from the included articles with the help of 
institutional theory and in relation to previous research. The discussion is 

organized into two parts, aimed at facilitating the comprehension of both 

change and stability within the change/non-change paradox. 
Additionally, this structure enables an examination of the theoretical 

foundations of institutional thinking: the interplay between actions 

embedded in institutional structures, while recognizing the ongoing 
negotiation of structures by actors aiming to legitimize their actions 

(Hampel et al., 2017; Lawrence et al., 2011). In the first section, addressing 

RQs 3 and 4, I examine how the actions of organizational members and 
structural arrangements affect institutional structures, thereby 

potentially influencing change within PE. Subsequently, in the second 

section, addressing RQs 1 and 2, I focus on the institutional structures that 
shape perceptions of appropriate practices in PE, providing legitimacy to 

the subject, and potentially nurturing both continuity and transformation 

within PE. As a reminder, the RQs addressed are: (1) How does the 
research field of PE characterize appropriate practices in PE? (2) How do 

PE teachers describe the changes necessary for developing the subject? (3) 

What symbolic and material conditions are provided to PE teachers for 
implementing change? (4) How do PE teachers navigate both a collective 

and fragmented societal understanding regarding the character and 

purpose of PE?  

Following this discussion, I offer some concluding remarks that draw 

upon the insights gained. Additionally, I outline some implications for 
practice, including recommendations for practitioners, policymakers, and 
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other stakeholders. Finally, I provide some reflections upon the 

methodology employed, including a critical reflection upon the conceptual 
and methodological contributions of the thesis, as well as the 

identification of potential limitations and avenues for future research.  

The interplay between agency and structure 

driving change in PE 

Beginning this section by addressing RQs 3 and 4, the findings in Article 
4 show that the symbolic and material conditions provided to PE teachers 

for implementing change are predominantly centered around movement. 

School leaders play a pivotal role in shaping these conditions for policy 
implementation through structural, operational, conceptual, and 

relational work. By engaging in these types of work, school leaders exert 

influence on the transformation of practices and beliefs within PE. 
Moreover, the findings in Article 3 reveal that PE teachers navigate both 

a collective and fragmented societal understanding of the character and 

purpose of PE through four distinct responses: compliance, defiance, 
compartmentalization, and combination. Through these responses, PE 

teachers legitimize the shaping and structuring of their lessons, along with 

the content they deem relevant. Building on these findings, the 
subsequent discussion explores how the actions of PE teachers and school 

leaders, as well as structural arrangements, influence institutional 

structures, potentially affecting change within PE. 

One key insight provided by Articles 3 and 4 is the ongoing transformation 

of both symbolic and material institutional structures within PE as a field-
level institution. As shown in Article 4, school leaders contribute to 

changes in symbolic structures by attributing added values to PE. They 

argue that the additional 100 hours for teaching PE are advantageous for 
promoting students’ physical and mental health, mitigating social phobia, 

encouraging brain development, improving group dynamics, and 

enhancing overall feelings of security and well-being. This has 
consequential effects on material structures, requiring schools to provide 

opportunities for (more) physical activity, because it is argued that this is 

the activity that contributes most positively to students’ physical, mental, 
and social development. One way of achieving these changes in material 

institutional structures is by facilitating collaborations between individual 

schools and non-governmental organizations. School leaders actively 
gather information from various information sites, enabling them to 

selectively grant external organizations access to PE teachers, students, 

and teaching. This not only influences where PE takes place but also 
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shapes the very content of PE teaching. These changes also have 

implications for the symbolic institutional structures, as they can create 
new ideas about the types of professional qualifications that are required 

to conduct teaching. 

Furthermore, the findings stemming from Article 3 underscore the role of 

PE teachers in influencing changes in symbolic and material institutional 

structures. During policy implementation, PE teachers argue that their 
professional expertise, knowledge, and skills are paramount, prioritizing 

these over external pressures and hierarchical mandates that seek to 

regulate their practice. Such actions contribute to the formation of 
material institutional structures, because they allow PE teachers to 

compartmentalize diverse values, norms, and practices from different 

institutional logics. For instance, PE teachers can assert that their 
teaching is rooted in the curriculum, while at the same time emphasizing 

the promotion of fitness activities. Moreover, akin to school leaders, PE 

teachers derive legitimacy within PE from externalized values by 
emphasizing the many benefits that stem from participating in PE. This 

advocacy further influences material institutional structures, because 

such efforts sometimes result in PE teachers ceding control over teaching 
responsibilities to local sports clubs, thereby renouncing a professional 

logic in favour of an investment logic. 

The engagement of non-governmental organizations in shaping the 

educational objectives of schools is not a new phenomenon, however. For 

example, Burch (2007) has shown that non-governmental organizations, 
in interaction with schools, act as “carriers of broader cultural norms” and 

“reinforce the practices that reform designs aim to change” (p. 86). In the 

case of the additional 100 hours for teaching in PE, which is the focus of 
this thesis, the aim was to promote physical activity (Regeringsbeslut 

U2014/5377/S). This means that the reinforcement of practices did not 

fundamentally alter the policy’s intended goal but merely reinforced 
already established practices. In the broader field of organizational 

research in sport, Slack and Hinings (1994) posit that the degree to which 

specific configurations are institutionally legitimized generates pressure 
for change. This can be observed as a consequence of the historically close 

connection between PE and Swedish club sport (Sandahl, 2004, 2011). 

What has become visible in this thesis is that this relationship extends 
beyond mere activities; rather, it is rooted in a normative assumption that 

participating in physical activity (or sports) is something positive 

(Coakley, 2011). Hence, a key insight gleaned from the discussion 
regarding RQ4 is that school organizations can both formulate problems 

and legitimate activities in the same way as sports organizations 
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legitimate their activities. This means that PE teachers and school leaders 

can recognize problems stemming from a lack of participation in physical 
activity and propose such activity as a legitimate solution, purportedly 

benefiting both the individual and the wider society. 

Another insight that can be gleaned from the broader field of 

organizational research in sport, and used to understand this particular 

phenomenon, is the one put forward by Stenling (2015). The author 
illustrates how sports organizations legitimize new activities by portraying 

them as preventive measures against norm-breaking behaviour associated 

with non-participation. This same rationale is evident in PE teachers’ 
arguments, which emphasize the need for students to explore various 

sports in order to find “their sport” for leisure engagement. While it has 

been argued that this relationship fosters stability (Kirk, 2010), it also 
significantly influences the organization of PE, which could be an 

indicator of the opposite. Stenling (2015, pp. 58–59) highlights a 

prevailing notion within sports organizations that they should actively 
“seek out, target, and change” non-participating young people. This idea 

of seeking out, targeting, and changing non-participating young people is 

also evident in interviews with both PE teachers and school leaders. Such 
thoughts significantly influence various aspects of PE, including resource 

allocation. For instance, even though schools do not necessarily have to 

actively seek out young people (as they already have access to children), 
they do target specific students (or groups of students) who are not 

engaged in PE with the objective of changing their behaviour. This is 

achieved by offering specialized teaching groups, adapting education, and 
providing students with information about the various benefits of 

participation. 

Considering the similarities between how, for example, the benefits of 

participating in PE and club sport are framed, it is not surprising that PE 

teachers and school leaders derive legitimacy and formulate problems in 
a similar way as the approaches taken by sports organizations. 

Notwithstanding, schools, unlike non-profit sports organizations, are 

public organizations designed to offer comprehensive education to 
children and young people. Therefore, the internal legitimacy of school 

subjects typically stems from knowledge conveyed within a specific 

subject. Nonetheless, the act of drawing legitimacy from the adoption of 
approaches similar to those of non-profit sports organizations illustrates 

how organizational members often seek to legitimize PE by aligning it 

with external values. Previous research has highlighted this phenomenon 
and characterized PE as a marginalized subject with weak intrinsic value 

(Ekberg, 2021; Jess & Gray, 2017; Kirk, 2010; Tröhler & Westberg, 2017), 
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thus placing the subject in a vulnerable position. However, by viewing it 

from an organizational perspective, this thesis demonstrates that the 
vulnerability of the subject arises from organizational members who 

derive legitimacy from external bases, in contrast to the norm observed in 

other school subjects, which primarily derive legitimacy internally.  
Consequently, policy implementation processes, such as the one 

described in this thesis, may exacerbate the externalization of legitimac y 

for PE. This could potentially lead to a further divergence from being a 
subject in, about, and through movement (Arnold, 1988). Instead, this 

implies that the subject could be further developed to prioritize physical 

activity for the benefit of individuals, organizations, and society as a 

whole, rather than solely focusing on education. 

Up to this point, the discussion has focused on how individual agency 
facilitates change in PE. However, it is also important to consider how pre-

existing structures contribute to driving change. For instance, the 

curriculum stands out as one of the most stable structural components 
within the Swedish school system, serving as the foundation for all 

teaching, assessment, and grading activities. However, despite its 

stability, the curriculum also possesses the capacity to instigate change 
within the subject. This is exemplified by the reform explored in this 

thesis, within which, aside from an increase in teaching hours, no 

modifications were made to the regulations or curriculum documents 
(Skolverket, 2018). As a result, individual schools were granted the 

autonomy to determine the distribution and practical implementation of 

these additional hours (Lindkvist, 2023a).  

This example illustrates that, while the curriculum serves as a robust 

guiding principle for organizational structuration, it also facilitates 
change. This adaptability can be attributed to the professional autonomy 

emphasized by PE teachers, which enables them to navigate bureaucratic 

structures and exert control over their teaching practices. Additionally, as 
discussed in Article 4, school leaders describe their inclination to delegate 

power over the implementation process to lower levels of the hierarchical 

structure in order to ensure successful policy execution. This shows that 
individual agency and institutional structures interact to shape the 

character of PE, enabling innovation and adaptation within established 

structures (Holm, 1995; Lawrence & Suddaby, 2006). In addition to the 
curriculum serving as a structural component, resources also function as 

a material structure influencing the diverse outcomes of policy 

implementation. Once again, considering the 100-hours reform as an 
example, it is notable that, apart from the absence of modifications to the 

regulations or curriculum documents, there were also no supplementary 
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resources allocated for policy implementation. As shown in Article 2, 

issues such as scheduling, school management, and structural constraints 
within schools influenced teachers’ alternatives for distributing the extra 

hours. This was particularly evident when faced with limited gym capacity 

and difficulties in accommodating another lesson within an already 
crowded school day. Considering the varied conditions within schools, PE 

teachers expressed concern that the absence of standardization in policy 

implementation would be likely to result in variations between schools. 
Such variations are problematic because they have the potential to reduce 

the provision of equitable education for children and young people. 

Apart from resources influencing the diversity in how education is 

structured, the widely agreed-upon ideas concerning the physical aspect 

of the subject also play a significant role in driving change. According to 
organizational institutionalism, institutions consist of a social stock of 

knowledge that provides templates for action, which are perpetuated 

through continuous individual interactions (Deephouse & Suchman, 
2008; DiMaggio & Powell, 1983; Meyer & Rowan, 1977). However, actions 

are not only guided by the established institutional order but also enable 

the creation of new institutions or the modification of existing ones 
(Holm, 1995). While there is a shared understanding of what constitute 

appropriate practices guiding the organization of PE, the field-level 

institution of PE is perhaps on the way to becoming de- or re-
institutionalized, leaving room for diverse understandings of the means 

and ends of PE. For example, a prominent argument for extending PE 

teaching hours was the presumed connection between physical activity 
and enhanced learning ability. This rationale is evident in the decision-

making process leading up to the reform, when the government cited 

scientific studies highlighting the positive correlation between physical 
activity, motor skills training, and academic performance 

(Regeringsbeslut U2014/5377/S). On the other hand, drawing insights 

from Article 1, the topic of embodiment presents a critical perspective on 
movement and knowledge in PE. This topic mirrors an alternative 

approach to understanding the concept of movement and knowledge, 

expanding the discourse beyond mere physical activity. While the primary 
focus of the subject, both historically and more recently, has been on 

physical movement (Annerstedt, 1989; Ekberg, 2016, 2021; Green, 2008; 

Kirk, 2010), this topic illustrates the occurrence of a broader discussion 
about the essence of movement within PE. However, given that the topic 

of embodiment is a theoretical concept in research, it is not necessarily 

manifested in practice. 
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This implies that there exist diverse perspectives on the meanings and 

purposes attributed to PE, leading to varying interpretations of 
educational objectives and distinct views on the means employed to 

achieve the envisioned goals. Some actors prioritize the physical element 

of the subject as fundamental to physical development, while others may 
see it primarily as a tool to enhance students’ academic performance. 

Additionally, a third group might prioritize PE as a means to nurture 

healthy citizens. In essence, there are conflicting ideas about whether the 
primary function of the subject is a means or an end. Ideas that view 

physical activity or movement as a means could suggest that the specific 

movements learned may not be crucial – the essence lies in the effects of 
moving. On the other hand, ideas that emphasize movement as an end in 

itself may prioritize theoretical instruction to ensure that students 

comprehend a specific aspect of a particular movement. This is where the 
insights gained from the discussion relating to RQ3 prove to be important, 

because when these conflicting ideas engage in a “tug of war” over how the 

subject should be shaped, it results in diverse outcomes. Hence, the 
perceived uncertainties surrounding the subject (Annerstedt, 2001) can 

be attributed to the varying perspectives on the means and ends of PE, 

which delineate boundaries for the subject’s prerequisites.  

In summary, this thesis clarifies how the actions of organizational 

members and structural arrangements influence both teaching practices 
and content, thereby driving changes in the organization of PE. This thesis 

also highlights that there exist two fundamental ideas about why PE is a 

school subject: whether physical exercise should be viewed as a means to 
achieve other goals or as an end in itself. The exploration of collaborations 

between PE and voluntary sports clubs suggests that institutional norms 

related to education in PE may be undergoing change. While 
collaborations might occur in other subjects, it is worth considering that 

surrendering control over any subject could potentially pose significant 

challenges. Hence, it is essential to recognize and assess any potential 
risks or issues linked to embracing similar approaches, regardless of the 

particular subject to which they are applied. This is because the findings 

of this thesis demonstrate how organizational members derive legitimacy 
from external sources, which contrasts with the typical pattern observed 

in other school subjects. Consequently, this suggests that new norms and 

practices can gain legitimacy and become institutionalized (Dacin et al., 

2002; Meyer & Rowan, 1977).  



 

89 
 

 

Institutional structures and agency encouraging 

stability in PE  

Starting this section by addressing RQs 1 and 2, the findings of Article 1 

show that the research field of PE shapes legitimacy in practice through 
the delineation of 15 dominant research areas. These areas include (1) goal 

achievement, (2) teaching methods, (3) digital technology integration, (4) 

intersectionality, (5) movement theories, (6) lifestyle factors, (7) learning 
methodologies, (8) public policy impact, (9) motivation strategies, (10) 

outdoor education practices, (11) curriculum design, (12) embodiment 

studies, (13) assessment and grading techniques, (14) teacher 
socialization, and (15) adapted education approaches. The identification 

of these 15 topics offers valuable insights into the scientific basis guiding 

PE practices. Additionally, the findings presented in Article 2 reveal that 
the way PE teachers describe necessary changes for developing the subject 

relates to four institutional logics. These logics include the democracy 

logic, investment logic, professional logic, and bureaucracy logic. Each of 
the 15 dominant research areas, as well as the institutional logics, shapes 

PE in distinct ways. Building upon these insights, the subsequent 

discussion delves into how institutional structures shape perceptions of 
appropriate practices in PE, providing legitimacy to the subject, and 

potentially fostering continuity within PE.  

One key insight provided in Articles 1 and 2 is that actions and 

institutional arrangements collectively shape institutional orders leading 

to consistency. In Article 1, the findings show that the most dominant 
research is movement, which underscores the crucial link between 

appropriate practices in PE and physical activity/exercise. Similarly, the 

topic of lifestyle reflects the historical and ongoing endeavour to promote 
healthy individuals through PE interventions. As proposed in Article 2, 

the institutional logics identified further illustrate the profound 

institutionalized idea that PE is a subject centred around movement. For 
instance, the critical role of physical activity becomes evident when PE 

teachers outline necessary changes for developing the subject. This is 

evident because physical activity is seen as legitimate across all four 
identified institutional logics: (a) the democracy logic, where participating 

in PE is perceived to bring about values enhancing students’ welfare and 

development, (b) the investment logic, where sport is seen as a remedy for 
societal problems and able to strengthen students’ health, (c) the 

professional logic, as PE teachers are responsible for encouraging 

students to become active, especially those not participating in sports in 
their spare time, and (d) the bureaucracy logic, under which the 
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curriculum is interpreted as a platform for promoting physical activity. 

Furthermore, it becomes evident that physical activity is a legitimate 
alternative in policy implementation because PE teachers express notable 

resistance towards integrating more theoretical components into their 

instruction. As highlighted in Article 2, the research findings reveal that 
PE teachers exert normative pressure on each other, advocating for 

physical practices. Consequently, these prescribed behaviour patterns not 

only dictate what PE teachers are encouraged to do, but also delineate 

what they are expected to avoid.  

Previous studies have consistently emphasized and problematized the 
concept of movement in PE (Coulter & Ní Chróinín, 2011; Ekberg, 2016; 

Kirk, 2010; Larsson & Karlefors, 2015). This attention is driven by, among 

other factors, the influence of various traditions on subject content 
knowledge (Forest et al., 2018; Green, 2008; Kirk, 2010; Quennerstedt et 

al., 2008). Of particular concern has been PE’s significant association with 

sports, which has been deemed problematic. Researchers have argued 
that one consequence of this relationship is the occurrence of unequal 

educational opportunities provided to children and young people, 

alongside the diminished intrinsic value assigned to PE (Green, 2008; 
Kirk, 2010). At the same time, schools are mandated to incorporate a 

subject that focuses on physical exercise into a situation reflecting a 

broader educationalization process that affects all school subjects 
(Westberg, 2017). While this educationalization process does not 

explicitly dictate that PE should incorporate external activities, the 

available templates for action are heavily influenced by movement, which 
is often considered synonymous with physical activity and exercise. 

Moreover, sports represent a socially constructed, legitimate activity for 

conducting physical activity and exercise. Therefore, an important insight 
regarding the discussion related to RQ2 is that the tendency to 

incorporate sporting activities can be attributed to the finite number of 

available templates for action. As an institution becomes more 
institutionalized, such templates become increasingly fixed, with 

numerous potential options having been thoroughly explored over time 

(Friedland & Alford, 1991; Greenwood et al., 2017; Greenwood et al., 
2008). As a result, individuals perceive participation in sports as a 

rational course of action and conceptualize their goals according to this 

template. Thus, despite the arguments presented by Pache and Santos 
(2013), that individuals identifying with multiple logics are likely to 

contribute to institutional adaptation and change, this thesis provides an 

example of the opposite. When multiple institutional logics share 
common legitimate practices, this can lead to a perception of stability. 

Therefore, future endeavours to reform the subject should prompt 



 

91 
 

 

questions about whether proposed changes are genuinely innovative, or 

merely a repackaging of already existing activities.  

The finite number of available templates for action not only dictate 

behavioural norms by outlining what an individual should do, but also 
shape one’s perceptions of what is conceivable within a given context (Hall 

& Taylor, 1996). This means that institutional templates for action play a 

defining role in shaping the range of possible actions within a field-level 
institution like PE. This suggests that, when implementing policy reforms 

within PE practices, the outcomes are contingent upon the imaginations 

of organizational members regarding what actions are possible. Stenling 
(2015) explored the readiness, willingness, and capacity of Swedish sports 

clubs to adapt to changes in the policy landscape and their role as 

implementers of various policy objectives. The author showed that the 
willingness of sports clubs to implement policies hinges on whether the 

cultural content of those policies aligns with the clubs’ organizational 

identity. In other words, if the policies resonate with the values, goals, and 
norms of the sports clubs, they are more likely to be implemented 

effectively.  

In the reform examined in this thesis, the government’s decision to 

allocate an additional 100 hours for teaching in PE was based, as 

previously described, on the argued correlation between physical activity 
and enhanced learning ability (Regeringsbeslut U2014/5377/S). In Article 

2, when PE teachers reflected upon the purpose of the additional hours, 

the findings reveal that their statements often aligned with governmental 
objectives. PE teachers frequently underscored both the individual and 

societal benefits associated with participation in PE and emphasized the 

well-established advantages of physical activity. Also, as detailed in both 
Article 2 and Article 4, the majority of PE teachers and school leaders not 

only welcomed this policy for its perceived benefits to students and the 

organization, but also favoured outcomes that prioritized increased 
physical activity. Given that each school had autonomy in determining 

how to distribute and implement the policy (Lindkvist, 2023a), the 

outcomes could have varied significantly. However, they largely aligned 
with governmental intentions, and it can therefore be argued that the 

cultural content of the policy resonated with the preferences of PE 

teachers and school leaders. This suggests that, despite efforts to reform 
the subject, institutional structures are likely to maintain stability if the 

proposed changes deviate too significantly from what individuals can 

imagine doing.  
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Furthermore, in the endeavour to explore Swedish sports clubs’ 

propensity to act as implementers of various policy objectives, Stenling 
(2015) also sheds light on the heterogeneous character of Swedish sports 

clubs, revealing that they do not adhere to a singular organizational 

identity but rather encompass ten distinct categories. Each organizational 
identity category operates with its own unique logic of action, influencing 

how clubs approach the implementation of policy objectives. Although 

this topic falls slightly outside the scope of this thesis, the implications of 
these findings are also potentially relevant to the development of PE. As 

discussed earlier in this chapter, there are similarities in how the benefits 

of participating in PE and club sports are framed. Additionally, there are 
also similarities in the types of issues that these activities are expected to 

address, as well as the activities themselves. Consequently, it is plausible 

that the organization of PE and club sports will exhibit similarities in self-
identification, potentially influencing both present and future policy 

objectives in PE. This assertion gains support from the findings presented 

in Article 2, which indicate that not all schools chose to fully integrate the 
additional 100 hours for teaching into formal PE activities. Instead, some 

schools introduced activities outside the curriculum, particularly fitness-

related ones categorized as non-formal PE. In these instances, students 
could earn gold stars redeemable within formal PE classes. Additionally, 

as seen in Article 4, some school leaders opted to include theoretical 

elements of PE that could be conducted in regular classrooms, while 
others incorporated extracurricular activities such as field trips or 

activities during breaks, which were PE-oriented but not necessarily led 

by a PE teacher or included in the PE curriculum. These findings suggest 
that schools may possess various organizational identities, influencing 

their approach to policy implementation. This observation can also help 

to explain why certain policies fail to achieve their intended outcomes in 
practice and why policy outcomes vary between schools, despite claims of 

adherence to the same curriculum. Such discrepancies arise because these 

policies diverge significantly from the feasible actions within each school’s 
unique context. In other words, the proposed changes may deviate from 

the institutional structures that establish frames of reference for 

appropriate practices, thereby limiting individuals’ “will” to implement 

them, ultimately leading to stability.  

While the findings of Article 2 and Article 4 illustrate diverse approaches 
to policy implementation, they also underscore the institutionalized 

values and ideas that exist within the field of PE. This observation is 

further supported by the findings presented in Article 1, where the review 
of research reveals the prevalence of topics such as movement, lifestyle, 

outdoor education, and embodiment. Additionally, in relation to Article 2, 
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PE teachers highlighted the importance of movement and prompted 

considerations regarding the need for different types of sports facilities 
and activities, preferably associated with physical activity. The fact that 

movement is closely integrated into both symbolic and material structures 

not only explains the subject’s current structure but can also explain why 
it has proven so challenging to change it. Scholars like Kikulis et al. (1995) 

have shown that certain organizational elements are tightly coupled to an 

organization’s core values. Consequently, alterations in these elements 
will exert a “high impact” on the organizational structure. This means that 

elements with “high impact” not only convey important messages about 

the organization’s values, goals, and identity, but they are also often 
embedded in the design and structure of the organization. According to 

Kikulis et al. (1995), gaining insight into the structural elements that have 

a large impact on organizational design enables us to recognize the 
organizational structure most resistant to change. Moreover, it facilitates 

the identification of elements that, if altered, could potentially 

revolutionize the organization.  

This insight holds particular significance within the context of the 

discussion concerning RQ1. This is because drawing on this argument 
suggests that movement is a high-impact system: if movement were not 

an essential part of future PE, it would fundamentally reshape the subject. 

While this may seem obvious, it provides crucial insights into the 
longstanding and ongoing discussions around the subject. This also 

highlights the fact that there are limited alternatives available for 

restructuring PE. Bringing about substantial change would necessitate 
altering the prevailing societal understanding of appropriate practices. 

This calls for the establishment of a new, shared vision of the desired 

future of PE, one that recognizes the legitimacy of other activitie s. 
Building upon the earlier discussion regarding viewing movement as an 

end in itself, and the potential of prioritizing theoretical instruction to 

comprehend specific aspects of particular movements, future PE could 
involve students participating in theoretical lessons aimed at 

understanding specific aspects of movement or health, rather than 

actively participating in movement. 

In summary, this thesis examines how institutional structures shape 

perceptions of appropriate practices in PE, thereby contributing to the 
maintenance of stability within the subject. The robust support for 

movement provided by both symbolic and material institutional 

structures enables organizational members to replicate certain actions. 
Consequently, despite the anticipation that a policy reform entailing a 

substantial increase in teaching hours would instigate change in the 
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subject, the potential for such reform to act as a catalyst for significant 

change appears weak. This lack of transformative impact is not surprising, 
considering that movement is proposed as a high-impact system within 

PE. Retrospectively, policy initiatives aimed at altering PE have also often 

deviated from their intended outcomes (Alfrey et al., 2017; Wilkinson et 
al., 2021). Moreover, while this particular policy initiative provides an 

opportunity to explore the organization of PE and prompts respondents 

to contemplate the intersection between the “old” and the “new”, the 
absence of additional resources diminishes the potential for revolutionary 

change. To illustrate, consider the suggestion of advocating for more 

police officers, nurses, or doctors without simultaneously expanding 
educational opportunities. This would inevitably make it difficult to 

succeed in this endeavour. This comparison underscores the importance 

of proportionately increasing crucial resources and support, because the 

absence thereof can significantly impede policy success.  

Concluding remarks and implications for practice   

Building on the discussion above, this section aims to provide some 

concluding remarks and highlight a few implications for practice. The 
conclusions outlined in this chapter are rooted in an organizational 

perspective, focusing on the dynamics of change, the driving mechanisms, 

the resultant outcomes, and the underlying reasons for change. I also want 
to emphasize aspects that demonstrate resilience and may remain 

unchanged. This is because these aspects of change/non-change relate to 

the thesis as a whole and cut across all four research questions.  
Additionally, studying change implies also considering scenarios where 

change does not occur; in other words, situations of non-change. 

A key conclusion drawn from the thesis is that there is an ongoing 

transformation in the shared ideas concerning Swedish PE. New ideas are 

emerging, exemplified by the various thoughts around movement and 
whether it should be perceived as a means to achieve other goals or as an 

end in itself. This creates uncertainties about the subject, with various and 

sometimes conflicting ideas coexisting, which results in diverse 
interpretations of the purpose of PE. Drawing upon insights from Chapter 

2, I argue that the historical context illustrates movement as a means, 

significantly influenced by military gymnastics, which emphasize strict 
exercises and combat techniques for training soldiers (Lundquist 

Wanneberg, 2004). In contrast, insights from this thesis suggest that PE 

can also be perceived as an end in itself, by integrating theoretical 
elements into teaching. It is important to acknowledge and understand 
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these diverse perspectives on movement within PE when future policy 

initiatives may be implemented. The understanding of these diverse ideas 
can empower school leaders, PE teachers, and students to decipher the 

intended purposes of such initiatives and critically reflect upon their 

origins and potential consequences for the development of the subject. 
For PE teachers, acknowledging these diverse perspectives on movement 

can encourage them to evaluate how they integrate teaching methods and 

whether they align with any of these distinct perspectives. This 
consideration has potential to prompt reflection upon the potential 

consequences of their approaches and encourage a more informed and 

deliberate approach to teaching practices.  

Furthermore, this thesis sheds light on how legitimacy in PE often 

emanates from external sources. This is a divergence from the norms 
observed in other school subjects, where legitimacy is typically internally 

generated. While previous scholarship has touched upon this 

phenomenon (Green, 2008; Kirk, 2010; Sandahl, 2011), this thesis 
demonstrates that PE teachers and school leaders can formulate problems 

and legitimize activities in a manner akin to how sports organizations 

legitimize their activities. These actions result in changes within the 
subject, influencing factors such as resource allocation and subject 

content, despite the fact that the implementation of the additional 100 

hours for teaching does not entail any modifications to curriculum 
documents. The shifts in subject content can be attributed to 

collaborations with local sports clubs. Emphasizing the impact of informal 

collaborations alongside the formal curriculum can broaden our 
understanding of the multifaceted influences on educational practices in 

PE. For policymakers, this research underscores the potential impact of 

increased teaching hours on educational outcomes, suggesting that such 
interventions may have more profound effects than initially anticipated. 

This realization has the potential to prompt policymakers to carefully 

consider the unintended consequences of what might initially have 
appeared to be a simple change in the number of teaching hours. By 

acknowledging that legitimacy is derived from externalized values, PE 

teachers and school leaders can engage in discussions about the 
implications of such actions for subject development and the perception 

of PE as a marginalized subject. 

Moreover, considering that legitimacy is often externally constructed, the 

findings of this thesis indicate that increased physical activity is the 

preferred outcome of policy implementation. This preference can be 
attributed to the limited number of available templates for action. As PE 

has become increasingly institutionalized over time, such available 
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templates not only dictate behavioural norms but also shape individuals’ 

perceptions of potential actions. Given that sports represent a socially 
constructed, legitimate activity for conducting physical activity and 

exercise, physical activity is often associated with various sports. From the 

perspective of PE teachers, this alignment is facilitated by the fact that, 
regardless of the institutional logic to which they adhere, physical activity 

is still considered a legitimate practice. This suggests that, when 

implementing policy reforms within PE practices, the outcomes are 
contingent upon the imaginations of organizational members regarding 

what actions are possible. Consequently, PE teachers can continue the 

habitual behaviour of encouraging children and young people to be active.  
Therefore, when evaluating future policy initiatives, careful consideration 

should be given to whether proposed changes genuinely introduce 

innovation or simply repackage existing activities. Such knowledge offers 
insights for future endeavours aimed at reforming PE, shedding light on 

why processes of change so rarely turn out as planned. Providing an 

accessible description of the four institutional logics identified in this 
thesis, along with an explanation of how these different logics influence 

actions, can prompt reflection among PE teachers and school leaders 

regarding their own practices and the potential consequences of specific 
actions. These results are also transferable to other practices, such as 

other school subjects or professions with significant autonomy, because 

all such practitioners must navigate external expectations. Understanding 
how institutional factors influence the outcomes of policy initiatives can 

inform strategies for policy implementation in various contexts. 

In conclusion, this thesis asserts that physical activity emerges as the 

predominant outcome of policy implementation, suggesting that 

movement serves as a high-impact system in PE. The findings illustrate 
that movement is closely intertwined with the organization’s core values 

and deeply embedded in its design and structure, making it highly 

resistant to change. Any potential alteration of movement would therefore 
fundamentally transform PE, underlining its pivotal role in shaping the 

subject’s identity and structure. The significance of this knowledge is 

twofold. Firstly, by acknowledging the prominence of movement as a 
high-impact system, stakeholders can develop more nuanced strategies 

aimed at effecting meaningful change within the subject, while navigating 

the challenges posed by its deeply embedded structures. Secondly, this 
knowledge can stimulate reflection among researchers, PE teachers, and 

school leaders regarding the pivotal role of movement in shaping the 

subject’s identity and structure, as well as the implications of altering such 

practices for its development.  
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Conceptual and methodological reflections and 

avenues for future research 

In the following, I discuss the theoretical contribution of an organizational 

perspective and the methodological choices made in this thesis. This 
involves reflections upon the advantages, limitations, and conceptual and 

methodological contributions identified. Under the two headings below, I 

propose several new questions that future research should endeavour to 

address. 

Conceptual reflections 

Organizations are the sites where shared ideas become stable structures 

(Barley & Tolbert, 1997; DiMaggio & Powell, 1983; Glynn & D’Aunno, 
2023). Adopting an organizational perspective has enabled me to explore 

the organizing of PE as a process wherein shared systems of meaning 

regarding the means and ends of PE are expressed, created, reproduced, 
and changed. This is exemplified by the shared, but also fragmented, ideas 

concerning the purpose and character of PE. This understanding has 

proven instrumental in elucidating the uncertainties inherent in the 
subject. Hence, I hope to have contributed to the research field of PE, by 

providing a more nuanced understanding concerning change and stability 

in the subject. Such an understanding not only provides practitioners with 
a different lens for navigating the complexities of developing the subject 

but also opens up new avenues for exploration within the research field. 

One area worth exploring involves comparing how various stakeholders 
articulate their perceptions of the purpose and character of PE, 

particularly regarding whether they perceive movement as a means or an 

end. Conducting such a study could yield deeper insights into key 
stakeholders’ respective levels of influence over the development of PE, 

along with the ensuing consequences.  

Adopting an institutional logics perspective has proven valuable in 

unravelling the intricate interplay among societal expectations, 

organizational structures, and individual agency (Thornton et al., 2012). 
This is because the perspective has facilitated a comprehensive 

understanding of actions within a broader societal context, providing new 

insights into how various logics coexist and compete within the field of 
PE. This perspective has proved useful for an exploration of the tensions 

and contradictions emerging when multiple institutional logics influence 

practices and beliefs within PE. Furthermore, it has provided insights into 
the types of decisions that either sustain the subject over time or propel 
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its transformation. For example, initiatives taken by PE teachers to 

customize teaching, ensuring that all students have the opportunity to 
participate or initiating collaborations with local sports clubs, serve as 

illustrations of how decisions can influence educational practices. Future 

research is proposed to further explore these decisions in different 
contexts. Expanding the examination of institutional logics beyond the PE 

teacher context to include logics in other closely connected areas, such as 

SNAE (Swedish National Agency for Education), and/or governmental 

authorities, would enrich our understanding of the development of PE. 

The institutional work perspective has been useful for incorporating 
agency while also recognizing structuralist notions of actions as 

embedded in institutional structures (Hampel et al., 2017; Lawrence et al., 

2011). It has facilitated an exploration of how individuals’ actions and 
institutional arrangements shape one another (Lawrence & Suddaby, 

2006). Thus, I have been able to explore how school leaders’ thoughts on 

appropriate practices in PE guide subject development. For example, 
school leaders’ inclination to determine the types of collaboration that PE 

teachers should pursue with local sports clubs not only reflects what 

practices are deemed appropriate, but also inevitably influences the 
character of the subject. I suggest that future research could delve deeper 

into the institutional work perspective, investigating the implications of 

such collaborations for PE teachers’ professional practices and their 

professional identity.  

However, as with any other theory, an organizational perspective also has 
limitations. The role of individual agency might be downplayed, and 

institutional theory has also been criticized for treating actors as 

marionettes in a rigged carnival game (i.e., structure guides actions; 
DiMaggio & Powell, 1983; Greenwood et al., 2008). Nevertheless, by 

incorporating both the institutional logics perspective and the 

institutional work perspective, my intention has been to draw together 
this ongoing discussion. Through this integration, I have demonstrated 

the significance of both structure and agency, showing how they 

continuously reinforce each other. Despite this persistent disadvantage, 
future studies should further explore the advantages of integrating these 

two perspectives and their potential to comprehensively capture the 

interconnectedness between structure and agency.  

Furthermore, the institutional logics perspective has been criticized for 

becoming somewhat of a “buzzword”, with numerous researchers 
exploring the concept in diverse ways (Thornton & Ocasio, 2008). The 

versatility of the perspective has sometimes led to vagueness and, in some 
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cases, the perception of it as an “anything goes” perspective where almost 

anything can be considered an institutional logic. Thornton and Ocasio 
(2008) present the institutional logics perspective as both a metatheory 

and a method of analysis. Similarly, in this thesis, I have treated the 

perspective in this dual capacity. I have operationalized the concept by 
employing it to guide the interview process, which facilitated the inductive 

identification and description of prevailing logics, thereby providing a 

nuanced understanding of contextual variations. Through this approach, 
I sought to demonstrate the practical implications of institutional logics, 

moving beyond theoretical abstraction to illustrate how societal ideas 

shape real-world practices. However, considering this persistent 
disadvantage, I suggest that future studies could view this inductive 

approach as advantageous for prioritizing the practical implications of 

institutional logics, thus shifting the focus away from theoretical 

abstraction towards real-world practices. 

Methodological reflections 

In relation to the systematic review of research, our ambition was to draw 

conclusions about an entire research field. This has been both a difficult 
and a time-consuming task. The difficulty arises partly from the risk of 

missing important articles despite using a broad search term and a social  

science-oriented database. Also, although we instructed EBSCOhost to 
search for articles in which the term “physical education” appeared in the 

abstract in order to concentrate on pertinent content, this approach may 

have inadvertently excluded some relevant articles. Nevertheless, the 
study’s strength lies in its extensive dataset and the utilization of a less 

commonly used method, which enhances its value and may stimulate 

further interest in the research community.  

The analysis also has its limitations, particularly in determining the 

number of topics. Initially, numerous analyses were conducted before 
settling on 15 topics. Due to the automated nature of the topic modelling 

technique, keywords cannot be altered, replaced, or relocated between 

topics. Although this ensures rigour and transparency, it also imposes 
limitations. For instance, words had to be excluded or merged in order to 

make sense of the topics, and there is a risk that this process may have 

altered the character of certain topics. To minimize this risk, the analysis 
consisted of a constant iterative process, during which we reintroduced 

excluded words to observe any significant changes in topics. It is crucial 

to note that settling on 15 topics does not imply that the field is only 
characterized by these specific topics. The topics needed to be distinct 

enough to be labelled separately but not too broad, because then nuances 
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in the field might have been overlooked. The strengths of the method lie 

in its inductive and contextual interpretation, making it reliable. 
However, this also means that the researcher must have a good 

understanding of the field in order to interpret the findings effectively 

(Grimmer & Stewart, 2013).  

I conducted the initial labelling, but to reduce the risk of my 

preunderstandings taking too much control over the process, my two co-
authors (both with research interests beyond the scope of PE) then 

reviewed and refined these labels to ensure accuracy. Once published, this 

article could serve as a valuable resource for new PhD students seeking to 
understand the research field of PE. The method used also offers potential 

for future studies, enabling the field’s development to be tracked over a 

longer time period. I also suggest the possibility of narrowing the scope by 
focusing on just one or a few journals to observe trends and examine how 

different journals evolve and adapt.  

While the systematic review of research provided a wealth of data, I 

consider interviews to have been the primary data type in this thesis. Here, 

institutional change is conceptualized as shifts in taken-for-granted views 
of the world (Berger & Luckmann, 1966). In line with this perspective, 

interpretative methods were deemed the most suitable approach 

(Suddaby & Greenwood, 2009). Consequently, interviews were 
considered the most appropriate data collection method, and I structured 

the interview studies to focus on individuals’ personal insights, 

emphasizing their meanings, beliefs, and experiences within their specific 
contexts. From the interview data, I extracted the emergent reality as the 

subject of my analysis. Utilizing a specific policy implementation process 

as an empirical case has proven invaluable in this thesis. This approach 
facilitated a deeper understanding of the impact of policy changes on the 

individuals involved, because it allowed for the exploration of aspects that 

may otherwise have gone unnoticed. Since the alterations were recent, it 
was easier for me to elicit detailed and nuanced responses from the 

respondents. This included examining the challenges encountered, the 

strategies employed, and the implications of the policy changes on their 

day-to-day work activities. 

However, this method also has its limitations. Firstly, implementing 
public policy in schools is a process that unfolds over time. In the data 

collection with both PE teachers and school leaders, I only interviewed 

each respondent once. Supplementation with information from additional 
sources, such as observations and document collection, could potentially 

have provided a more nuanced understanding. Also, conducting 
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interviews over an extended period would have made it possible to track 

whether meanings, beliefs, and experiences change over time. Secondly, 
in the interviews with PE teachers and school leaders, I posed questions 

about how they had worked with policy implementation and asked them 

to justify their decisions/answers. However, there may be a discrepancy 
between what they said and what they actually do. Nevertheless, relying 

solely on observations would not have provided insights into their 

personal motives for action, emphasizing their meanings, beliefs, and 
experiences. For future research, it could be fruitful to combine interviews 

with observations. Researchers could first observe actions and then 

complement that method with stimulated recall interviews to prompt 
reflections upon their actions in order to gain a better understanding of 

how, why, and with what consequences organizational members 

legitimize their actions. 

Findings from interview studies may be specific to the participants and 

context studied, making it challenging to generalize the results to broader 
populations or settings (Cohen et al., 2017). However, as stated in Chapter 

5, following an interpretative approach, I have prioritized transferability 

over generalizability. Transferability aims to ensure that findings obtained 
in a specific context can provide valuable insights for similar settings 

(Daniel, 2018). As highlighted in the conclusion, by showing how broader 

meaning systems shape organization, the results of this thesis could be 
valuable to other school subjects and to professions with significant 

autonomy, such as nurses, doctors, or police officers. However, it is also 

possible to explore the applicability of these findings to other contexts 

through comparative analysis or replication studies in different settings. 

To conclude, I wish to emphasize that, amidst the challenges posed by the 
COVID-19 pandemic, PE teachers displayed remarkable generosity. Their 

willingness to openly share their insights and experiences provided 

invaluable perspectives that greatly enriched this thesis. Despite 
grappling with the demands and uncertainties brought about by the 

pandemic, their willingness to engage in discussions underscores their 

unwavering dedication to the field of PE. Similarly, school leaders 
exhibited a commendable commitment by investing their time and 

attention in this research project, even amidst the bustling activities of a 

semester start. Their involvement reflects a deep understanding of the 
importance of educational research and its role in informing and shaping 

teaching and learning practices.  
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Appendix A. Information letter, PE 
teachers  

Förfrågan om att delta i en studie om idrottslärares 
erfarenheter av den utökade undervisningstiden i ämnet idrott 

och hälsa 

Jag vill fråga dig om du vill delta i ett forskningsprojekt. I det här 

dokumentet får du information om projektet och om vad det innebär att 

delta.   

Vad är det för projekt och varför vill ni att jag ska delta? 

Bakgrunden till forskningsprojektet bygger på det faktum att skolan 
generellt, och ämnet idrott och hälsa mer specifikt, historiskt varit föremål 

för många olika typer av reformer och satsningar som inneburit flertalet 

förändringar för både verksamheten och den enskilda idrottsläraren. Den 
senaste reformen som berört ämnet idrott och hälsa innebar att 

undervisningstiden utökades med 100 timmar från och med 2019.  

I och med att idrottsläraren är den person som ytterst ska genomföra de 

förändringar som styrande organ beslutat om är det viktigt att undersöka 

dessa personers erfarenheter kring reformarbeten likt denna. Det 
övergripande syftet med forskningsprojektet är därför att undersöka 

idrottslärares erfarenheter och upplevelser av den reform som inneburit 

att ämnet idrott och hälsa utökades med 100 timmar, och vad det är som 
påverkar de processer som styr verksamhetsinriktningen i och med 

regeringens beslut. 

Jag skulle därför vilja göra en intervju med dig eftersom du arbetar som 

idrottslärare i årskurs 7–9 och genom detta är involverad i det arbete som 

följt av regeringens satsning. Intervjun kommer beröra dina erfarenheter 
av den utökning av undervisningstid som trädde i kraft 2019. Det skulle 

vara mycket värdefullt om du kunde tänka dig att vara med och bidra till 

kunskapsutvecklingen inom området. 

Hur går studien till? 

Deltagande innebär att du vid ett tillfälle medverkar i en intervju som 
genomförs av mig personligen och som beräknas ta ca 60 minuter. 

Intervjutillfället kräver inga förberedelser av dig som deltagare och kan 

om så önskas ske antingen över telefon eller digitalt (exempelvis Zoom 

eller Teams).   



 

 

Studien följer gällande etiska riktlinjer för forskning, vilket bland annat 

innebär att alla svar behandlas konfidentiellt och resultaten kommer 

enbart att användas till forskningsändamål. 

Deltagandet är frivilligt  
Ditt deltagande är frivilligt och du kan när som helst välja att avbryta 

deltagandet, helt utan särskild anledning, om du så önskar.  

Om du vill avbryta ditt deltagande ska du kontakta den ansvariga för 

studien (se nedan). 

Ansvariga för studien  

Ansvarig för studien är Louise Lindkvist, doktorand vid pedagogiska 

institutionen vid Umeå Universitet under handledning av Josef Fahlén. 
Om du har några frågor eller funderingar rörande studien är Du 

välkommen att kontakta mig eller min handledare för mer information. 

Med vänliga hälsningar 

Louise Lindkvist 

 

Louise Lindkvist   

Doktorand 

Louise.lindkvist@umu.se 
090-786 78 42 

 

Huvudhandledare 

Josef Fahlén 

Docent och biträdande 
prefekt 

Josef.fahlen@umu.se 

090- 786 55 38 
 

 

 

 

 



 

 

Appendix B. Interview guide, PE 
teachers 

Bakgrund 

1. Hur länge har du arbetat på just den här skolan? 

2. Finns det något specifikt kring införandet av de här 100 timmarna 

som du skulle vilja berätta om och som är viktigt för dig? 

Tema 1: Interna förändringsprocesser 

3. Vad skulle du säga att syftet med denna reform var? 

4. Skulle du kunna berätta för mig om vilka förändringar ni på er 

skola försökt att göra i och med de här 100 timmarna. 

• Varför tror du att saker har förändrats på det sätt som de har 

gjort? 

5. Betygssätts den här extra tiden? 

6. I och med att ämnet utökats med 100 timmar så har ett antal 

förändringar genomförts, vilket också påverkat dig som 

idrottslärare. Finns det förändringar som du har blivit ombedd att 
göra? 

• Hur känner du inför det? 

• Varför tror du att det är så? 

• Hur tror du andra idrottslärare upplever detta? 

7. Vad motiverar/driver dig som idrottslärare till att genomföra 

förändringar liknande de som du beskriver? 

• Varför tror du att det är så? 

8. I din profession som idrottslärare, skulle du säga att de här 100 
timmarna är en bra eller dåligt för ämnet? 

• Motivera 

9. Vad kan de här 100 timmarna göra för ämnet? (På samma sätt som 

att lärarlegitimationen kom till för att man tänkte att det skulle 
kunna göra något för lärarnas status Alternativ nr 2 exempelvis 



 

 

öka ämnets status, möjliggöra andra typer av innehåll, förändra 

din roll som idrottslärare etc) 

• Motivera 

10. Nu när de här timmarna finns på plats. Blev det som du hade 
tänkte dig? 

• Varför, varför inte? 

• Motivera 

11. Vad skulle du säga är den största utmaning för dig som 

idrottslärare? 

12. Nu när det finns mer undervisningstid, vad tycker du det är viktigt 
att du som idrottslärare fokuserar på? 

• Motivera 

13. Vad tycker du eleverna borde lära sig i ämnet? 

14. Vilka typer av normer och värderingar tycker du är viktigt att 

förmedla till eleverna? 

15. Skulle du kunna beskriva en lektion som du lämnar med känslan 

av att den gick väldigt bra 

Tema 2: Externa förväntningar 

16. Det är många som har åsikter om vad dessa 100 extra timmar är 
bra för och vad de bör eller inte bör innehålla. Vems eller vilkas 

åsikter behöver du som idrottslärare hantera? (Vi har exempelvis 

staten som tycker att mer idrott och hälsa är bra för inlärningen i 
andra ämnen. Vi har Skolverket som säger att syftet med 

utökningen av undervisningstiden i idrottsämnet var att stärka 

elevers motoriska utveckling. Skolverket bjöd även in berörda 
myndigheter och organisationer till ett samråd där dessa personer 

påpekade att skolan har ett ansvar att utbilda eleverna men inte 

för att aktivera dem). 

• Hur kommer dessa till uttryck? 

• Hur påverkar det dig? 

• Hur hanterar du detta? 

17. Finns det åsikter som du tycker är viktigare att ta hänsyn till? 

• Motivera 



 

 

• Utveckla 

• Hur tänker du då? 

18. Uppstår det situationer där du känner att du behöver handla på ett 
sätt som inte alltid stämmer överens med dina egna åsikter om hur 

saker bör göras? (situationer med andra lärare, rektor, 

akademiker osv) 

• Hur tror du att det kommer sig? 

• Skulle du kunna beskriva en sådan situation? 

• Kan du utveckla? 

Avslutningsvis: 

19. Finns det andra saker som jag inte har tagit upp men som är 

viktiga för dig? 

 

 

 

 

 

 

 

 

 



 

 

Appendix C. Information letter, school 
leaders 

Förfrågan om att delta i en studie om rektorers arbete vid 
implementeringen av utökad undervisningstid i ämnet idrott 

och hälsa 

Hej, 

Jag heter Louise Lindkvist och jag arbetar som doktorand vid Pedagogiska 
institutionen, Umeå universitet. Mitt avhandlingsprojekt handlar om hur 

idrottsämnet organiseras när en ny reform ska implementeras och i en av 

mina delstudier vill jag studera rektorers arbete vid 
policyimplementering. Det här brevet är en förfrågan till dig om du i 

egenskap av rektor kan tänka dig att ställa upp som informant i den 

delstudien. 

I det här dokumentet får du information om projektet och vad det innebär 

att delta i delstudien. 

Vad handlar projektet om och varför vill ni att jag ska delta? 

Bakgrunden till forskningsprojektet bygger på det faktum att skolan 
generellt, och ämnet idrott och hälsa mer specifikt, historiskt sett har varit 

föremål för många olika typer av reformer och satsningar som inneburit 

flertalet förändringar för verksamheten. Den senaste reformen som berört 
ämnet idrott och hälsa innebar att undervisningstiden utökades med 100 

timmar från och med 2019. I och med detta är jag intresserad av att skapa 

kunskap om hur denna reform påverkar utvecklingen av idrottsämnet.  

I och med att rektorer är ansvariga för att leda och fördela arbetet på en 

skola är det viktigt att undersöka dessa personers upplevelser av, och 
erfarenheter kring reformarbeten likt detta. Det övergripande syftet med 

forskningsprojektet är att undersöka hur rektorer arbetar med ett beslut 

fattat av regeringen när det ska implementeras i den egna verksamheten.  

Jag skulle därför vilja göra en intervju med dig eftersom du arbetar som 

rektor på en skola som bedriver undervisning i årskurs 7–9 och genom 
detta är involverad i det arbete som följt av regeringens satsning. 

Intervjun kommer beröra dina erfarenheter och upplevelser av den 

utökning av undervisningstid som trädde i kraft 2019 samt några 
allmänna frågor om idrottsämnet i skolan. Det skulle vara mycket 



 

 

värdefullt om du kunde tänka dig att vara med och bidra till 

kunskapsutvecklingen inom detta forskningsområde.  

Hur går studien till? 

Deltagande innebär att du vid ett tillfälle medverkar i en intervju som 
genomförs av mig personligen och som beräknas ta ca 60 minuter. 

Intervjutillfället kräver inga förberedelser av dig som deltagare och kan 

om så önskas ske antingen över telefon eller digitalt (exempelvis via Zoom 

eller Teams). 

Hur hanteras materialet? 
Studien följer gällande etiska riktlinjer för forskning, vilket bland annat 

innebär att alla svar behandlas konfidentiellt och resultaten kommer 

enbart publiceras i vetenskapliga tidskrifter. Allt material i studien 
kommer att behandlas konfidentiellt. Dina svar och dina resultat kommer 

att behandlas så att inte obehöriga kan ta del av dem. Datamaterialet 

kommer att förvaras i min persondator och då det inte används sparas på 
en säkerfilyta. Forskningsmaterialet kommer att arkiveras i tio år enligt 

forskningshuvudmannens föreskrifter. 

Vad händer med mina uppgifter? 

Ansvarig för dina personuppgifter och forskningshuvudman är Umeå 

Universitet. Du når universitetets dataskyddsombud på e-post: 
pulo@umu.se. Enligt EU:s dataskyddsförordning har du rätt att 

kostnadsfritt få ta del av de uppgifter om dig som hanteras i studien, och 

vid behov få eventuella fel rättade. Du kan också begära att uppgifter om 
dig raderas samt att behandlingen av dina personuppgifter begränsas. Om 

du vill ta del av uppgifterna kan du kontakta mig. 

Deltagandet är frivilligt 

Ditt deltagande är frivilligt och du kan när som helst välja att avbryta 

deltagandet, helt utan särskild anledning, om du så önskar. 

Om du vill avbryta ditt deltagande ska du kontakta mig. 

Ansvariga för studien 

Ansvarig för studien är undertecknad, Louise Lindkvist, doktorand vid 

pedagogiska institutionen vid Umeå Universitet under handledning av 
professor Josef Fahlén. Om du har några frågor eller funderingar rörande 

studien är du välkommen att kontakta mig eller min handledare för mer 

information. 

 



 

 

Med vänliga hälsningar 

Louise Lindkvist 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Ansvarig för projektet 
Louise Lindkvist 

Doktorand 

Louise.lindkvist@umu.se 
090-786 78 42 

Huvudhandledare 

Josef Fahlén 
Professor 

Josef.fahlen@umu.se 

090-786 55 38 



 

 

Appendix D. Interview guide, school 
leaders 

Bakgrund 

1. Hur länge har du arbetat som rektor? 

2. Hur många elever har ni på er skola? 
3. Hur många arbetar på er skola? 

• Har du personalansvar för samtliga? 

Rektorers arbete med de 100 timmarna 

4. Tanken om att utöka idrottsämnet med 100 timmar kom 

ursprungligen från regeringen. Hur uppfattade du syftet med 

förändringen? 

• Hur ser du på det? 

• Hur skulle du säga det syftet passar in i er verksamhet? 

5. Innan de 100 timmarna kom på plats. Kan du beskriva hur du 

tänkte kring vad de kunde innebära för typer av förändringar på er 
skola? 

• Vad ansåg du om det? 

• Har de tankarna förändrats med tiden? 

• Om ja, på vilket sätt?   

6. I din profession som rektor, kan du beskriva vad du har haft 

möjlighet att göra för att uppnå syftet med reformen?  

• Eventuellt: Kan du ge ett konkret exempel på vad detta skulle 

kunna vara? 

• Stötte du på någon yrkesgrupp som inte höll med dig? 

• Eventuellt: Hur hanterade du det? 

7. När reformen kom. Kan du beskriva hur ni arbetade för att fördela 

och implementera de 100 timmarna? (fanns det någon 
arbetsgrupp, eller låg huvudansvaret på dig som rektor/ 

idrottslärare/annan? Arbetsgång osv)  

• För att få till en lyckad implementeringsprocess fanns det 

något som du tyckte var viktigt tänka på? 

• Ev: Kan du ge ett konkret exempel? 

• Blev utfallet som du tänkt dig? 

• Kan du utveckla 



 

 

8. Vilka personer och/eller andra aktörer var inblandande när ni 

skulle implementera de 100 timmarna?  

• I jämförelse med rektorsuppdraget på vilket sätt skiljer sig 

deras roll i en sådan här process? 

• På vilket sätt har de deltagit i implementeringsprocessen? 

9. När de 100 timmarna skulle införas. Hade ni några speciella 
möten/träffar som fokuserade på denna förändring? 

• Vem eller vilka var med på sådana möten? 

• Skulle du säga att det var mer av formell/informell karaktär? 

• Fattades det några beslut som sedan skulle genomföras? 

• Hur såg den arbetsfördelningen ut? 

• Om nej, kommunicerade ni på något annat sätt? 

10. Skulle du kunna ge ett konkret exempel på hur du jobbade med 

frågor som berörde införandet av de 100 timmarna? 

11. Kan du beskriva hur processen med att införa de 100 timmarna 

har fungerat? 

• Vad har fungerat bra? Mindre bra? 

• Är det något du skulle vilja ha gjort annorlunda? 

• Ev. Kan du utveckla? 

12. Hur ser du på din roll som rektor för en lyckad implementering av 

reformer likt denna? 

• Skulle du säga att din roll i en sådan här process är viktig? 

• På vilket sätt är den viktigt?  

• Alternativt: Hur kommer det sig att den inte är viktig? 

• Eventuellt: Kan du utveckla? 

13. Det är många som har åsikter om vad dessa 100 extra timmar är 

bra för och vad de bör eller inte bör innehålla. (Vi har exempelvis 
staten som tycker att mer idrott och hälsa är bra för inlärningen i 

andra ämnen. Vi har Skolverket som säger att syftet med 

utökningen av undervisningstiden i idrottsämnet var att stärka 
elevers motoriska utveckling. Skolverket bjöd även in berörda 

myndigheter och organisationer till ett samråd där dessa personer 

påpekade att skolan har ett ansvar att utbilda eleverna men inte 
för att aktivera dem). Kan du beskriva hur du i ditt arbete med att 

införa de 100 timmarna, förhåller dig till åsikter likt dessa. 

• (Få dom att reflektera om huruvida de gjort några 

förändringar eller kompromisser) 



 

 

14. I och med införandet av de 100 timmarna har jag även intervjuat 

idrottslärare och de verkar uppleva en brist på resurser när dessa 
100 timmar skulle in i skolan. Hur upplever du detta? 

• Vad har du som rektor möjlighet att påverka? 

• Kan du ge ett exempel på hur ni löst problemet med 

exempelvis lokaler i och med de 100 timmarna? 

15. Har du stött på några utmaningar när dessa 100 timmar skulle 

implementeras? 

• Fanns det olika åsikter? 

• Hur hanterar du det? 

• Kan du utveckla? 

• På vilket sätt? 

• Upplevt motstånd? 

16. Vad eller vem behöver du ta hänsyn till i en sådan här process? 

• Varför eller på vilket sätt? 

17. Ibland kan det vara så i en sådan här process att frågor som man 

har delegerat eller distribuerat vidare kommer tillbaka till en som 

rektor. Kan du beskriva hur det har varit för dig? 

• Får du någon återkoppling på saker du delegerat? 

• Hur ser du på det? 

18. Hur skulle du beskriva din möjlighet att påverka en reform 

liknande denna? 

• På vilket sätt kan du påverka? 

• Vad tycker du om det? 

19. Precis som nu när det kommer läroplansförändringar i flera 

ämnen så fick idrottsämnet och matteämnet fler timmar 
samtidigt. Hur var det för er?  

• Skiljde sig processerna åt på något sätt? 

• På vilket sätt?  

• Upplevda möjligheter och utmaningar? 

Avslutningsvis: 

20. Finns det saker som du tycker jag glömt att fråga om men som varit 

viktiga för dig under en sådan här process? 

 


