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Abstract
Physical education (PE) can be a context in which students are ‘educated through the physical’,
which includes the possibility to learn social inclusion as an important life skill and contributor to
the greater good of society. A key goal in the Norwegian educational system is that such positive
life skills become internalised in students. The aims of this study were to understand students’
experiences of and behaviour towards social inclusion – such as passing the ball – in team activities
and how the teacher facilitated the learning of social inclusion. We use Dewey’s pedagogical
perspective on education, and Johnson and Johnson’s cooperative learning model to discuss
possible consequences and implications of our findings. The participants consisted of two sec-
ondary classes from two state schools in Norway, where one class was investigated in depth.
Methods comprised written narratives, interviews, observation and video recordings of PE lessons.
Data creation was triangulated, and thematic analysis was conducted. The results highlighted a
paradox between students’ experiences of and behaviour towards social inclusion in team activ-
ities. Students disliked socially exclusive behaviours, but they often provided positive feedback
when the behaviour was seen as successful in the context of a game; furthermore, students could
themselves behave in a socially exclusive manner. Although the teacher could ‘teach by telling’ the
students to pass the ball or by having rules, passing the ball did not become internalised in students.
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We discuss a model of ‘learning through experiences and reflections’, according to which students
may learn to become socially inclusive beings.
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Introduction

There are different ways of thinking about physical education (PE). For example, PE can be

thought of as ‘education of the physical’ and as ‘education through the physical’ (Anderson, 1997;

Goudas, 2010; Laker, 2000). Although ‘education of the physical’ is important, thinking of PE as

‘education through the physical’ allows the potential for developing life skills in PE (Cronin

and Allen, 2017; Cronin et al., 2018, 2019; Goudas, 2010). Life skills include aspects such as

‘behavioral (communicating effectively with peers and adults) or cognitive (making effective

decisions); interpersonal (being assertive) or intrapersonal (setting goals)’ (Danish et al., 2004: 40).

As such, this definition of life skills includes social skills, and PE might be an important context for

learning such skills (Bailey et al., 2009).

The Norwegian context

The present study was conducted in Norway, where state schools educate approximately 95% of

students in grades 1–10 (Veland et al., 2009). Norwegian society is in general considered egali-

tarian with a relatively small number of students living in poverty, modest cultural diversity, and

only small differences between schools (Veland et al., 2009). Although Norwegian society is in

general considered egalitarian, there has been an increasing number of students living in poverty in

recent years (Epland and Normann, 2020). At secondary school, most students are in the same class

from grade 8 to grade 10 (age 13–16 years), and the teacher usually teaches two or more subjects.

The Norwegian curriculum for PE (grades 8–10) states that one of the main learning outcomes is to

‘acknowledge differences between oneself and others in movement activities and to include all,

regardless of prerequisites’ (UDIR, 2019a: 8). Therefore, the present article focuses on social

inclusion as a life skill. Furthermore, to be counted as a life skill, social inclusion needs to become

an internalised part of students and be employed in different settings (Gould and Carson, 2008;

Pierce et al., 2017). Indeed, a key goal of the Norwegian education programme is for students to

learn positive skills that become internalised (UDIR, 2019b). In other words, students’ social skills,

such as social inclusion, should be carried throughout their education and into their everyday life in

society (Casey and Quennerstedt, 2020).

Social inclusion in PE

Social inclusion and exclusion in PE have been investigated in different ways. Munk and

Agergaard (2015) noted that research has focused on exclusion as ‘something being done’ to

students and has been directed towards social categories such as gender, physical skills and

minorities. In contrast to searching for exclusion based on groups, Munk and Agergaard (2015)

investigated the complex interactions within a group of students and found that students’ lack of
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physical skills and necessary social relationships might lead to exclusion in activities. We

acknowledge that categories such as gender, physical skills, social relationships and minorities

may influence social inclusion and exclusion in activities in PE. However, in this study, we

analysed the students’ experiences of social inclusion and exclusion in situations within team

activities in relation to their learning of social inclusion. In this way, we examined social inclusion

as a skill of each individual student within a group and how it was learned within situations in PE;

for example, whether students passed the ball to each other during team activities such as floorball,

and, thus, how social inclusion was learned through passing the ball in cooperation with the team.

Within the context of PE, social inclusion is important because it influences the social inter-

actions in PE and the creation of meaningful experiences. Beni et al. (2017) noted that social

interactions were identified (together with fun, challenge, motor competence and personally rel-

evant learning) as important for creating meaningful/positive experiences in PE. In contrast, by

citing an example from Carlson (1995), Beni et al. (2017) also noted that social interaction may

lead to negative experiences with ‘feelings of isolation’: ‘I don’t feel that I am a part of gym. I feel

left out, not really a part of that team feeling’ (471). A Norwegian study (Røset et al., 2020) showed

that students who did not receive the ball in team activities and/or received negative comments

were less motivated to participate in the activity. Thus, social exclusion might lead to negative

experiences in PE and social inclusion might lead to positive experiences (Beni et al., 2017).

Furthermore, social inclusion is an important aspect of cooperation (Deering, 1996) and might be

learned in PE. However, simply participating in PE and sports does not automatically lead to

positive outcomes such as being socially inclusive (Bailey et al., 2009; Opstoel et al., 2020), and

grouping students together does not automatically lead to cooperation (Dyson and Casey, 2016) or

social inclusion. Therefore, social inclusion could be considered as a social skill that might be

learned within the framework of the cooperative learning (CL) model (Dyson and Casey, 2016;

Johnson and Johnson, 2009). Although the PE teacher did not specifically apply the CL model in

this study, it can be used to highlight elements within PE lessons where social inclusion may be

learned in team activities.

Cooperative learning in PE

Casey and Goodyear’s (2015) review of CL in PE indicated the potential of CL as a pedagogical

model to contribute to learning within physical, social, cognitive and affective domains (Bailey

et al., 2009). It was emphasised that further research was required on the affective domain to clarify

the contribution of the model (Casey and Goodyear, 2015). To achieve learning within these four

domains in PE, CL is built on five elements, which we apply here to PE (Casey and Goodyear,

2015; Dyson and Casey, 2016; Johnson and Johnson, 1991, 2009). (a) Positive interdependence

includes an understanding that each student is mutually dependent on each other for success and

everyone must do their part of the work. Thus, a shared goal is important. (b) Promotive

face-to-face interaction includes students encouraging and helping each other to increase the

group’s effort to achieve and complete the tasks to reach the shared goal. (c) Individual

accountability includes each student being accountable for his/her effort on the team, and that

peers expect a contribution from each other. (d) Social skills (interpersonal small group skills)

include communication between students and asking for clarification, discussing, asking peers

to contribute and giving praise for their contribution. (e) Group processing includes reflecting on

their performance, functioning as a group, and setting and reflecting on goals: what is the goal and

how is it to be achieved?
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Casey et al. (2009) suggested that CL should be introduced over a few lessons of a unit before

students become comfortable working in their groups and can begin cooperating with each other.

Regarding social skills, Casey and Goodyear (2015) found that CL had the potential to teach

students to cooperate, work together as a team to learn, develop good social relations, and to show

care, concern, empathy and respect for each other, while supporting and encouraging each other to

learn. Therefore, the CL model may be a useful framework for examining social inclusion in team

activities. However, considering Dewey’s (2015) idea of learning through experience, the starting

point should be the students’ experiences in the activities.

The educational perspective of Dewey includes his idea of experience and education, that is, the

need for the experience of children and young people in schools to be ‘one of education of, by, and

for experience’ (Dewey, 2015: 29). Casey and Quennerstedt (2020) argue that adding Dewey’s

idea of education and experience to Johnson and Johnson’s (2009) five elements would broaden

the educative element to CL in PE:

Such an educative element would redirect focus towards the capacity of further and richer experiences,

expanding the possibilities for further actions and experiences where cooperation is lived, and thus

being something that should be discovered in an embodied process of inquiry (Casey and Quennerstedt,

2020: 1030).

By including the educative element of CL, Casey and Quennerstedt (2020) argue that there

should not be a single notion of CL and emphasise the importance of students’ experiences in PE.

Together, the five elements of CL and Dewey’s idea of education and experience may provide both

opportunities for PE teachers to examine their own teaching and for students to explore their

experiences of social inclusion in team activities (Casey and Quennerstedt, 2020; Dewey,

2015). We therefore use Dewey’s educational perspective with the CL model to discuss possible

consequences and implications of our findings.

Aims of the study

Considering Dewey’s notion that school (PE) should be education of, by, and for students’

experiences and the importance of social inclusion for students’ meaningful experiences (Beni

et al., 2017), the first aim of this study was to investigate students’ experiences and learning

regarding social inclusion in team activities. The second aim was to investigate how the students

learned to become socially inclusive in team activities. In this way, the present study may

contribute to discussion on including Dewey’s educative element in the CL model (Casey and

Quennerstedt, 2020) through adding ‘real-life’ experiences of social inclusion and learning to

socially include others through team activities.

Method

This study formed part of a larger research project investigating experiences and learning in PE.

One of the overarching themes, ‘social inclusion and exclusion in team activities’, resulted in this

article. The triangulation of multiple methods (Abdalla et al., 2018) was based on Rorty’s (1982)

philosophical pragmatism and pragmatist methodology (Allmark and Machaczek, 2018; Feilzer,

2010; Morgan, 2007). Pragmatists are interested in investigating human needs and helping to solve

these needs (Rorty, 1982). The present study indicated a need for students to become socially
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inclusive in team activities, and thereby the overarching theme ‘social inclusion and exclusion in

team activities’ was created from the field. Data were gathered through written narratives,

observation combined with video recordings, and interviews. These methods were triangulated to

complement each other and to reduce the limitations of each single method (Appendix 1).

Furthermore, these methods together with the theoretical framework of CL (Casey and Goodyear,

2015) and the educative element of Dewey (Casey and Quennerstedt, 2020) allowed us to

investigate and discuss students’ learning in PE (Quennerstedt et al., 2014). The number of

interviews and observations were chosen to gather sufficient data for a clear understanding of the

situations and perspectives (Braun and Clarke, 2019). In the interviews, all participants and the

researcher spoke Norwegian, and the quotations in the Results section have been translated into

English. The process of translation of the quotations was undertaken with the support of a

professional translator and quotations were checked for their intended original meanings (Van Nes

et al., 2010).

Participants

The data creation was conducted at the end of grade 8 and was completed by the end of grade 9

(i.e. age 13–15 years). The participants came from two secondary school classes from two different

schools in the south of Norway. In total, there were 49 students: 24 (eight girls and 16 boys) in one

class and 25 (13 girls and 12 boys) in the other; in addition, two male PE teachers participated, who

were also the main teacher for each class.

Ethical considerations

The school principals, teachers and students were informed of the study verbally and in writing,

and the students’ guardians were informed in writing. Written consent was obtained from the

teachers, students and the students’ guardians. This study was approved by the Norwegian Centre

for Research Data (NSD-58504) and the Ethics Committee of the Department of Sport Science and

Physical Education at the University of Agder.

Data creation

The process of data creation consisted of five stages (Appendix 1). The first dataset comprised

written narratives of situations (peers, teachers and tasks) in PE that the grade 8 students liked the

most and the least. The second dataset consisted of individual interviews of 12 students based on

the first dataset to gather richer data (Patton, 2014), as well as an interview with their two PE

teachers. The third data creation stage consisted of observation and video recordings of 14 PE

lessons (eight in one class and six in the other). The fourth data creation stage comprised written

narratives from all students conducted at the end of each PE lesson concerning situations they liked

the most and the least in the PE lesson. More detailed information on these datasets is available

elsewhere (Hovdal et al., 2020). The fifth dataset consisted of interviews with students (11 boys

and eight girls) and their PE teacher from one class. The student interviews were related to their

narratives created after the PE lessons, observations and video clips from the PE lessons. For

example, the researcher asked, ‘From this video clip, can you tell me about the passing of the ball?’

The interviews with students were also related to the socio-cultural environment and cooperation

in general. The interview with the PE teacher focused on the degree of cooperation between
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students and their learning to cooperate in class, both in general and specifically in different team

activities and situations. For example, the researcher asked, ‘How do the students learn cooperation

in this class?’ and ‘From this video clip, can you tell me about the cooperation?’ The notion of

social inclusion was later extracted from the interviews.

Follow-up questions were used to ensure that answers were sufficiently detailed (Rubin and

Rubin, 2011). For example, when a student commented that he should pass the ball more often, the

researcher could reply ‘Why should you pass the ball more often?’ or ‘In which situations would

you not pass the ball?’.

Data analysis

The interviews and video recordings were transcribed, and together with the written narratives and

field notes, a thematic analysis was conducted (Braun and Clarke, 2006, 2019; Braun et al., 2016).

The data were organised using NVivo 11 and analysed with the six basic steps outlined by Braun and

Clarke (2006): (a) familiarising yourself with the data; (b) generating initial codes; (c) searching for

themes; (d) reviewing themes; (e) defining and naming themes; and (f) producing the report. The

transcripts and written narratives were read several times, in addition to viewing the video

recordings, to glean an overall sense of the relevant data in this study (Braun and Clarke, 2006).

Initial codes were generated systematically from all data sources (Appendix 2), and we looked for

potential themes, which were then reviewed (Braun and Clarke, 2006). The processes of defining

and naming the main themes (Appendix 2) were ongoing processes that overlapped with producing

the report (Braun and Clarke 2006), for which we selected vivid, compelling examples that related

back to the aims of the study and the literature (Clarke and Braun, 2006). To highlight the

complexity of the students’ experiences and learning, we include an example of one student (David)

in the Results section. Appendix 2 illustrates how the themes were constructed from the data.

Creating the overarching theme

The creation of the overarching theme in this study – social inclusion and exclusion in team

activities – arose from repeated readings and views of the interviews, narratives, field notes and

video recordings (Creswell and Creswell, 2017). Our interest in the created overarching theme

started after a student wrote in his first narrative that he did not like floorball because he did not

feel included. We interviewed him to further explore his experience with this activity and situation

(Rubin and Rubin, 2011). In the interview, he said that he felt that he was not included in floorball

because his more skilful group members did not pass the ball to him; at the same time, he said that

he might do the same (i.e. not pass the ball) in football, in which he said he was a much better

player. Thus, we became interested in investigating inclusion in team activities. This interest was

strengthened after the total of 453 narratives conducted after each PE lesson were analysed

(Appendix 2). From these, 242 narratives consisted of situations that students liked in PE. Figure 1

quantifies the qualitative themes where students described positive situations from each observed

and video-recorded PE lesson (Creswell and Creswell, 2017). The figure illustrates the themes

about which students overall had the most positive narratives; in turn, this allowed us to investigate

the overarching theme in greater depth through interviews (Rubin and Rubin, 2011) in the fifth data

creation stage. The number of narratives within each theme is included in parentheses. As shown,

the themes ‘fun activity’ (60) and ‘team activities’ (62) had the highest overall number of
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narratives. Within ‘team activities’, the subtheme ‘team activities with ball’ had the highest

number of narratives (57).

Results

To understand the students’ experiences and behaviour concerning social inclusion and social

exclusion that we present first, we focus on the following themes: the positive feedback given in

team activities, the paradox between students’ experiences and actions of socially exclusive

behaviour, and how social inclusion was learned in team activities.

Students’ experiences of social inclusion and exclusion

The theme ‘team activities with ball’ had the highest number of positive narratives in PE lessons

(Figure 1) and students were interviewed about this theme. Figure 2 presents students’ experiences

in team activities with a ball. They had experiences of social inclusion as ‘cooperating and helping

each other’, ‘passing the ball’ and ‘working together’. The students had experiences of social

Figure 1. Themes created based on the students’ narratives written after each PE lesson.
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exclusion such as ‘ruining the game for others’, ‘keeping the ball to themselves’ and ‘losing

the ball’.

We investigated further whether the students’ experiences of social exclusion were sufficiently

important to warrant changes. In their interviews, students said that some peers were ‘egotistical’;

furthermore, such group members could make the activity ‘more boring’, ‘it was annoying’, ‘they

were less fun to play with’, ‘you might try less hard because you never got the ball’, ‘it was

irritating that you tried to include others in activities you were better at, but others did not do the

same in activities they were better at’, and ‘sometimes it was okay not to pass the ball, as long as it

did not happen too much’. Hence, students seemed to have an incentive to tell others who were

behaving in a socially exclusive manner to pass the ball more often. At the same time, socially

exclusive behaviour might become normalised, as noted by Clara:

We have, sort of, gotten used to it. Because it is the same [students who do not pass the ball] . . .

When the researcher asked about passing the ball in team activities, Ole answered:

It is a difference between who is wanting the ball for themselves, and others, who do not want the ball,

you notice a difference. But . . . that is not something one can do much about really.

Positive feedback in team activities

In their interviews, students responded that they received the most positive feedback in team

activities, as expressed by Cassandra:

Figure 2. Themes created based on students’ interviews (fifth dataset), which included video clips of
situations in PE activities.
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It is most often when we are in teams. Because you are doing something good for the team, sort of.

The students appreciated the positive feedback and believed that they mainly received positive

feedback during the activities when they did something ‘good’, as noted by June:

Yes, I feel that. At least, if they score a goal or manage to win the ball, or something like that. Then they

[the students] say something positive.

In the following section, we offer a concrete example of one student, David, to show how

positive feedback could occur in a team activity. The students played the game of football on an

indoor hard court the size of a handball court. The students were divided into three teams; while

two teams played against each other, the third team watched. Several times when David got the

ball, dribbled past an opponent or scored, his peers and the PE teacher shouted ‘Good!’, ‘Wow!’, or

applauded. He scored six goals, but no one applauded the last two, although you still heard ‘Come

on, David!’ during the game. After the PE lesson with the football activity, David wrote in his

narrative that he liked scoring goals the best.

The paradox between students’ experiences and actions of socially exclusive behaviour

The following section is based on all five data creation stages. David wrote in the first narrative

that he did not like floorball because he felt that he was not included, and reported in the subse-

quent interview the following:

There are several teams, and some [students] are better than others. Yes, and then they . . . well, those

who play floorball [outside school] might be better than others, and maybe they want to do it them-

selves. So then, so then, there would not be so much play together.

David reasoned further that he himself tended not to pass the ball in football and concluded that

he should and would pass the ball more often in the future:

mm, I probably learned that when I play football, then I maybe should pass the ball more often myself.

Not just playing with myself but play as a team.

David, thus, became aware that he gave the same kind of experience to others that he himself

disliked. Therefore, we investigated during the observation of PE lessons whether David regulated

his behaviour – as he said he would – concerning passing the ball. After a PE lesson with floorball,

he wrote that he liked this team activity situation the best in the PE lesson because of the

cooperation with one particular teammate. However, based on observation and video recordings,

only his peer passed the ball to him, and not the other way around. David dribbled when he got the

ball until he lost it or took a shot at a goal. When he was goalkeeper, he left his position as keeper to

dribble past opponents to try to score.

In the second interview with David after the observation and video recordings, he was asked

about cooperation in general. He said that he passed the ball more often in football now, since the

first interview. When he was asked about the narrative in which he related he liked the cooperation

between him and one particular teammate, he said that cooperation in the team was generally good.

David said that he and his teammate passed the ball back and forth to each other, playing wall

passes. He was asked whether the kind of situation would influence him to pass the ball or not:
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Not for me, at least. I kind of pass the ball to everyone.

He elaborated noting that cooperation made the game better:

When we pass [the ball] to each other, it leads to scoring goals.

The researcher showed him a clip of the floorball competition activity and asked if this was the

situation he was referring to in the narrative, which he confirmed. He was asked about the video

clip:

Well, I saw that we had a good passing game.

Furthermore, he reported that he liked this floorball activity better than the floorball activity he

mentioned in the first narrative and interview, where he felt he was not included. He liked both

scoring goals and the cooperation, but he liked the cooperation the best. The video clip showed

every situation when he got the ball in floorball and he did not pass the ball once. David was shown

the video clip again and he was asked to note the cooperation. This time, he reported that he did not

pass the ball once:

I did not count properly, but it was not that many [passes], hehe.

David had two explanations for this. First, he was not used to thinking about passing the ball

during the activity, but he could think about it before the activity started; second, he said that he

wanted to ‘score goals himself’.

Learning social inclusion in team activities

The PE teacher said in his second interview (fifth data creation stage) that the class mostly talked

about team activities (cooperation and social inclusion) before the lessons; based on observation,

the teacher used an instructional method (external control) during the activities to get the students

to pass the ball. This was later supported by interviews with the students, in which they said that

the teacher could tell them to ‘pass the ball’ or there was a ‘[teacher] rule’, such as they had to pass

the ball to everyone on the team. The students also suggested that the teacher should state clearly

at the start of the activity that players had to pass the ball and, furthermore, should remind the

students to pass the ball during the activity.

The students reported in the interviews that they learned social inclusion and cooperation in

team activities in the following ways: ‘by playing the game’, ‘the teacher told them to cooperate or

by having rules to pass the ball’, ‘by changing the teams’, ‘by passing the ball in pairs before the

start of a game’, and ‘the teacher said that passing the ball more often would lead to getting better

grades’. Based on observation and video recordings, only two of these means of learning social

inclusion seemed to be of any importance. First, although some students had a lower skill level in

passing the ball in the different ball activities, it was nevertheless sufficient for some cooperation

with group members. Second, when the PE teacher told the students to pass the ball, they passed

the ball more often in that particular activity, but not in the next. The researcher therefore asked

Ole about how their team cooperated in a floorball activity:
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We do not plan anything, sort of . . .

Ole was then asked what he learned about cooperation:

I don’t think I learned anything that I didn’t know, sort of. I think I knew most of it before [the activity].

In short, the students did not seem to learn anything explicit about social inclusion. David said

in his interview that he was not used to thinking about including his group members during the

activities. Overall, there seemed to be a need for students to learn social inclusion within the

activities.

In one specific situation, the teacher tried to improve the boys’ handball game (the activity was

divided between the boys and the girls) by stopping the game and asking questions and giving

information. On one of these occasions, one student was not paying attention and was playing with

the ball, and others just seemed to be waiting to go on with the game, based on where they were

looking and their lack of participation in the talk. One student, Birger, was asked about how he

would remember information best from these talks:

The teacher provides information, but [the students] also pay attention. The teacher gathers us in a

half-circle and then we pay better attention than when we stand still on the court and focus on playing.

David noted that sometimes there was too much information:

Because he [the PE teacher] said a bit much in a short time, I didn’t catch everything.

The students said that although the PE teacher’s talk helped them to play better, it was not much

fun; there was too much explanation, so it was easy to lose focus because they just wanted to get on

with the game, and some did not pay attention. One student mentioned that he learned more when

the teacher asked questions, instead of just giving the answers, as recalled by Trond:

I would have remembered it [the information] best if I had answered correctly . . . you remember it

better when you give the right answer, instead of him [the PE teacher] telling you that you should play

like this, and yeah, you will not get the same feeling, sort of. Then you just feel that you get an

instruction [external control], ‘this is how you do it’. Instead of him asking you, and let you do some of

the work.

On the other hand, Trond did not want the teacher to ask questions if the teacher already had

decided the answer:

I remember it best when he just tells us. In that video clip, it was not like that. But many times, many

students answer and a lot of it is wrong. And then it becomes like, okay. You get confused sort of, if you

are not sure yourself. And people are giving a lot of answers and talking over each other. And the

teacher gives us [the right answer] afterwards, but you have heard so many things that . . . you do not

pay attention in the same way.

Furthermore, the students wanted their teacher to organise shorter team activities and have talks

before and after the activities, and only make brief comments during the activity.
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In summary, although students had the highest number of positive narratives in PE related to

‘team activities with ball’, they disliked when peers demonstrated exclusive behaviour in these

activities. In team activities, the students could experience group members passing the ball, not

passing the ball, not playing in their (correct) position, and a feeling of irritation when group

members did not pass the ball, as well as enjoyment when scoring goals. Team activities could

therefore provide both positive and negative experiences for the students. In the case of the

exclusive behaviour of others, the students were motivated to speak up, but rarely did so because

they did not think it would help. In contrast, the students could provide positive feedback when

exclusive behaviour led to a successful outcome for the team and further showing exclusive

behaviour themselves. The teacher could ‘teach by telling’ the students to pass the ball or by

having rules, but such behaviour was not transferred to the next activity in which the teacher did

not interfere in the students’ passing of the ball. In situations where the teacher stopped the activity

to teach students to cooperate, the students could lose concentration and not ‘catch’ everything the

PE teacher said if he spoke too much; information was remembered best by students when the

teacher asked questions without just one correct answer already decided.

Discussion

The aims of this study were to investigate students’ experiences and learning concerning social

inclusion in team activities and how the PE teacher facilitated the learning of social inclusion. To

this end, we examined the social, contextual and pedagogical circumstances (Bailey et al., 2009) in

PE activities. Our discussion focuses on the following three aspects: the paradox between the

students’ experiences and their behaviour, the PE teacher’s approach to social inclusion, and how

students might be taught social inclusion in team activities.

The paradox between the students’ experiences and their behaviour

The findings revealed an apparent paradox in some of the students’ behaviour. We discuss this

paradox through the students’ implicit and explicit goals (Warburton and Spray, 2017) because

they influence the students’ understanding of and behaviour in the world. The students’ explicit

goal of social inclusion seemed to be overruled by their implicit goal of receiving positive feedback

within the activities (Warburton and Spray, 2017). For example, in football activities, the students

applauded and gave positive feedback when peers successfully dribbled and scored through

socially exclusive behaviour. Furthermore, the students did not, in general, speak up when they had

experiences of their group members’ socially exclusive behaviour, possibly because they did not

think they could change this behaviour. Bandura (2012) noted that people are less likely to do

something if they do not believe they can obtain the outcome they desire. Consequently, the

students may say that cooperation and inclusion in a team are important, but during the activities,

the social environment influences the students’ goals (e.g. successful dribbling and scoring goals)

towards what gives them a good feeling. Casey and Quennerstedt (2020: 1031) argue that the

teacher should ‘recognise that students have different ends-in-view when participating in coop-

erative learning activities’. As a result, it may be important to both reach a shared explicit goal

before the activity (Casey and Quennerstedt, 2020) as well as work at the explicit goal throughout

the activity.
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The PE teacher’s approach to social inclusion

The PE teacher is an important part of the social environment and the creation of the environment.

In this study, the teacher used an instructional teaching style (external control) to tell students to

pass the ball or by having a rule to pass the ball. The students wanted their teacher to tell their group

members to pass the ball more often when some members behaved in a socially exclusive manner.

Thus, it appears that the PE teacher’s instructional teaching style (external control) accorded with

what the students wanted. However, the pedagogical circumstance (Bailey et al., 2009) of

‘teaching as telling’ (Liebermann and Pointer Mace, 2008: 226) did not appear appropriate because

students did not seem to learn to become socially inclusive in the activities. To extrapolate from

Dewey’s work on democracy and education (1966), although PE teachers may compel students to

pass the ball by means of a rule, it will not change their disposition to not passing the ball. Hovdal

et al. (2020) showed that handling behaviour issues through the teacher’s external control (e.g.

being very clear and nagging) had short-term effects, but not necessarily long-term effects, and

further argue that learning in these situations was necessary. Thus, as indicated by Dewey (1966),

there is a difference between passing the ball as a physical result through external control and

passing the ball through intellectual endeavour. Therefore, the goal should be to include the stu-

dents’ disposition for social inclusion by developing within them an internal and persistent

direction in the right way concerning social inclusion (Dewey, 1966). Dewey rejected any move to

impose ultimate or external ends of education (Hildreth, 2011). Instead, he used the term ‘end-

s-in-view’, which ‘keeps our attention on the ends of the particular task at hand and reminds us that

ends are always provisional and changing throughout the course of educational experiences’

(Hildreth, 2011: 34). If the students cannot anticipate the possible consequences of their behaviour

and the teacher does not point these out, then it would be impossible for students to guide their

actions intellectually (Dewey, 1966). Instead, their actions would be influenced by their (blind)

desires (Dewey, 2015) or their implicit goals (Warburton and Spray, 2017), as the present study

showed. In this case, increasing the students’ autonomy (Sun et al., 2017) within the activity might

reduce the degree of social inclusion in the teams.

One may argue that if the teacher used external control to make students pass the ball in all the

activities, then it may lead to the habit of passing the ball. Nevertheless, it would still not become

an intellectual action that might be transferred to other domains in life as a life skill (Dewey, 1966;

Pierce et al., 2017). There is a difference between passing the ball through external control or

habits and passing the ball through intellectual control based on the possible consequences of

the action (Dewey, 1966). In this case, the goal of the teacher is to influence the students in a

positive direction through intellectual behaviour based on the possible consequences of the

students’ behaviour (Dewey, 1966). Furthermore, through sharing the students’ experiences in

the activities and agreeing on rules and goals, it might be said that the students are also part of

a social control (Casey and Quennerstedt, 2020; Dewey, 2015). Therefore, Dewey indicates the

need for a balanced consideration of the individual and the social ‘ends-in-view’ of education

(Hildreth, 2011).

Teaching social inclusion in team activities

Opstoel et al. (2020) and Dyson and Casey (2016) noted that simply participating in PE or grouping

students together does not necessarily lead to positive outcomes, such as learning to socially

include others. Teachers might be inspired by the elements of the CL model (Johnson and Johnson,
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2009) for teaching students social inclusion, although we recognise that ‘education is a complex

endeavour and that education rarely functions in mechanistic ways, where a certain input or

intervention will produce a certain outcome’ (Quennerstedt, 2019: 613). Casey and Quennerstedt

(2020) argue that there should not be one single notion of CL and included Dewey’s notion of the

importance of experience in education. We now discuss the students’ ‘real-life’ experiences

inspired by the five areas (elements) in the CL model (Johnson and Johnson, 2009), which might be

important for learning social inclusion in team activities/cooperative activities, and to build on the

discussion of Casey and Quennerstedt (2020).

The PE teacher and the students should agree on a shared explicit goal (Casey and Quennerstedt,

2020), which would be learned within and throughout the activity. The students might be motivated to

share an explicit goal or a reality with others where the students perceive the same events in similar

ways (Higgins, 2019) and verify with others what the right end or goal is, thereby making it meaningful

and worthwhile to pursue (Cornwell et al., 2017). Based on the present study, we would emphasise the

importance of learning throughout the activity. Learning to pass the ball through external control,

which may lead to the habit of passing the ball, is not the same as understanding why one should pass

the ball. However, learning that one should pass the ball through reflection (e.g. before the PE lesson or

activity) does not necessarily lead to passing the ball, as shown in this study. Moreover, students should

want to pass the ball within the activity due to the possible consequences for themselves and others

(Dewey, 2015). Therefore, PE teachers should consider the behavioural (passing the ball), cognitive

and social (understanding why one should pass the ball), and emotional aspects (wanting to pass the

ball) of learning (Bailey et al., 2009).

In team activities, the students could experience group members passing the ball, not passing

the ball, not playing in their (correct) position, and a feeling of irritation when group members did

not pass the ball, as well as enjoyment when scoring goals. In sum, students had several different

experiences in the activities. The teacher should use these experiences to create shared meanings

and future experiences (Casey and Quennerstedt, 2020). In this way, the teacher would facilitate a

discussion connecting the shared goal in the activity with the students’ experiences. Experiences

connected with, for example, social inclusion, could be reflected upon and the students and teacher

should consider further actions to create a social environment that may lead to more and better

learning of social inclusion and positive experiences. The role of the PE teacher during the

activities is to analyse and observe the behaviour connected with the shared goal and to prepare

important questions that may in turn lead to students learning of/in the situations. We see that this

part of the process has similarities with group processing in the CL model (Johnson and Johnson,

2009). According to Dyson and Casey (2006: 6): ‘Group Processing is best understood as a

reflective, guided discussion that is student-centered, that is, guided by the students rather than

driven by the teacher’. Both group processing and social skills are important parts of the learning

(Johnson and Johnson, 2009).

The teacher’s role is to guide this discussion in a constructive direction through asking questions

and providing students with relevant information (Dewey, 1966; Sutherland et al., 2019). One may

argue that asking questions should be the first consideration, to provide students with the oppor-

tunity to share experiences that may lead to further experiences (Casey and Quennerstedt, 2020).

Moreover, the teacher should guide the students in a constructive direction through these questions

by asking more leading questions and/or giving information when appropriate. However, the

teacher should be aware of the time spent on talking, because as noted in this study, the students

disliked the teacher talking too much, as they would lose concentration and end up not listening,

which reduces the learning experiences (Bailey et al., 2009; Beni et al., 2017).
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Students in the present study seemed to be individually accountable when they successfully

dribbled and/or scored goals but not when they did not pass the ball. Johnson and Johnson (2009)

and others (e.g. Dyson and Casey, 2016) have argued that students should take responsibility

for doing their part of the task for their group and learn something in the process, and that

students should be able to rely on their group members doing their tasks in the group (positive

interdependence). Following Dewey (2015) and the importance of students’ experiences, the

teacher must ask the individual student how they performed their part in the cooperation with

group members, their experiences of this, and what else they could do. In case someone forgot to

pass the ball or chose not to pass the ball (or for other reasons), as did David in this study, the

teacher should explore how individual students might help their group members (to remember) to

do this during the activity, thereby increasing the belief that this kind of behaviour can be affected

and changed (Bandura, 2012). That said, students should be allowed to dribble the ball, as long as it

does not become ‘too much’; what counts as ‘too much’ would have to be based on the experiences

of the students and the PE teacher and the aims of the activity.

To create an environment in which students help each other to do their part, it is necessary for

them to feel physically and emotionally safe (Dyson and Casey, 2016). To this end, small groups

might serve better in promoting the explicit role of encouraging and learning from each other

(Dyson and Casey, 2016). In contrast to the conventional fixed number of players in sports, PE

activities such as handball, football and floorball could instead have a varied number of group

members. Taken together, the five elements of CL could provide a useful reflective framework for

teachers when learning outcomes in team activities are focused on social inclusion (Dyson and

Casey, 2016). For instance, are students encouraging and helping each other to pass the ball?

(‘promotive face-to-face interaction’); are students individually accountable when not passing the

ball? (‘individual accountability’).

Model 1 illustrates how students ‘learn through experiences and reflections’. The model is

based on the present findings, in particular on the need to highlight the paradox between the

students’ expressed desired behaviour of others (social inclusion) and their actual behaviour, the

group processing element in the CL model (Dyson and Casey, 2016; Johnson and Johnson, 2009),

as well as Dewey’s notion of experience and growth (Casey and Quennerstedt, 2020).

At the beginning of the activity, the PE teacher should facilitate a discussion on a shared goal,

for example, ‘social inclusion’ in the activity. The students and teacher should share their

experiences and learning, followed up by proposing concrete actions that can be taken in the

activity to achieve the shared goal. This exercise should probably be conducted with students

arranged in a half-circle around the PE teacher to increase the possibility of the students paying

attention. Yet, this process should not be too time-consuming, otherwise students would lose

concentration and focus. Thereafter, the students break into small groups/teams and decide how

they are going to implement these concrete actions in the activity. The most ‘time-consuming’ part

of the model should be the students’ experiences and learning during the activity and the PE

teacher’s observation and analysis of the students’ behaviour and implicit goals within the activity.

After the activity, students again share their experiences and learning in the class guided by

the teacher. This model reflects a circular method of learning social inclusion, or whatever is the

chosen shared goal. When the teacher and students are satisfied with the social inclusion in the

groups/teams, they agree upon a new shared goal. This learning process is not linear, and the class

might later return to the initial shared goal of social inclusion in the team, if necessary. At the

end of the PE lesson, the students and the teacher discuss how to apply their learning in PE

(intellectually) in other situations in their everyday lives (Dyson and Casey, 2016; Sutherland
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et al., 2019). By combining the concrete learning of social inclusion (or other skills) in situations in

PE with the intellectual learning of how to be socially inclusive in other parts of their everyday life

(e.g. in other school subjects, free time in school, in their leisure time activities, etc.), the learning

might become an internalised part of students (Pierce et al., 2017; UDIR, 2019b).

Conclusion

Physical education can be a context in which students are ‘educated through the physical’, which

includes the possibility to learn social inclusion as an important life skill and contributor to the

greater good of society. A key goal in the Norwegian educational system is that such positive life

skills become internalised in students. This study showed that students may have experiences of

socially exclusive behaviour as performed by others, but they do not necessarily act to reduce

this behaviour. On the contrary, they might unknowingly facilitate it by giving positive feedback

if it leads to a successful outcome (e.g. scoring goals). Although students might dislike socially

exclusive behaviour, they may act in a socially exclusive manner themselves. This indicates the

need for teachers to observe and analyse social inclusion in team activities to elucidate students’

implicit goals in the activity, and together with the students’ experiences in the activity, to

discuss and agree upon a common explicit goal. We conclude by suggesting that the five

elements of CL (positive interdependence, promotive face-to-face interactions, individual

accountability, social skills, and group processing) provide a useful reflective framework for

teachers to address a variety of issues; for example, are students individually responsible for

Model 1. ‘Learning through experiences and reflections’ illustrates how the shared explicit goal of classes/
groups could influence each part of the cycle, from ‘sharing experiences and learning in class’ to achieving ‘new
experiences and learning in the activity’.
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passing the ball to others? Are students asking their peers to contribute? Furthermore, the

learning of social inclusion must take place throughout the team activity and be based on

the students’ experiences, as argued by Dewey, and as shown by our model of ‘learning through

experiences and reflections’.
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Pierce S, Gould D and Camiré M (2017) Definition and model of life skills transfer. International Review of

Sport and Exercise Psychology 10(1): 186–211.

Quennerstedt M (2019) Physical education and the art of teaching: Transformative learning and teaching in

physical education and sports pedagogy. Sport, Education and Society 24(6): 611–623.

Quennerstedt M, Annerstedt C, Barker D, et al. (2014) What did they learn in school today? A method for

exploring aspects of learning in physical education. European Physical Education Review 20(2): 282–302.

Rorty R (1982) Consequences of Pragmatism: Essays, 1972–1980. Minneapolis: University of Minnesota Press.

Rubin HJ and Rubin IS (2011) Qualitative Interviewing: The Art of Hearing Data. Newbury Park: Sage

Publications.

Røset L, Green K and Thurston M (2020) ‘Even if you don’t care . . . you do care after all’: ‘Othering’ and

physical education in Norway. European Physical Education Review 26(3): 622–641.

Sun H, Li W and Shen B (2017) Learning in physical education: A self-determination theory perspective.

Journal of Teaching in Physical Education 36(3): 277–291.

Sutherland S, Stuhr PT, Ressler J, et al. (2019) A model for group processing in cooperative learning. Journal

of Physical Education, Recreation & Dance 90(3): 22–26.

Utdanningsdirektoratet (UDIR) (2019a) Læreplan i kroppsøving. Available at: data.udir.no/kl06/v201906/

laereplaner-lk20/KRO01-05.pdf? (accessed 4 September 2020).

Utdanningsdirektoratet (UDIR) (2019b) Overordnet del - sosial læring og utvikling. Available at: www.udir

.no/lk20/overordnet-del/prinsipper-for-laring-utvikling-og-danning/sosial-laring-og-utvikling/ (accessed

4 June 2020).

Van Nes F, Abma T, Jonsson H, et al. (2010) Language differences in qualitative research: Is meaning lost in

translation? European Journal of Ageing 7(4): 313–316.

Veland J, Midthassel UV and Idsoe T (2009) Perceived socio-economic status and social inclusion in school:

Interactions and disadvantages. Scandinavian Journal of Educational Research 53(6): 515–531.

Warburton VE and Spray CM (2017) Implicit theories of ability in physical education: Current issues and

future directions Journal of Teaching in Physical Education 36(3): 252–261. https://doi.org/10.1123/jtpe.

2017-0043

Author biographies

Dag Ove G Hovdal is a PhD student in the Department of Sport Science and Physical Education, Faculty of

Health and Sport Sciences at University of Agder.

Tommy Haugen, PhD, is associated professor of sport sciences at the Department of Sport Science and

Physical Education, Faculty of Health and Sport Sciences at University of Agder. Current fields of interest are

group dynamics and coaching in sport, motivational aspects of sport participation, and the learning environ-

ment in physical education.

Inger Beate Larsen is a professor in psychosocial health, and since 1994 has held a scientific position at the

University of Agder. She manages the research group “An Including Society” in the Department of Health

and Sport Sciences.

Bjørn Tore Johansen, PhD, is a professor of sport sciences in the Department of Sport Science and Physical

Education, Faculty of Health and Sport Sciences at University of Agder. His areas of expertise are sport &

exercise psychology, teaching and learning in higher education, and qualitative research methods.

907Hovdal et al.

http://data.udir.no/kl06/v201906/laereplaner-lk20/KRO01-05.pdf?
http://data.udir.no/kl06/v201906/laereplaner-lk20/KRO01-05.pdf?
http://www.udir.no/lk20/overordnet-del/prinsipper-for-laring-utvikling-og-danning/sosial-laring-og-utvikling/
http://www.udir.no/lk20/overordnet-del/prinsipper-for-laring-utvikling-og-danning/sosial-laring-og-utvikling/
https://doi.org/10.1123/jtpe.2017-0043
https://doi.org/10.1123/jtpe.2017-0043


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Gray Gamma 2.2)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Warning
  /CompatibilityLevel 1.4
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.1000
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages false
  /ColorImageMinResolution 266
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Average
  /ColorImageResolution 175
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50286
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages false
  /GrayImageMinResolution 266
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Average
  /GrayImageResolution 175
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50286
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages false
  /MonoImageMinResolution 900
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Average
  /MonoImageResolution 175
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50286
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox false
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (U.S. Web Coated \050SWOP\051 v2)
  /PDFXOutputConditionIdentifier (CGATS TR 001)
  /PDFXOutputCondition ()
  /PDFXRegistryName (http://www.color.org)
  /PDFXTrapped /Unknown

  /CreateJDFFile false
  /Description <<
    /ENU <>
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /BleedOffset [
        9
        9
        9
        9
      ]
      /ConvertColors /ConvertToRGB
      /DestinationProfileName (sRGB IEC61966-2.1)
      /DestinationProfileSelector /UseName
      /Downsample16BitImages true
      /FlattenerPreset <<
        /ClipComplexRegions true
        /ConvertStrokesToOutlines false
        /ConvertTextToOutlines false
        /GradientResolution 300
        /LineArtTextResolution 1200
        /PresetName ([High Resolution])
        /PresetSelector /HighResolution
        /RasterVectorBalance 1
      >>
      /FormElements true
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles true
      /MarksOffset 9
      /MarksWeight 0.125000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /UseDocumentProfile
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
  ]
  /SyntheticBoldness 1.000000
>> setdistillerparams
<<
  /HWResolution [288 288]
  /PageSize [612.000 792.000]
>> setpagedevice


