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A B S T R A C T   

Continuing professional development (CPD) programs have been suggested as a way of supporting teachers’ use 
of physically active learning (PAL) to enhance pupils’ learning. Drawing on Dewey’s theory of ‘education as 
growth’ (1916), this qualitative study explored teachers’ perceptions of their practice after participating in a CPD 
program in PAL. Findings from eleven semi-structured interviews analyzed through reflexive thematic analysis 
illustrated that the teachers viewed their participation as beneficial by diversifying their teaching practice, 
stimulating their professional reflectiveness, and encouraging collaborative learning. These findings indicate that 
using and reflecting on PAL may support teacher learning in the longer term.   

1. Introduction 

In recent years, physically active learning (PAL) has emerged as a 
way of increasing pupils’ daily physical activity opportunities by inte
grating bodily movements into subject teaching (e.g., science and 
mathematics) (Watson, Timperio, Brown, Best, & Hesketh, 2017). Ex
amples of PAL might include running relays whilst practicing spelling 
(Daly-Smith et al., 2018) or mathematics (Bartholomew, Jowers, & 
Golaszewski, 2019), or recreating subject matter through whole-body 
movements (Madsen, Aggerholm, & Jensen, 2020). PAL has received 
increased attention across research, policy, and practice fields as 
research demonstrates that PAL can be beneficial for pupils’ physical 
activity level and academic and health outcomes (Donnelly et al., 2016; 
Norris, van Steen, Direito, & Stamatakis, 2020; Watson et al., 2017). 
Teachers view PAL as relevant to pupils’ health and educational prog
ress because it can support pupils in developing academic and social 
competencies in ways that traditional classroom teaching often struggles 

to achieve (Chalkley et al., 2022; Mandelid et al., 2022; Teslo et al., 
2023). One example of the growing interest in Norway is from policy
makers, who have been attracted to using physical activity in teaching 
practice in order to lead to improved educational outcomes (Ministry of 
Education and Research, 2020; Ministry of Health and Care Services, 
2020). 

However, PAL is still relatively new to the Norwegian educational 
context and teachers tend not to be familiar with its use in teaching 
(Schmidt, Bratland-Sanda, & Bongaardt, 2022). In these circumstances, 
the use of PAL is thus left to chance, such that it is individual teachers 
and their previous experiences that determine whether they use PAL or 
not. However, teachers are viewed as key agents for integrating PAL in 
schools (Routen, Johnston, Glazebrook, & Sherar, 2018). Research has, 
therefore, concluded that teachers need to be supported in various ways 
to increase and improve their use of PAL in their everyday teaching. 
Continuing professional development (CPD) is suggested as a possible 
strategy for developing teachers’ competence in this field (Daly-Smith 
et al., 2020, 2021; Lerum et al., 2021; Teslo et al., 2023). 
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While preservice teacher education seems to be beneficial for 
teachers’ use of PAL (Goh et al., 2013; Michael et al., 2018; Romar et al., 
2020), there remains limited knowledge and understanding of how CPD 
programs can support in-service teachers’ use of PAL (Daly-Smith et al., 
2021; Vazou et al., 2020). Therefore, this study set out to explore 
teachers’ perceptions and experiences of their practice after partici
pating in a one-year CPD program designed to develop teachers’ 
competence in integrating PAL into their everyday teaching practice. We 
start by providing an overview of research on teacher CPD. We then 
present Dewey’s theory of ‘education as growth’ (1916) as the concep
tual background for understanding how CPD programs can support 
teachers’ lifelong learning. 

1.1. Challenges of teacher CPD 

In general, CPD programs are perceived to improve the quality of 
teachers’ practice and pupils’ academic outcomes (Borko, Jacobs, & 
Koellner, 2010; O’Brien & Jones, 2014; Sims & Fletcher-Wood, 2021). 
Every year, governments worldwide invest considerable resources in 
CPD programs with the intention of enhancing teachers’ knowledge and 
practice, especially by helping them keep abreast of advances in edu
cation (Bowe & Gore, 2017; Guskey & Yoon, 2009; Timperley, Wilson, 
Barrar, & Fung, 2008). For these reasons, teachers have been encour
aged to take part in CPD programs (Borko et al., 2010). In Norway, in 
2015, the Government introduced a strategy called ‘Competence for 
Quality’ calling for stakeholders to work together to provide teachers 
with better CPD opportunities (Ministry of Education, 2015). In the 
current educational context in Norway, CPD thus remains important and 
the number of teachers who participate in CPD programs is increasing 
(Ministry of Education, 2022a; 2022c). 

However, there is little consensus on what constitutes ‘effective’ CPD 
programs (Goodyear, 2017; Timperley et al., 2008). Researchers have, 
for example, raised critical questions about the quality and ‘impact’ of 
CPD programs on teachers’ practice and pupils’ learning and achieve
ment (Armour, Quennerstedt, Chambers, & Makopoulou, 2017; Desi
mone, 2009; Evans, 2014). A central critique of previous teacher CPD 
programs is that they are often viewed as something done to teachers 
rather than with them (Armour & Yelling, 2004) and have often been 
based on a ‘one size fits all’ approach (Avalos, 2011; Biesta, 2015). In 
this regard, the content of such initiatives has been too often standard
ized and delivered without due consideration to the contexts within 
which teachers work, and which to a large extent shape their profes
sional learning needs (Patton, Parker, & Neutzling, 2012). These types of 
CPD programs tend to be based on a number of assumptions: that 
teachers can demonstrate a clearly defined body of skills, to a nationally 
agreed standard, and moreover, that these can be developed through a 
given process, delivered by an expert in one-off workshops, seminars, or 
courses, taught away from teachers’ everyday school context (Day & 
Sachs, 2004; Hayes, 2019; Opfer & Pedder, 2011). 

This pattern has also been documented by PAL researchers. For 
example, Vazou et al. (2020) criticized previous CPD programs in PAL 
for undermining teachers’ autonomy and the sustainability of PAL in 
everyday teaching situations. Vazou et al. (2020) have also been critical 
of programs often being led by researchers without pedagogical and 
first-hand knowledge of everyday teaching and being of a short duration 
(varying from a couple of hours to one or two full days). 

1.2. Kennedy’s three CPD approaches 

Kennedy (2005; 2014) identified nine types of CPD frameworks with 
different characteristics and categorized these into three sequential and 
iterative groups based on their purposes: transmissive, transitional, and 
transformative. The transmissive approach is characterized as being 
practically oriented and focused on the technical aspects of the job. In 
CPD programs with such an approach, the teachers have opportunities to 
update their skills with training delivered by an expert. The teachers 
normally play a passive role in these training sessions, and most of this 
training takes place away from the school context (Kennedy, 2005). An 
example is university courses where teachers are taught specific PAL 
activities by a teacher educator, as described above by Vazou et al. 
(2020). 

Researchers have called for new ways of thinking and designing 
programs to meet teachers’ CPD needs. Numerous frameworks have 
been proposed for understanding teacher CPD programs. Many of these 
frameworks converge on the position that teacher CPD programs are 
more likely to be beneficial if they are: sustained over time rather than 
one-day sessions, collaborative among peers or communities of practice 
rather than individual teachers, have a strong buy-in where teachers 
identify with and endorse taking part in the program, combine subject 
knowledge and general pedagogical techniques, draw on external 
expertise to recycle existing internal expertise, and involves opportu
nities to use and apply what has been learned in real teaching situations 
rather than only receiving new information passively (Desimone, 2009; 
Sims & Fletcher-Wood, 2021; Timperley et al., 2008). Furthermore, 
modeling effective practice and opportunities for reflection, sharing, 
and feedback can transform teachers’ needs into new knowledge, skills, 
values, and beliefs (Darling-Hammond, Hyler, & Gardner, 2017; Dar
ling-Hammond & McLaughlin, 2011). 

Kennedy (2005; 2014) identifies these frameworks as a transitional 
and transformative approach to teacher CPD. Programs that fit under the 
transitional approach include coaching, mentoring, and communities of 
practice (Kennedy, 2005). As Kennedy (2014) argues: ‘mentoring can be 
used to support and encourage autonomy, creativity, and independence, 
but equally can be used as a powerful means of professional socialization 
to encourage conformity to the status quo” (p. 692). The transformative 
approach is a further development of both the transmissive and the 
transitional approaches. CPD programs based on action research and 
communities of practice are examples of this approach. Both approaches 
have a strong link between theory and practice (Kennedy, 2005), and 
include elements of ‘collaborative problem identification and subse
quent activity, where the subsequent activity involves inquiring into 
one’s own practice and understanding more about other practice, 
perhaps through engagement with existing research’ (Kennedy, 2014, p. 
693). In other words, this approach can be characterized as a ‘bot
tom-up’ approach as the teachers act as researchers of their own practice 
to overcome an identified challenge or problem. 

Based on the above, the transformative approach can be understood 
as the ‘gold standard’ of designing CPD programs for teachers. However, 
Kennedy (2005) highlights that one approach is not necessarily better 
than another and that the capacity for teacher autonomy increases as 
CPD programs move from a transmissive approach to a transitional and 
transformative approach. Which approach is most appropriate depends 
on factors such as the aim of the CPD program, whether teachers will 
participate individually or collectively, what resources are available, as 
well as the participants’ previous experiences and level of professional 
growth. Furthermore, teachers’ competence in PAL is not static, and 
may vary depending on the teaching situation. Therefore, Kennedy’s 
(2005) framework may be useful in designing CPD programs. However, 
teacher educators may be better served if they perceive these ap
proaches as a spectrum rather than in isolation and conceptualize CPD in 
process-oriented terms - moving back and forward between these three 
in order to meet the specific situation and support teachers in developing 
their practice both in the shorter and longer term. To understand how 
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and why CPD programs might be better understood as a process to 
support teachers’ CPD in the longer term, we use Dewey’s theory of 
‘education as growth’ (1916) as a conceptual background. 

1.3. Dewey’s ‘education as growth’ 

Based on the above critique, there is a need to reconsider how we 
understand teacher CPD and Dewey’s (1916) notion of ‘education as 
growth’ can serve as a guide for exploring how CPD programs might be 
understood in relation to PAL. For Dewey, growth is ‘the ability to learn 
from experience; the power to retain from one experience something 
which is of avail in coping with the difficulties of a later situation’ (1916, 
p.44). By viewing education as growth, Dewey challenged the tradi
tional view of education: that is to say, that education has an end (Bjørke 
et al., 2021; Dewey, 1916). He was critical of the way in which educa
tion was judged by fixed and predefined standards, established by 
others, such as teacher educators. According to Dewey (1916), this was 
problematic because once the standards were reached, it was perceived 
that no more learning and development was necessary, such that an 
‘excessive attention to surface phenomena may lead to their fixation and 
thus to arrested development’ (p.61). In this way, the achievement of 
education was always related to a predefined goal (Armour et al., 2017). 
Instead, Dewey (1916) argued that education must be viewed as a 
continuum of growth throughout life and that there was no definitive 
meaning for anyone to become fully educated: 

‘Growth is the characteristic of life and education is all one with 
growing; it has no end beyond itself. The criterion of the value of 
school education is the extent in which it creates a desire for 
continued growth and supplies means for making the desire effective 
in fact’ (Dewey, 1916, p.62). 

In other words, education is not only a social process where we learn 
how to master challenges that we know exist, it should also foster per
sonal growth where we learn how to master future challenges. Because 
our environment is always changing, he argued that teachers needed to 
develop skills to be able to acquire new knowledge and skills to cope 
with changing circumstances. In a professional context, this means that 
education (and CPD programs) must support teachers’ life-long learning 
and support them in identifying problems and solutions based on 
knowledge and skills (Dewey, 1916). This is related to the concept 
‘bildung’ (Klafki, 2000) and ‘subjectification’ (Biesta, 2015), which both 
focus on the process of ‘becoming’ rather than ‘being’. In this regard, 
teacher CPD can be understood as a continuum. This is also supported by 
Norwegian educational policy: 

‘The (teacher) profession and the individual teacher have a mandate 
to use their professional judgement in complex situations (…) Pro
fessional judgement also requires regular updating. The teaching 
professional must, therefore, assess its pedagogical practice to meet 
pupil’s needs as best as possible.’ (Ministry of Education, 2022b). 

According to Dewey (1916), learning from experience is the key to 
growth. He argued that learning (and growth) is an ongoing process of 
constantly reconstructing experiences in ways that enable a person to 
make sense of even broader realms of experience (Armour, Makopoulou 
& Chambers, 2012). This can relate to sensemaking - the ongoing pro
cess where individuals give meaning to their individual and collective 
experiences (Teslo et al., 2023; Weick, 1995; Weick, Sutcliffe, & 
Obstfeld, 2005). Dewey (1916) argued that the nature and quality of 
current learning experiences influence how humans understand and 
learn in future experiences. He theorized this as the principle of conti
nuity, explaining that: ‘every experience both takes up something from 
those which have gone before and modifies in some way the quality of 
those which come after’ (1958, p. 27). That is, teachers bring experi
ences from previous situations, which work as a lens to understand new 
experiences, such as participating in a CPD program. Dewey (1958) also 
explained that not all experiences are equally educative, saying that 

‘every experience affects for better or worse the attitudes which help 
decide the quality of further experiences’ (p. 29). Experiences can thus 
also limit the possibilities for growth. 

Dewey was particularly concerned that when students are passive in 
the learning process and are directed towards achieving a stipulated end 
point, possibilities for further growth and innovation are limited. This 
means that through different (learning) experiences, a person can 
become more or less critical, more or less willing to learn in future ex
periences, more or less able to subject their own practice to scrutiny, 
more or less creative or independent. 

Learning progression, from this standpoint, refers to building 
teachers ‘learning capacity’ for ongoing learning and development. If, as 
was stated in the first section, professional learning across a career is 
understood as a continuum, then such capacity building seems to be 
essential. 

Both Armour et al. (2017) and Bjørke et al. (2021) have used Dew
ey’s thinking as a guide to evaluate teacher CPD programs in physical 
education. Both emphasize that education is a complex endeavor that 
requires thinking critically about what constitutes ‘effective’ CPD. Ar
mour, Makopoulou, and Chambers (2012) argued for a pause in ‘the 
frenetic rush to find practical models of “effective” CPD that will “work”’ 
(p.800). They argued that using a Deweyan framework is relevant for 
designing, implementing, and evaluating effective CPD in physical ed
ucation. Bjørke, Standal, and MordalMoen (2021), on the other hand, 
used Dewey’s framework to evaluate teachers’ learning and professional 
growth from a CPD program using participatory action research and 
cooperative learning. They concluded that in order to create educative 
experiences, teachers must undergo a wide variety of work-related ex
periences over time. 

Based on the theoretical background and previous research results, 
this study aims to determine teachers’ perceptions of their practices in 
PAL after participating in a CPD program. 

2. Method 

2.1. The CPD program in PAL 

This study was conducted in the context of a one-year CPD program 
in PAL for primary and secondary school teachers in Norway. The pro
gram was run by PAL teacher educators and not the researchers in this 
study. The aim of the CPD program was to enhance teachers’ capabil
ities, opportunities, and motivation to embrace PAL in their practice and 
go beyond the acquisition of skills and knowledge to help teachers 
rethink and develop their practice. Drawing on experience-based 
learning principles (Kolb, Boyatzis, & Mainemelis, 2001) and a trans
formative approach (Kennedy, 2005), the CPD program incorporated 
elements of action research, individual reflection, and collaborative 
learning. For example, it provided opportunities for the teachers to use 
PAL in their teaching practice during their work hours, alongside op
portunities to reflect, evaluate, and reconstruct these experiences indi
vidually and collectively. 

In doing so, the CPD program was designed to harness the potential 
benefits of teachers working together from the same school by using 
their contextual knowledge to support each other to consider what op
portunities existed for PAL in their teaching practice. For example, 
consideration might be given to what opportunities the teachers had in 
their school in terms of indoor and outdoor spaces for PAL, and what 
activities would be suitable for their pupils and a variety of different 
subjects. Therefore, participation in the CPD program depended on at 
least ten teachers from their school participating in the CPD program. 
Teachers were also reliant on their head teachers’ support by providing 
time and opportunities for them to engage in the program during their 
work hours. Hence, the headteacher at the participating schools had a 
pivotal role in the CPD program. 

The program involved the teachers being challenged and supported 
to use PAL in various ways through five learning modules (see Fig. 1). 
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Table 1 provides information about the content of each module. In each 
module, the teachers planned a lesson with PAL, used it in their practice 
while filming it, and evaluated it afterwards alone and with other 
teachers from their school who participated in the CPD program. The 
aim of the phased approach of each module was to facilitate teachers’ 
engagement with PAL in their teaching practice. The teachers who 
completed all the modules achieved 15 credits (European Credit 
Transfer and Accumulation System) at the master’s level. 

The CPD program also had a transmissive aspect (Kennedy, 2005), in 
that the teacher educators supported the teachers with webinars (digital 
meetings) at the beginning of each module as an introduction to the 
content, as well as providing asynchronous videos of relevant research 
and theories for each module. The teacher educators also supported the 
teachers with an online database of examples of PAL activities (www.as 
kbasen.no) to make it easier for them at the beginning of the program to 
use PAL in their teaching. However, the program was primarily based on 
a transformative perspective in that the teacher educators sought to 
approach the teachers as the ‘experts’ in the classroom. Consequently, 
the CPD program did not provide the teachers with detailed instructions 
on how to use PAL, for example, regarding what PAL activities were best 
or how to use them. Rather, the teachers were encouraged to make these 
decisions themselves based on their professional judgment. To empower 
the teachers to do this, they were given assignments where they had to 
develop, use, and evaluate lesson plans which integrated PAL, to gain 
experience and ownership of PAL. 

2.2. Study design and participants 

To explore the teachers’ perceptions and experience of their practice 
after participating in the CPD program, we used a qualitative research 
approach based on semi-structured interviews. The study was conducted 
during May and June 2021, one year after the teachers had completed 
the CPD program. This approach and the timing enabled the teachers to 
reflect upon their experiences of their practice beyond their participa
tion in the initial CPD program, to make sense of these experiences in a 
broader essence. According to Dewey (1916), having individuals reflect 
on their previous experiences is essential for them to learn and grow. 
The interviews thus became an integrated part of the teachers’ learning 
process as they became more aware of their perceptions, experiences, 
and actions. 

This was a follow-up study, recruiting the same teachers who had 
participated in a previous study (see Teslo et al., 2023), who enrolled in 
the CPD program in 2019–2020. A purposeful sampling approach 
(Patton, 2014) using the following criteria was used to recruit teachers: 
a) a minimum of three years of teaching experience, b) teaching in 
5–10th grade, c) teaching in more than one subject, d) both genders, e) 
varying ages. The intention was to ensure a diverse sample of teachers 
with varied experiences that would yield rich data. With support from 
the head teachers, 16 teachers agreed to participate in the original study 
(Teslo et al., 2023). The study was registered with the Norwegian Centre 
for Research Data (NESH, 2021) in accordance with ethical re
quirements in Norway at the time. The participating teachers were 
provided with written information about the study. Written and verbal 
consent was given before the interview took place. 

In this follow-up study, eleven of the sixteen teachers consented to 
participate (see Table 2). The remaining five did not participate for 
various reasons: two teachers had changed jobs, one had not finished the 
program, and two did not respond to the request. The eleven teachers 
(seven women and five men) who participated came from three rurally 
located schools in the western and eastern parts of Norway. One was a 
primary school (1st – 7th grade), while two were combined primary and 
secondary schools (1st – 10th grade). Seven of the teachers that 
participated had more than ten years of work experience as a teacher. 
One teacher worked at the secondary level (8th – 10th grade), while 
most of the teachers worked at the primary level (5th - 7th grade). All 
eleven participants completed the CPD program in 2020. 

2.3. Data generation methods 

Individual semi-structured interviews were used to generate data for 
the study. This approach allowed the teachers to share their individual 
perceptions of and reflect on their experiences, after having participated 
in the CPD program (Brinkmann & Kvale, 2015). The first author con
ducted all the interviews online due to Covid-19 restrictions in place at 
the time. However, this offered the benefit of having participants talk at 
a time and place of their choosing. Both Zoom and Microsoft Teams were 
used as applications for the interviews according to participants’ pref
erences. Both applications offered videoconferencing services with the 
ability to securely record and store sessions without recourse to 
third-party software (Archibald, Ambagtsheer, Lawless, 2019; Hubbard 
& Bailey, 2018). The applications were also used in the CPD program, 
and, therefore, participants were already familiar with their use. An 
interview schedule (see Appendix) was developed together with 
co-authors, which included questions covering themes relating to the 
teachers’ perceptions and experiences of their teaching practice, the use 
of PAL, and the CPD program. The questions were inspired by the 
original study (Teslo et al., 2023) and informed by the researcher’s 
knowledge of the PAL and CPD literature. The questions were 
open-ended to get a deeper insight into the teachers’ perceptions of their 
practice and experiences of the CPD program. The online interviews 
lasted between 17 and 51 min (with an average duration of 28 min). 

Fig. 1. Overview of the module structure in the CPD program.  

Table 1 
Overview of the content in the modules of the CPD program.  

Module Content 

The introductory 
module 

The teachers had the opportunity to practice important skills 
for mastering the formal requirements of the CPD program, 
such as the webinars. 

Module 1 The teachers developed a PAL activity by integrating 
academic content into a familiar and non-academic activity. 

Module 2 The teachers explored previous PAL activities in their own 
teaching. 

Module 3 The teachers explored an online database of PAL activities 
(www.askbasen.no). They were challenged to identify areas 
(and activities) they felt were missing and develop new 
activities to address this gap. 

Module 4 The teachers were challenged to develop lesson plans where 
PAL was used in the start-up phase of the lesson and/or 
introducing a new academic topic and knowledge. 

Module 5 The teachers explored PAL in online teaching. The teachers 
were challenged to develop an online lesson plan and a PAL 
activity that the pupils could do at home (due to the Covid-19 
pandemic). 

The exam module The exam covered planning and conducting a PAL activity for 
the colleagues and staff who did not participate in the CPD.  
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2.4. Data analysis 

Reflexive thematic analysis (RTA) (Braun & Clarke, 2019) was used 
and supported by NVivo software (QSR Version 12.6) as a data man
agement tool. RTA was used to identify patterned meanings within the 
data relating to participants’ perceptions. This process included six 
stages: (1) familiarization of the data, (2) creating initial codes, (3) 
grouping codes and generating themes, (4) reviewing initial groups and 
identifying themes, (5) refining themes, and (6) writing up the analysis. 
Although this is presented as a linear process, it was carried out as a fluid 
and recursive process, going back and forward between the six phases, 
and involving co-authors at different points (Braun & Clarke, 2019). 

In the first stage, we started to gain an overall sense of the data by the 
first author (ST) listening to the audio recordings and transcribing them 
into Microsoft Word. The data material was a total of 74 pages with 
single-spaced lines. ST then read and re-read the transcriptions to get an 
overall understanding of the data material and made notes in a reflexive 
journal. In the second stage, codes linked to the main areas of interest for 
the study were created as part of the initial data interpretation. The data 
were coded inductively as sentences, inspired by Tjora’s (2018) 
stepwise-deductive induction, to capture the details and reduce the 
volume of information and amount of data. For example, reducing the 
volume of this paragraph: ‘I think the CPD programs was very useful in 
retrospect, because you become more aware of your teaching, what is 
PAL, and what is not PAL. You get a broader horizon in a way and what 
opportunities that exist in teaching. So, I really enjoyed taking that 
education’, into this sentence: ‘Becoming more aware of their teaching 
practice after participating in the CPD program’. 

In the third stage, after all the transcripts were coded, ST collect the 
codes into groups to identify broader patterns of meaning across the 
transcripts and create initial themes. Initially, the groups were divided 
into two overarching sections: experiences with the CPD program and 
their perception of their practice after participation. This provided an 
overview of the data. In the fourth stage, each theme was reviewed and 
refined so that they were congruent with the collated extracts as well as 
the entire data set. The two groups were then unified, and Dewey’s 
(1916) ‘education as growth’ was used to elaborate the themes to pro
vide a deeper level of meaning to the findings. In other words, this level 
of analysis involved not only focusing on the teachers’ use of PAL but 
also other aspects that the teachers perceived as valuable for their 
practice after participating in the CPD program. Then, the findings were 
organized into three main themes: ‘Practical PAL competence’, ‘Active 
learning and reflection’, and ‘Collegial participation and collaboration’. 
The themes were then refined to emphasize teachers’ perceptions of 

their practice. 
The identified themes were discussed with co-authors at each stage 

but especially during stage 5, which aimed to encourage deep explora
tion and alternative interpretations. After several rounds with co- 
authors, the themes were named: 1) diversifying the teaching practice, 
2) stimulating professional reflectiveness, and 3) encouraging collabo
rative learning. In the sixth and final stage, the data analysis was written 
up as a narrative that sought to balance analytic commentary with 
illustrative quotations from the interviews in a way that shed light on the 
research question. 

3. Findings 

The themes and sub-themes developed to reflect teachers’ percep
tions of their practice after participating in a CPD program are illus
trated in Table 3. 

3.1. Theme 1: diversifying the teaching practice 

This theme was developed to describe how participating in the CPD 
program strengthened the teachers’ perceptions of their own teaching 
competence, which was understood in a variety of different ways. 

The number of PAL activities: The teachers had developed knowledge 
of and experience with several PAL activities that they could use in their 
own teaching practice through participating in the CPD program. Thus, 
they described that their ‘teaching toolbox’ as having become larger and 
richer. Trine, for example, said: ‘I think the difference between before 
and after the CPD program is the number of [PAL] activities’. The 
teachers with experience of teaching outside the classroom also believed 
that they got a positive benefit from participating in the program. Bob, 

Table 2 
Participant characteristics.  

Number Pseudonym Gender Subject teaching Grade Years of 
experience 

School School characteristics 

1 Karin F English, Math, Norwegian, 
Religion, Science, Social studies 

6. 13 A Eastern rurally located, primary school (1st – 7th grade), 248 
students and 24 teachers. 

2 Morten M Math, Norwegian, Science, Social 
studies 

5. 10 

3 Veronica F Math, Music, Norwegian, Social 
studies 

6. 1 

4 Lisa F English, Math, Norwegian, 
Physical education, Religion 

7. 11 

5 Cathrine F English, Math, Norwegian, 
Science, Social studies 

7. 5 

6 Elise F Norwegian 7. 30 B Western rurally located, combined primary and secondary 
school (1st – 10th grade), 238 students and 26 teachers. 7 Mary F English, Religion 10. 17 

8 Bob M Norwegian, Physical education, 
Religion 

7. 18 

9 Gunnar M English, Religion, Social studies 6. 10 
10 Trine F English, Norwegian, Physical 

education 
5-7. 1 C Western rurally located, primary school (1st – 7th grade), 92 

students and 11 teachers. 
11 Nils M English, Math, Norwegian, 

Science, Social studies 
6. 3  

Table 3 
Overview of the generated themes.  

Main themes Subthemes 

Diversifying the teaching practice The number of PAL activities 
A broader understanding of PAL 
Opportunities to develop PAL activities 
Receiving PAL activities 

Stimulating professional 
reflectiveness 

Increased awareness of their practice 
Using theories in practice for sensemaking 
Becoming more confident as teachers 

Encouraging collaborative learning Collective participation in the CPD program 
Establishing routines for sharing 
Towards acceptance of teaching in new 
ways  
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for example, said that: ‘I use it [PAL] more now than I did before’. 
The teachers perceived that their practice had become more varied, 

enjoyable, and engaging for the pupils when enacting PAL. Trine 
exemplified this with various forms of PAL activities that she used after 
participating in the CPD program. In one activity, the pupils learned 
words by jumping from one of two sides to whether the word called out 
had a B or D. In another activity, the pupils ran and picked up words they 
had to divide into different word classes. In a third activity, the pupils 
moved around the classroom and discussed academic statements with 
peers. Trine favored the latter because: ‘it can be done inside and outside 
the classroom, in all subjects, and all pupils are speaking. It doesn’t have 
to be a correct answer. The activity is, therefore, easy to adapt to the 
pupils’. 

A broader understanding of PAL: The teachers’ perceived that their 
understanding of PAL had become broader after participating in the CPD 
program. Before their participation, the teachers viewed PAL as 
involving the pupils in highly intensive physical activity in PAL, such as 
running relays. However, following their participation, they understood 
PAL as fostering a variety of situations for pupils to learn and develop 
relevant academic and social competencies through movement, and that 
this did not have to involve a highly intensive physical activity or 
competition. This expanded view of PAL meant that it was perceived as 
more relevant. Veronica, for example, said: 

‘When I started the program, I thought we were going to learn how to 
do relays and things like that, but I have a different view of what it 
now (…) It’s not about being as active as possible, but about teaching 
in a more varied way. We don’t just have to sit and read a book. We 
can learn in other ways too’ 

The teachers also valued activities such as relays because they were 
easy to use in all subjects. Furthermore, when the pupils used their 
bodies to solve assignments during PAL activities, the teachers could 
observe the pupils’ academic knowledge in action. Mary, for example, 
said: ‘activities focusing on text or facts, it is easier to measure whether 
any learning has occurred. We do have a responsibility to check this’. 

Opportunities to develop PAL activities: That the CPD program provided 
opportunities for the teachers to try out and gain experience with PAL in 
their own practice with their own students, was significant for the 
development of teachers’ understanding and use of PAL. Karin, for 
example, said this: 

‘I probably have PAL with me all the time. We, teachers, do a lot of 
strange things, we participate in a lot of different courses, and we get 
these “aha”-experiences. Like “I should start with that” or “I should 
do this”, but it often disappears. But I know that this (PAL) will be a 
part of me. I am not just saying that. I think so. It is that you do 
something in the classroom, and then you use PAL as a practical part 
of it. I see that it matters.’ 

At the same time, the teachers said it was more challenging to try 
new PAL activities after the CPD program than during the CPD program. 
This was why they preferred to reuse the PAL activities that were 
familiar to them and that they experienced to be successful during the 
CPD program. The experience that the teachers gained during the CPD 
program influenced their choice of PAL activities subsequently. Mary, 
for example, felt this was safer: 

‘I prefer to do what I know works. During the program, you had to do 
things that you had not done before. There is a difference. I think it is 
safer to do what is safe, and the activities [PAL] that I have done 
before. Whereas last year I tried new ones because it was part of the 
program.’ 

Receiving PAL activities: Furthermore, the tips and examples that the 
teachers received during the CPD program were also perceived to be 
vital. The examples inspired the teachers and helped them understand 
how to use PAL in their teaching. The teachers perceived it to be chal
lenging to create new PAL activities themselves, especially, at the 

beginning of the CPD program. They highlighted, therefore, the value of 
getting concrete examples of PAL activities from the teacher educators 
and other teachers. Mary, for example, said this: 

‘We are concerned about what is useful. When you are on a course, 
you think “what can I get out of this” and then it is probably the 
[PAL] activities, and to see the value of an activity. Whether it is your 
subject or your pupils. That we get more ideas, I think, or tips. That is 
very concrete, and not so fancy and theoretical.’ 

Although the teachers preferred to do PAL in an easy way, some 
requested activities that focused on in-depth learning. They wanted 
activities that matched the new curriculum in Norway (LK20), where 
pupils were ‘exploratory’ in their learning process. The teachers 
perceived that there was potential to use PAL to work towards this, but 
they struggled to find ways to do it. They wished, therefore, that the 
teacher educators had provided them with examples of how to do this. 
Karin, for example, said this: ‘I hoped that I was going to get a better 
understanding of how to work with larger topics, such as “in-depth 
learning” and things like that, through practical teaching’. 

3.2. Theme 2: stimulating professional reflectiveness 

This theme describes how teachers perceived participating in the 
CPD program had developed their professional awareness and critical 
thinking about their teaching practice. The teachers believed that they 
had become more knowledgeable about and perceptive towards their 
teaching practice in general, after participating in the CPD program. 
They perceived this to be the learning process used in the program as 
well as relating to PAL as a way of teaching. 

3.2.1. Increased awareness of their practice 
It was evident that participating in a CPD program had shifted the 

teachers’ attention towards reflecting on their didactic choices 
throughout an academic year. This fostered an increased awareness 
about their teaching practice in general and how they accommodated 
the pupils in their learning process. This was an important rationale for 
the teachers’ use of PAL after the CPD program. Lisa, for example, said 
that she had become ‘more aware’ of her pupils, and how much they 
were ‘sitting on the chair’ in her teaching, and that she needed to acti
vate them more often, both physically and mentally, than she had done 
previously. The teachers also perceived that they had become more 
aware of the relationship between the aim and methods of teaching after 
focusing on their pedagogical practice in the CPD program. Trine, for 
example, said: ‘I think it [the CPD program] was very valuable because 
you become more aware of your teaching, what PAL is, and what it is 
not. You gained a broader horizon of what possibilities exist’. 

The teachers also perceived that the pupils enjoyed PAL and that PAL 
was more beneficial for many pupils compared to traditional classroom 
teaching. In their view, PAL gave many pupils better opportunities to 
show their strengths to both the teachers and the other pupils in the 
class. Some pupils even requested more PAL in teaching. The teachers 
perceived this as positive and gave them the motivation to continue with 
PAL. Gunnar, for example, said this: 

‘I see that the weak ones can become strong, and the strong ones can 
become weak. It all depends on what the task is and that you as a 
teacher can get the most out of them (…) It is important that the 
pupils show themselves in a different way and that they are also good 
at something’ 

3.2.2. Using theories in practice for sensemaking 
The CPD program was also designed to develop teachers’ reflec

tiveness and critical thinking. During the program, the teachers were 
challenged to use PAL in different ways and to reflect on these experi
ences both individually and collectively. Although the teachers 
perceived the program to be academically demanding, e.g., involving 
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lots of writing, they viewed this as important for their learning process. 
Similarly, they also viewed the reading attached to the CPD program as 
valuable in helping them understand their pupils to a greater extent than 
hitherto and guiding them in how they could structure and organize 
their teaching to better accommodate each individual. Gunnar, for 
example, said this: 

‘I paid little attention to motivation models and things like that 
before, but I have become more aware of that after the CPD program. 
Like what type of pupil is this and what motivates her. So, when I 
plan and stand in front of the blackboard, I know what to do to 
motivate them. So, the theory in the CPD program has been useful for 
me afterward, apart from PAL.’ 

3.2.3. Becoming more confident as teachers 

The teachers believed that the state of becoming more reflective and 
aware of their own teaching practice and their choices made them 
more confident as teachers. They were convinced that they could 
deal with the unpredictability and the pressure of being a teacher in a 
better way after participating in the CPD program. Karin, for 
example, said this: 

‘You are in a role where you read a lot about school and learning in 
the newspapers, parents have several views, and pupils love and hate 
you. And I think it gives me confidence that I know that I am 
reflective about my teaching.’ 

3.3. Theme 3: encouraging collaborative learning 

This theme describes how the CPD program had reached beyond the 
individual teachers to the collective level in terms of facilitating learning 
together. 

3.3.1. Collective participation in the CPD program 
The fact that several teachers from the same school participated in 

the CPD program was perceived to be beneficial for teachers’ use of PAL 
in school after the CPD program. By planning, sharing, and discussing 
PAL ideas, activities, lesson plans, and experiences related to them with 
their colleagues during the program, the teachers perceived that the 
quality of the lesson plans and the PAL activities that they had developed 
was amplified. Knowing that they had collaborated to develop these 
lesson plans and activities, gave the teachers confidence in reusing them 
in their teaching after the CPD program. Cathrine, for example, was 
clear about this: ‘it was safe knowing that several of us had worked 
together about this, and not just me being responsible for everything’. 

3.3.2. Establishing routines for sharing 
Also sharing PAL activities and experiences with colleagues was 

important for the teachers to sustain PAL in their teaching practice after 
the CPD program. The teachers had found that developing lesson plans 
with PAL was time-consuming. Therefore, they perceived that it was 
important to support each other by sharing lesson plans they made with 
their colleagues. In that way, they would save time and make it easier for 
themselves to continue using PAL. For example, Morten said: ‘If you are 
good at sharing, it will be much easier in the long run’. Sharing lesson 
plans with PAL also inspired and served as a reminder for the teachers to 
include PAL after the CPD program, and opened new opportunities for 
collaboration among the teachers, e.g., by using PAL for interdisci
plinary work. Trine, for example, said this: 

‘We were several teachers from the same school who participated in 
the program, and I feel it is important that we as a colleague can help 
each other. That we work interdisciplinary and add movement 
[PAL]. I think we have become better at working together.’ 

However, the willingness to share varied between the teachers. Some 

teachers perceived that they shared a lot with their colleagues, while 
others felt that they could share more. In that context, the teachers 
emphasized the importance of establishing a supportive culture of 
sharing. Those who perceived that they were good at sharing, explained 
that they had routines for sharing within their school. They had formal 
meetings for sharing and an open-door policy where the teachers could 
observe each other’s teaching. Mary, for example, said: 

‘A strength of our school is that we have a very good culture of 
sharing. We share with the staff in formal sharing sessions. We also 
have open doors between the classrooms so we can see what other 
colleagues are doing in their classes. This allows me to get inspiration 
for PAL’ 

3.3.3. Towards acceptance of teaching in new ways 
The teachers also experienced a greater willingness towards and 

tolerance of using different spaces within the school for teaching after 
the CPD program. Several teachers used various areas for PAL, such as 
the schoolyard, which they perceived had become accepted as an arena 
for learning rather than just play and recreation. Elise, for example, 
experienced that the outdoor area gained a greater acceptance as a 
learning arena after participating in the CPD program: 

‘My impression is that going out and spending time outside has been 
seen as leisure earlier. Something you do before the summer holiday. 
It had nothing to do with learning. But being outside, using the 
outdoor area, has gained more acceptance and an equally good 
learning arena as sitting in front of a screen or book. There is a 
slightly different attitude now, I think. All over. I do not have any 
numbers or statistics, but that is my impression at least.’ 

4. Discussion 

In this study, we set out to explore how teachers perceived their 
practice after participating in a one-year CPD program in PAL. Overall, 
the findings reveal that the teachers viewed their participation as 
beneficial in several ways, such as: 1) diversifying their teaching prac
tice, 2) stimulating their professional reflectiveness, and 3) encouraging 
collaborative learning. These findings support previous research advo
cating CPD programs as a way to support teachers in using PAL in their 
everyday teaching practice (Daly-Smith et al., 2020, 2021; Lerum et al., 
2021; Teslo et al., 2023) as the teachers became familiar with PAL and 
confident in using it after participating in the CPD program. The findings 
also reveal that the teachers perceived that participating in the CPD 
program had ripple benefits beyond PAL, such as fostering teachers’ 
critical reflectiveness and ability to cooperate with their colleagues. 

These findings could be attributed to the design of the CPD program, 
which was carried out to facilitate a transformative practice (Kennedy, 
2005). The CPD program created processes of interaction that gave rise 
to experiences, discussion, and critical reflection in a myriad of ways, 
that connected tangibly to the everyday context of teachers’ practice. 
The teachers were also able to participate with their colleagues, which 
offered added value to the CPD program. The collective participation 
was perceived to be important as it allowed critical reflection on what 
was being experienced in a way that provided opportunities for col
leagues to check and challenge their conventional knowledge and 
practice both individually and collectively. The design was, therefore, 
essential to the teachers’ benefit from participating in the CPD program, 
which supports many of the key characteristics suggested by previous 
research on teacher CPD (Darling-Hammond et al., 2017; Desimone, 
2009; Sims & Fletcher-Wood, 2021; Timperley et al., 2008). Partici
pating in a CPD program can thus develop teachers’ use of PAL and 
wider professional abilities if it is designed in an appropriate way. 

However, if the purpose of CPD programs is that teachers can 
demonstrate a clearly defined body of skills after their participation to 
improve their teaching and students learning, the utility of this CPD 
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program and whether it has met its purpose can be called into question. 
Findings from this study indicate that not all teachers benefitted equally 
from participating in the CPD program. For example, some teachers 
perceived that it was easier for them to use PAL after the CPD program 
than before, while others perceived it to still be challenging. The 
teachers’ use of PAL was also characterized by reusing activities from 
the CPD program. The extent to which the CPD program influenced 
teachers’ everyday teaching practice and their ability to use PAL to a 
greater extent in the longer term thus remains unclear. This is particu
larly the case if the aim of CPD programs is to develop teachers’ abilities 
to develop themselves (Dewey, 1916). Nonetheless, these findings un
derpin the challenges related to measuring the ‘effect’ of CPD programs 
on teachers’ practice (Armour et al., 2017; Desimone, 2009; Evans, 
2014) as the teachers in this study benefitted in various ways from 
participating in the CPD program. This challenges the assumption that 
participating in CPD programs will change teachers’ practice in desired 
ways as well as questioning whether it is possible to design ‘effective’ 
CPD programs that can guarantee a certain outcome. 

Therefore, one option is to rethink how we understand ‘effective’ 
CPD (Armour et al., 2017). In this context, we used Dewey’s (1916) 
educational theories as an alternative way of understanding teacher CPD 
and designing CPD programs for teachers in PAL. Dewey (1916) 
believed that education should develop teachers’ ability to learn from 
experiences and reconstruct these to accommodate the ever-changing 
nature of the world. This means that CPD programs should support 
teachers’ predisposition towards life-long learning, beyond contextual 
knowledge and skills. In other words, teacher educators should begin 
with practical engagement and provide teachers with opportunities to 
gain experiences with new phenomena, such as PAL. Then, they can 
support teachers in reconstructing experiences as a basis for negotiating 
future situations. For example, this might involve questioning why 
things are as they are and how they might be different. The ability to 
reflect on experiences to develop a deeper understanding of everyday 
life was vital for Dewey (1916), who believed that we do not learn from 
experiences because they are not automatically educative. In other 
words, teacher educators cannot simply facilitate practical activities in 
CPD programs and expect teachers to learn. Experiences can be under
stood as more or less random threads that must be actively sorted by 
teachers in order to be made sense of. Thus, according to Dewey (1958), 
there is a need to reflect on our experiences if they are to be educative. 
To do this, teacher educators would benefit from gaining insight into 
teachers’ individual and collective experiences during a CPD program, 
especially given the complexity of changing and developing teachers’ 
practices (Darling-Hammond et al., 2017). Such an approach requires 
moving away from conceptualizing CPD programs as prepacked com
modities with a clear fixed endpoint that magically will fix and create 
fully trained teachers, as this limits teachers’ opportunities for deeper 
learning and thus, growth. Rather, if we recognize CPD programs as a 
‘room for action’ and ‘conditions’ for teachers to be experimental and try 
out new ways of working to gain new experiences, then this is likely to 
give rise to authentic CPD that avoids the dichotomy between CPD and 
everyday teaching as separate. The teacher educators then can position 
themselves as supporting and challenging teachers to make sense of such 
experiences. If this approach is used to guide the development of CPD 
programs, then it increases the likelihood that these initiatives will be 
educative (Bjørke et al., 2021). 

However, to what extent can teachers’ professional growth be 
stimulated through a CPD program such as this one? If we understand 
growth as a process that includes critical reflection and a skill that must 
be practiced and maintained over the years, it may be difficult to 
encourage and stimulate this through a one-year CPD program alone. 
Yet, if it is a shared goal among several actors - teachers, head teachers, 
teacher-educators – then it may well become embedded into teachers’ 
everyday teaching practice. This suggests that there is a need for a shift 
in the understanding of what and how teachers learn and grow to be able 
to accommodate this. Consequently, if future CPD programs in PAL aim 

to support teachers’ professional growth, a transformative approach 
(Kennedy, 2005) might be preferable as it allows teachers to take greater 
responsibility regarding their learning journey. This implies that future 
CPD programs ought to apply a combination of a transformative and 
transmissive approach with an emphasis towards a transformative 
approach as this may be beneficial in bringing out various experiences. 

4.1. Strengths and limitations 

Several strategies were used to strengthen the trustworthiness of the 
study (Lincoln & Guba, 2000). First, the participants were provided with 
both written and verbal consent to participate. The participants were 
also provided with the opportunity to read the transcripts to check the 
factual accuracy of the data, however, none of them took up this op
portunity. Although the first author had the main responsibility for 
planning and carrying out the study, the co-authors contributed regu
larly, for example, in designing the interview schedule, analyzing the 
findings, discussing the theoretical framework, and writing the paper. A 
detailed description of the process is also provided in the method section 
for the readers to make sense of and judge the transferability of the study 
(Lincoln & Guba, 2000). 

There are also some limitations that should be acknowledged. Firstly, 
all the participating teachers in the study completed the CPD program, 
which may have influenced their attitudes toward the program. It is 
conceivable that the teachers who did not complete the program would 
have had different perceptions. Secondly, this study has given limited 
insight into the teachers’ use of PAL in their everyday practice as it 
examines teachers’ perceptions after their participation. The study was 
supposed to combine observations and interviews, but due to Covid-19, 
it was limited to interviews. For further research, it would be relevant to 
carry out observations of teachers’ practice following their participation 
in a CPD program. The interviewees’ responses may also have been 
influenced by the interviewer’s position as a member of the CPD pro
gram. The social desirability biases might, therefore, be a limitation of 
the study. However, the interviewees were informed that the inter
viewer was not directly involved in the CPD program before starting the 
interview. 

5. Conclusions 

CPD programs have been suggested as a way to support teachers’ use 
of PAL. Findings from this study illustrate that participating in CPD 
programs may support teachers’ use of PAL by diversifying their 
teaching practice, stimulating critical reflectiveness, and encouraging 
collaborative learning. This study’s findings suggest a need to rethink 
the way CPD programs are designed to meet teachers’ needs. Under
standing teacher CPD as a predictable, standardized process with fixed 
endpoints that can be controlled may lead to overlooking valuable ex
periences that arise along the journey. Instead, it might be useful to 
recognize teacher CPD as a process that can take many paths and be 
sufficiently curious and open to what arises along the way. Drawing on 
Dewey’s (1916) educational theories, teacher educators might benefit 
from listening to teachers’ voices to further understand and support the 
processes through which they reconstruct and learn from experiences. 
Thereby, the authors conclude that it would be beneficial if teacher 
educators in CPD programs shift their thinking beyond the acquisition of 
contextual PAL skills and knowledge in order to help teachers rethink 
their practice through processes of critical reflection based on experi
ential knowledge. This may cause ripple benefits from participating in 
CPD programs and foster teachers’ ability for lifelong learning and 
professional growth. 

The findings in this study are relevant for teacher educators and CPD 
providers who are designing CPD programs for teachers in PAL, or other 
similar innovations. The findings are also relevant for teachers and head 
teachers who want to know the potential benefit of participating in such 
CPD programs. For future research, observing teachers’ practice during 
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and after participating in CPD programs may help provide a more 
nuanced picture of how teacher learning is shaped in everyday practice 
over time. How schools integrate PAL at an organizational level beyond 
participating in CPD programs, might also shed light on the way in 
which context shapes the enactment of PAL. 
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Appendix 

The interview schedule  

• Retrospect  
o What thoughts do you have about participating in the CPD 

program?  
o What was good? What could be better? Why?  
o Examples (Activities, ways of working, exams, etc.)?  

• Present  
o How do you perceive your practice today (after participating in the 

CPD program)?  
o What influence do you believe the CPD program has had? How? 

Why?  
o Examples?  

• Physically active learning  
o Have you used PAL after the CPD program? Why?  
o What about PAL do you find meaningful? Why?  
o Examples? 
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