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Abstract

This scoping review examines previously published research on newly graduated physical education (PE) teachers in an effort to describe the scope and types of the empirical studies, perspectives and understandings concerning this population’s experiences of and readiness for the performative and organisational aspects of professional practice. Following an initial review of 71 studies, a total of 16 published studies were found to be eligible for inclusion in the review. A five-step qualitative content analysis then identified the important features of the data related to the stated aim of the review. Prior studies determined newly graduated PE teachers to be qualified in their field, although their professional practice depends on other people’s participation and cooperation within the school environment. A problem-oriented trend was observed in the research data when newly graduated PE teachers were asked to elaborate on their experiences. Moreover, a knowledge gap was identified in terms of newly graduated PE teachers and their varied experiences of the induction phase of their professional practice.
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Introduction

Newly graduated teachers are expected to perform just as professionally as their more experienced colleagues (Caspersen & Raaen, 2014; Cochran-Smith, 2005; Ibrahim, 2012; Tait, 2008); however, many physical education (PE) teachers do not perceive themselves to be fully qualified for all of the tasks they are required to perform (Ibrahim, 2012; Ní Chróinín et al., 2018). PE plays a central role in schooling in many countries, and it is generally valued by students (Organisation for Economic Co-operation and Development [OECD], 2019a). Nevertheless, concerns have been raised about the lack of qualified PE teachers and the fact that PE teachers tend to leave the profession after just a few years (Mäkelä et al., 2014; Moen, 2011; OECD, 2019b). Organisational socialisation and professional qualification entail an ongoing learning process that develops both through education and throughout a teacher’s professional career (Lawson, 1983; Schempp & Graver, 1992). In addition, it takes time to adjust from being a student PE teacher to being an experienced PE teacher as well as to develop one’s professionalism and professional practice throughout one’s professional life (Templin et al., 2017, p. 12).

In recent years, concern has also been raised that the lack of PE teachers leaves schools unable to carry out planned teaching activities (OECD, 2019a). To address this concern, various policy initiatives have focused on the design and implementation of induction and mentoring programmes for newly qualified PE teachers. For instance, in the Norwegian context, a recent white paper proposes a guided introduction year for all teachers (NOU 2022: 13). The purpose of these policy initiatives and programmes is to ensure the provision of guidance concerning the transition from teacher education to professional practice, thereby raising awareness of the value of recent graduates’ competence, motivation and desire to remain in the teaching profession.

A characteristic feature of policymaking regarding the teaching profession is the fact that established and new demands exist side by side (Thue, 2017). In this regard, the policy demands facing teachers and the standards required for learning have both changed from teaching students fundamental skills to preparing them for higher-order thinking and performance-based skills (Darling-Hammond, 2006; OECD, 2018). Moreover, teachers have to deal with a diverse and complex clientele, and they must do so in an environment characterised by increasing moral uncertainty, where many methods of approach are possible and where a growing number of social groups exert an influence and have a say (Hargreaves, 2000).

Research on teachers’ induction phase—that is, the transition from teacher education to professional practice—suggests that professional qualification entails an ongoing learning process that unfolds both through education and throughout a teacher’s professional career (Darling-Hammond, 2017; Day & Sachs, 2004; Feiman-Nemser, 2001a, 2001b; Ibrahim, 2012; Ingersoll & Collins, 2018; McDiarmid & Clevenger-Bright, 2008; Smeby & Mausethagen, 2017). However, it appears that the policy demands facing teachers and the standards now required for learning might drive teachers to leave the profession within the first five years of their professional practice (Ingersoll, 2003a; Mäkelä et al., 2014).

In light of the above, the aim of this scoping review is examine previously published research on newly graduated PE teachers in an effort to describe the scope and types of the empirical studies, perspectives and understandings concerning their experiences of and readiness for the performative and organisational aspects of professional practice during the induction phase. In so doing, this review will identify any knowledge gaps in the current literature.


Theory: Performative and organisational aspects of teachers’ work

The theoretical framework for this study is the theory of professions. More specifically, as this actually represents a family of theories within the social sciences, we use theoretical frameworks related to the professional lives of educators derived from the work of Hargreaves (1994, 2000) and Datnow (2011). We argue that this theoretical framework is relevant for research concerning newly graduated teachers in general as well as for the field of PE teacher education (PETE) research in particular. However, the relationship between professional qualification and practical training with regard to teacher education and the qualifications required later in a teacher’s working life has been described as weak (Hammerness, 2013). For instance, studies argue that PETE has little impact on student teachers’ beliefs and practices when they actually start working in schools (Dowling, 2011; Moen, 2011). A dilemma facing teachers in all disciplines concerns the tension between their work as a professional practitioner in the classroom and their dependence on the organisational structure of their school and state governance (Andreassen, 2017; Molander & Terum, 2008; Wermke & Höstfält, 2014). Still, despite these known challenges, there is currently little research on qualifications and work-related experiences among PE teachers in particular (Løndal et al., 2021).

The literature concerning the teaching profession uses different terms to refer to different aspects of teachers’ qualifications. For example, Hargreaves (2000) uses the terms “professionalism” (i.e. improving quality and standards of practice) and “professionalisation” (i.e. improving status and standing). Moreover, building on the work of Hargreaves (1994, 2000), Datnow (2011) posits that performative work is directed towards a teacher’s individual accountability in terms of teaching and, further, that collaboration within a school as a specific type of organisation is both directed towards solving problems together and related to the school culture. In line with Datnow’s (2011) argument for operationalising and separating the two aspects of teachers’ professional work, we differentiate teachers’ professional work into the performative and organisational aspects of their practices. In addition, we base our operationalisation of the performative and organisational aspects on the work of Hermansen et al. (2018) in mapping of the characteristics of research on the teaching role in the Norwegian context. Here, the performative aspect refers to the individual teacher’s practice in the classroom, whereas the organisational aspect refers to collective issues, such as autonomy, status and social position, as well as forms of internal and external control over professional practice (Hermansen et al., 2018). A teacher’s professional knowledge and didactics when working with children in the classroom are central to the performative aspect (Hermansen et al., 2018). When the organisation of teachers’ work depends on institutional frameworks, both their collective position and their control and accountability regarding their own tasks are governed by the organisational aspect of professional teaching practice. Many tasks that teachers perform during the course of their professional work involve both a performative and an organisational aspect, with the two aspects being understood as having a mutually constitutive relationship. These operationalisations of the terms “performative” and “organisational” serve as analytical tools in this scoping review of newly graduated teachers’ professional experiences and readiness for professional practice.



Aim of the scoping review

To identify published research concerning how newly graduated PE teachers experience their readiness for professional practice, a scoping review was performed. This type of review provides a broad overview of a particular topic and offers a clear indication of the volume of literature available on it (Arksey & O’Malley, 2005; Daza et al., 2021; Forsström & Munthe, 2023; Grant & Booth, 2009; Keles et al., 2022; Munn et al., 2018). While scoping reviews can be conducted to achieve various objectives, such reviews cannot be regarded as final outputs (Cambell et al., 2023; Tricco et al., 2016). Still, a synthesis of research material such as a scoping review may contribute to a greater conceptual understanding of a given phenomenon (Newman & Gough, 2020), which in this review is the phenomenon of newly graduated PE teachers and their readiness for professional practice. While different disciplines have different epistemological foundations, the present scoping review is situated within the field of educational research. In this field, scoping reviews contribute to the ecology of knowledge summarisation that aims to determine what is currently known about a certain topic (Munthe et al., 2022, p. 133). The work of Arksey and O’Malley (2005) serves as a common reference for several review studies within different fields of research, including educational research. More specifically, a scoping review is a review that does not follow a fully systematic process, and it is used to describe the nature of a research field rather than to synthesise findings (e.g. Daza et al., 2021; Keles et al., 2022; Newman & Gough, 2020; Tricco et al., 2016). Inspired by Arksey and O’Malley (2005), the present review involved five main methodological stages: 1) formulating the research questions; 2) identifying relevant studies; 3) selecting the studies; 4) charting the data; and 5) collating, summarising, and reporting the results.



Research questions

In light of the consistently high policy demands facing the teaching profession, this scoping review seek to address the following research questions:


1) How is research conducted on the topic of newly graduated PE teachers?

2) What characteristics or factors relate to the experiences reported in such research?

3) What are the performative and organisational aspects described in such research?



Moreover, this scoping review summarises the results in order to provide a broad overview of the volume of available research, identify any knowledge gaps and determine any additional research required in the field.




Method


Identification of relevant studies

To identify relevant studies, the Web of Science, Education Resources Information Center (ERIC) and SPORTDiscus databases were searched using the following keywords: “physical education teachers” and “PE teachers” in combination with “novice”, “new(ly)” and “begin(ning/ner)” (“New* physical education teach*” or “novice physical education teach*” or “begin* physical education teach*” or “new PE teach*” or “novice PE teach*” or “begin* PE teach*”). To limit its scope, the search included only full-text peer-reviewed literature and excluded non-English literature. The initial search identified 71 studies. After any duplicates were removed, the number of studies was reduced to 42.



Study selection

The 42 studies identified during the database search were then screened based on information from the title and abstract of each, which further narrowed the number of studies down to 23. The predefined inclusion criteria were an examination of PE teachers, focusing on personal experiences during the first five years of teaching in a primary, secondary or high-school context. Next, the full text of each of the 23 articles was read. This stage of the screening process excluded seven articles that focused on (a) students attending a PE programme, (b) the investigation or implementation of mentoring programmes or learning communities, or (c) employment criteria for PE teachers, in addition to articles that (d) lacked methodological information. Based on the Preferred Reporting Items for Systematic Reviews and Meta-Analyses (PRISMA) guidelines (Page et al., 2021),1 Figure 1 outlines the results of the search strategy and selection processes, which led to 16 articles being selected for the final review.


[image: Image]
Figure 1. PRISMA flow diagram of the study selection and screening processes


Next, this scoping review performed a qualitative content analysis (Fauskanger & Mosvold, 2014; Patton, 2002) of the 16 selected studies, which entailed three steps for identifying important features of the data related to the research questions set out above. The digital software MAXQDA was used as an organisational support during the analysis for coding and categorisation of the data material and means that information is divided, systematized and elaborated to validate the development of themes from the data (Gibbs, 2014; Maxwell & Chmiel, 2014). The process was iterative rather than linear, meaning that we moved flexibly through the steps and repeated any steps necessary to ensure that the reviewed literature was converted in a comprehensive way (Arksey & O’Malley, 2005).

We began with an individual qualitative reading of each study to identify themes that provided an accurate reflection of the study’s content (Fauskanger & Mosvold, 2014). Moreover, to analyse the amount, nature and occurrence of content related to the study context (author(s), year of publication, methodological approach, sample size and years of teaching), we also performed a summative content analysis (Fauskanger & Mosvold, 2014). Next, we conducted a conventional content analysis of each study (i.e. research results), searching for textual content involving expressions linked to PE teachers’ experiences of and readiness for professional practice. The identified themes were developed by means of inductive open coding (Fauskanger & Mosvold, 2014; Patton, 2002) via an exploratory technique that involved marking, cutting and sorting the text (Ryan & Bernard, 2003) to arrange the data into main themes and subthemes, related to the professional framework (Hermansen et al., 2018). We first identified the following main themes related to the abstracts and keywords: subject content knowledge, classroom management, interaction and communication, school culture, role and position, professional development over several years and support. These themes were then further categorised into subthemes within the studies. Finally, we performed a directed content analysis (Fauskanger & Mosvold, 2014) to clarify how newly graduated PE teachers’ experiences of their professional readiness, as detailed in the 16 selected studies, in different aspects of their professional work. In this regard, the studies were deductively categorised based on concepts associated with the performative and organisational aspects, where the performative aspect refers to teachers’ practice in the classroom, while the organisational aspect refers to more collective issues, such as autonomy, status and social position, and to forms of internal and external control over professional practice (Hermansen et al., 2018).




Results

The methodological procedure described above resulted in the identification of 16 studies that met the inclusion criteria and were published between 1989 and 2018 (see Table 1).


Research on the topic of newly graduated PE teachers

The vast majority of the 16 identified studies concerning newly graduated PE teachers used qualitative methods (n = 15), while only one study obtained its findings quantitatively by analysing statistical data. The most commonly used qualitative method was the interview method, which was applied in 11 studies, including seven studies in which interviews were conducted in conjunction with other research methods. Observation was used in six studies, while written teacher reports (log [n = 1], diary [n = 1], report [n = 2] and journal [n = 2]) were used in six studies, including four that used written reports alongside other qualitative methods. Two studies analysed documents (e.g. lesson plans, calendars, curriculum plans, assessment notes, e-mail communications between participants and researchers) in combination with other qualitative methods.

The sample sizes of the identified studies varied. Nine studies involved one, two, three, five, or 12 participants, while six studies had larger sample sizes ranging from 21 to 62. One study was a literature review. The only quantitative study included in this review involved 104 participants, while the study that used written reports (teacher logs) as the research design involved 230 participants. Moreover, seven studies investigated newly graduated PE teachers during their first year of professional practice, five studies examined their first and second years of teaching, and two assessed their first five induction years. Two studies did not specifically mention the teaching years investigated but used the descriptive terms “induction years” and “beginning PE teachers.” An overview of the characteristics of the 16 studies included in this scoping review is provided in Table 1.


Table 1. Characteristics of the studies included in the scoping review (n = 16)



	Author(s), year
	Country
	Method
	Sample size
	Year(s) of teaching





	O’Sullivan, 1989
	USA
	Interviews, observations, written reports
	2
	First



	Capel, 1993
	England
	Survey
	104
	First and second



	Macdonald, 1995
	Australia
	Interviews
	22
	First and second



	Napper-Owen and Phillips, 1995
	USA
	Interviews, observations, field notes
	2
	First



	Hebert and Worthy, 2001
	USA
	Interviews
	1
	First



	Blankenship and Coleman, 2009
	USA
	Interviews, videotaped lessons, field notes, documents
	2
	First and second



	Shoval et al., 2010
	Israel
	Interviews
	62
	NR1



	Eldar et al., 2011
	Israel and USA
	Written reports
	230
	First



	Banville, 2015
	USA
	Interviews, observations
	21
	First and second



	Zach et al., 2015
	Israel
	Written reports, focus groups
	45
	First



	Gordon, 2016
	USA
	Interviews, observations, field notes, teacher documents
	2
	First and second



	MacPhail and Hartley, 2016
	Ireland
	Interviews, written reports
	12
	First



	Ensign and Woods, 2017
	USA
	Literature review
	NA2
	NA2



	Romar and Frisk, 2017
	Finland and Sweden
	Interviews, observations
	3
	First



	Costa Filho and Iaochite, 2018
	Brazil
	Interviews
	5
	First five



	González-Calvo and Fernández-Balboa, 2018
	Spain
	Written reports
	1
	First five





1Not recorded; 2Not applicable.


The review revealed that all 16 selected studies sought to identify, describe and analyse newly graduated PE teachers’ working lives, focusing on experiences from their perspective under different conditions (e.g. subject content knowledge, school culture, the teacher’s role and position, interaction and communication) and in the context of their professional work. These experiences will be discussed more comprehensively in the following sections.



Characteristics or factors related to experiences reported in the studies

A number of themes and subthemes reflecting newly graduated PE teachers’ reported experiences was generated from the textual content of the 16 selected studies. The subthemes were coded as positive (+) and/or negative (–) experiences based on how they were discussed in the studies. Table 2 presents the reported positive (+) and/or negative (–) experiences of newly graduated PE teachers, which are often written as (+/-) or (-/+) to clarify whether the weight of a particular experience was positive or negative. As many of the included studies addressed several topics, the total number of subthemes is higher than the number of studies related to a given theme.


Table 2. Themes and subthemes of experiences reported in the studies (n = 16)



	Experience
	Subject content knowledge
	5





	+/–
	Planning
	1



	+/–
	Teaching
	5



	+/–
	Student assessment
	3



	
	Classroom management
	7



	–
	Individualisation
	6



	–/+
	Autonomy
	2



	
	Interaction and communication
	15



	+/–
	Students
	10



	+/–
	PE colleagues
	4



	–/+
	Other subject colleagues
	7



	–
	Administration
	2



	+
	Principal
	2



	–/+
	Parents
	5



	
	School culture
	10



	–
	Marginalisation
	9



	–/+
	Isolation
	6



	+
	Autonomy
	1



	+/–
	Familiarity with school culture
	3



	–
	Overwhelmed by workload
	4



	
	Role and position
	8



	+/–
	Self-awareness
	7



	–
	Role conflict
	3



	
	Professional development over several years
	4



	–/+
	Second year
	2



	–/+
	Third year
	2



	
	Support
	11



	–/+
	Formal support
	4



	+/–
	Informal support
	6



	–
	Lack of support
	5






The conventional content analysis identified the newly graduated PE teachers’ experiences of subject content knowledge as either positive or negative in accordance with their level of self-confidence regarding different subject content areas. Classroom management involved negative experiences concerning individualisation and revealed PE teachers to have trouble making independent decisions, although they were pleased to have autonomy in the form of independence. While interaction and communication with students were reported as positive, students who exhibited behavioural issues (e.g. passive behaviour, lack of motivation, verbal and physical violence) inhibited PE teachers’ ability to teach and so were coded as negative. Furthermore, relationships with PE colleagues and other subject colleagues were generally experienced as positive, although they could be negative if a lack of collaboration, differences in curriculum perspectives and/or a lack of respect were experienced. Interaction and communication with parents were experienced as challenging. While principals were found to be supportive, school administration staff were reported to provide little support.

Feelings of isolation and marginalisation were identified as negative and related to when the school culture (i.e. students, parents, colleagues, administration and principal) placed less emphasis on student learning in relation to PE. Newly graduated PE teachers felt overwhelmed by their workload due to being responsible for many tasks other than teaching. Positive experiences were reported by teachers who were familiar with the school culture and/or experienced autonomy among the teaching staff. The role and position were associated with negative experiences for PE teachers due to the need to fulfil and balance various roles. They reported positive experiences related to self-awareness of their position, which helped them to become an appreciated member of the school culture. At the end of the third year, professional development was recognised in PE teachers’ beliefs and actions, with them beginning to think and act in a more balanced way. The research data identified both positive and negative experiences regarding formal (i.e. mentoring and in-service courses online or in person) and informal support (i.e. supportive or nurturing school environment). Here, informal support was experienced more favourably than formal support, while some teachers experienced not receiving the support they required.



Performative and organisational aspects reported

By means of the directed content analysis, seven themes of experiences reported in the 16 selected studies were categorised into different aspects of professional teaching practice: performative and/or organisational aspects. Some studies combined the two aspects; therefore, the number of results was higher than the total number of studies (see Table 3).


Table 3. Experiences of performative and/or organisational aspects (n = 16)



	Experiences of the performative aspect (n = 13)



	Subject content knowledge
	5



	Classroom management
	7



	Interaction and communication (students)
	10



	Experiences of the organisational aspect (n = 15)



	Interaction and communication (PE colleagues, other subject colleagues, principal, administration and parents)
	13



	School culture
	10



	Experiences of performative and organisational aspects (n = 14)



	Role and position
	8



	Professional development over several years
	4



	Support
	11






The performative aspect of professional teaching work covered experiences related to subject content knowledge, classroom management, and interaction and communication with students. Moreover, experiences related to interaction and communication with PE colleagues, other subject colleagues, the principal, the administration and parents, as well as those related to the school culture, comprised the organisational aspect. The themes of role and position, professional development over several years and support were applicable to the combination of the performative and organisational aspects.




Discussion

This scoping review mapped the published research concerning newly graduated PE teachers’ experiences, as categorised into the performative and/or organisational aspects of their professional practice. In this part we elaborate on how the results align with the theory of professions framework (Hermansen et al., 2018) and previous research presented in the introduction. The discussion is organised in accordance with the research questions and the conclusion summarises the results in order to provide a broad overview of the available research, identify potential knowledge gaps and additional research required in the field.


From self-focused to student-oriented

When entering the teaching profession, newly graduated PE teachers tend to be preoccupied with the performative aspect of teaching PE (Banville, 2015; Gordon, 2016; Macdonald, 1995). They later become accustomed to managing other duties outside the classroom but within the school context (i.e. organisational work) (Banville, 2015). The workload associated with all of these tasks appears to overwhelm PE teachers (Shoval et al., 2010), causing tension between their work as a professional practitioner in the classroom and their dependence on the organisational structure of their school and state governance, which has previously been identified as a dilemma facing all those in the teaching profession (Andreassen, 2017; Molander & Terum, 2008; Wermke & Höstfält, 2014). Moreover, newly graduated PE teachers are recognised by the studies included in this scoping review to be concerned with their own development during their first induction year, which results in them concentrating on what and how to teach (i.e. subject content knowledge and classroom management). The studies that include teachers in their second year report a shift in this regard, with the teachers’ focus becoming more student-oriented, which indicates the progression of learning and the proper implementation of subject content knowledge (Banville, 2015; Gordon, 2016). Thus, it appears that newly graduated PE teachers must become familiar with the school context if they are to be able to practice their work professionally (Eldar et al., 2011).

The way newly graduated PE teachers manage the performative work of planning, teaching and assessing (e.g. selecting the criteria for assigning a grade, providing specific feedback) relates to their level of self-confidence regarding different subject content areas (Romar & Frisk, 2017). When considering PE teachers’ experiences of leading students’ learning processes (individualisation), the assessed studies report that new graduates exhibit inadequate knowledge of the differentiated activities, instruction techniques and learning strategies appropriate for addressing individual student differences, for students in general (Napper-Owen & Phillips, 1995) and for students with special needs in particular (Eldar et al., 2011; Ensign & Woods, 2017). The feeling of having insufficient knowledge is understandable given that newly graduated PE teachers are more self-focused than outward looking when they start their professional practice (Banville, 2015; Gordon, 2016). The examined studies reveal ambivalence among the PE teachers’ experiences of autonomy: they experience difficulties in having to make independent decisions straight away, although they are satisfied with having autonomy in the form of independence (Macdonald, 1995; Zach et al., 2015).

Interaction and communication are included within the scope of 15 out of 16 assessed studies, and they are categorised here as both a performative aspect (with students) and an organisational aspect (with PE colleagues, other subject colleagues, the principal, the administration and parents). While interaction and communication with students are reported as positive experienced in several studies (Hebert & Worthy, 2001), students who exhibit behavioural issues (e.g. passive behaviour, lack of motivation, verbal and physical violence) hinder PE teachers’ ability to teach (Eldar et al., 2011). Relationships with PE colleagues (Napper-Owen & Phillips, 1995) and other subject colleagues (Capel, 1993) are generally reported as positive, although they are experienced as challenging when there is a lack of collaboration with PE colleagues who do not view them as equals due to their inexperience (MacPhail & Hartley, 2016) and when there is a lack of collegiality, differences in curriculum perspectives and/or a lack of respect from other subject teachers (O’Sullivan, 1989). Here, we again find ambivalence in that the relationships are experienced as both positive and challenging at the same time. This ambivalence reflects a trend in the research data: work related to both interaction and communication seems to become more challenging when newly graduated PE teachers elaborate on their experiences of the various relationships.



Collaborative relationships in school

In terms of relationships with colleagues at the school as an organisational aspect, the studies use unambiguous statements and language to relate newly graduated PE teachers’ feelings of both isolation (Ensign & Woods, 2017) and marginalisation (Macdonald, 1995). These studies report that the school culture (i.e. students, parents, colleagues, administration and principal) places less emphasis on PE and has lower expectations of students’ learning in relation PE due to considering it a non-academic subject. As the PE teaching environment tends to be located away from other classrooms, PE teachers are vulnerable to becoming withdrawn and feeling separate from the usual collegial culture within the school environment (Ensign & Woods, 2017), especially if the school has only one PE teacher (MacPhail & Hartley, 2016) or if there are tensions within the PE department as a whole (Banville, 2015). By contrast, some newly graduated PE teachers may not experience isolation due to the teaching staff having autonomy to value ideas and make decisions as well as due to there being openness to the introduction of system-wide initiatives and less familiar sports (Zach et al., 2015).

Linked to the theme of support, four studies consider PE teachers’ interaction and communication with the school administration and the principal. The administration staff are reported to provide little support, with the related communication (about students) being described as inaccurate or even non-existent (Eldar et al., 2011; Macdonald, 1995). Conversely, interaction and communication with the principal are experienced as indicative of a supportive relationship that assigns newly graduated PE teachers’ responsibility, treats them as equal members of staff and displays a caring attitude, particularly through providing support when dealing with parents (Blankenship & Coleman, 2009; O’Sullivan, 1989).

Teachers’ organisational work when interacting and communicating with parents is experienced as challenging (Romar & Frisk, 2017). Indeed, when parents do not understand and/or value PE as a subject, PE teachers experience difficulties persuading parents to encourage and facilitate student learning (O’Sullivan, 1989). Some newly graduated PE teachers actually come to dislike direct conversations with parents (González-Calvo & Fernández-Balboa, 2018) due to experiences with parents who behave in an obnoxious manner (O’Sullivan, 1989) or threaten them (González-Calvo & Fernández-Balboa, 2018). In the reviewed studies, conflict with parents is reported to stem from the lack of a tradition of collaboration with families within the school. Another reason for conflict is reported to be the fact that newly graduated PE teachers often only have part-time or temporary jobs, which makes it difficult for them to build relationships (González-Calvo & Fernández-Balboa, 2018). Given the difficulty of identifying a collaborative relationship between teachers, students and parents in the reviewed studies, we suggest this to be a valuable topic for future research.



Balance the roles

The studies identify role conflict challenges when newly graduated PE teachers are expected to balance the roles of mentor, friend, leader, authority figure, coach, and counsellor. Initially, one role must suffer for another to succeed (Ensign & Woods, 2017; Macdonald, 1995; MacPhail & Hartley, 2016). This is a part of PE teachers’ professional work where the performative and organisational aspects cannot be separated due to the role conflict that can occur both inside and outside the classroom (Hermansen et al., 2018). Another experience reported in the studies that combines the performative and organisational aspects concerns PE teachers’ experiences of their position as new graduates. They have self-awareness of entering the teaching profession with new strengths, individual ambitions (Shoval et al., 2010), innovative knowledge (Eldar et al., 2011) and an active role (Blankenship & Coleman, 2009), which helps them to become an appreciated member of the school culture (Zach et al., 2015). Both the nature of PE as a subject (i.e. active social involvement) and newly graduated teachers’ relative youth are reported as advantages when it comes to their relationships with students (Hebert & Worthy, 2001). Most novice teachers are aware that they still have much to learn (Banville, 2015); therefore, they invest much time and energy in their job (Shoval et al., 2010). Hebert and Worthy (2001) note that such investment is easier for teachers who do not have family responsibilities.

Yet, while newly graduated PE teachers are generally aware of still having much to learn, the work of Macdonald (1995) and González-Calvo and Fernández-Balboa (2018) highlights how some teachers do not have sufficient skills to critically assess their own performance during the first three years of their professional practice. However, by the end of the third year, a radical shift is observed in PE teachers’ beliefs and actions, as they begin to think and act in a more balanced way because they recognise the importance of collaborating with parents for the good of students (González-Calvo & Fernández-Balboa, 2018).

The examples of support in the selected studies show that newly graduated PE teachers experience their induction to the profession as challenging. Few PE teachers receive sufficient support (MacPhail & Hartley, 2016; Shoval et al., 2010), while those who do receive such support feel strongly that it should be maintained throughout their second year (Banville, 2015; Napper-Owen & Phillips, 1995). In this regard, Napper-Owen and Phillips (1995) stress that support is more crucial for PE teachers in smaller school districts due to there being fewer peers in their subject area. Still, the reviewed studies indicate that support intended to help newly graduated PE teachers with their professional practice is being demanded by PE teachers themselves (Shoval et al., 2010). This desire and need for support on the part of PE teachers as they enter the teaching profession emphasises how professional qualification is an ongoing learning process that develops through education and throughout a professional career (Darling-Hammond, 2017; Ingersoll & Collins, 2018). Both the formal (i.e. mentoring within the school environment or in-service training courses) (e.g. Costa Filho & Iaochite, 2018) and informal support (i.e. school with supportive and nurturing colleagues and/or principal) (Blankenship & Coleman, 2009) reported in the studies are experienced by PE teachers as useful (MacPhail & Hartley, 2016), although whether or not such support is considered adequate by new graduates depends on who provides it (Napper-Owen & Phillips, 1995). Given that informal support is more favourably experienced than formal support (Ensign & Woods, 2017), an important goal for future studies is to determine what constitutes appropriate support for newly graduated PE teachers.




Concluding remarks

The research data presented in this scoping review reflect a problem-oriented trend (in both the performative and organisational aspects) whereby positive experiences become negative when newly graduated PE teachers are asked to elaborate on those experiences. Although newly graduated PE teachers are qualified in the field of PE, their professional practice depends on other people’s participation and cooperation as well as on their own experienced autonomy. Thus, there are many aspects of professional practice that PE teachers experience as difficult during their first five years in the profession.

While still limited, research on newly graduated PE teachers’ experiences is developing, with prior studies emphasising the need for further investigation in the field. As the teaching profession’s qualifications include various aspects of professional teaching work, there exists a need for extended research in this regard. It may be the case that research on newly graduated PE teachers has traditionally adopted a problem-oriented approach; however, scoping reviews cannot generally be regarded as a final output in their own right (Grant & Booth, 2009; Tricco et al., 2016). Through this scoping review, we have identified the main themes and subthemes concerning positive and negative experiences related to many different tasks that PE teachers must cope with and that newly graduated PE teachers must perform for the first time during their induction period. In this review, we have also identified a number of knowledge gaps within the research on newly graduated PE teachers, such as communication and collaboration with parents and colleagues, in addition to what constitutes appropriate support for newly graduated PE teachers. We suggest these to be valuable topics for future research. In general, there is a need for more research on the many small and larger tasks of PE teachers when viewed in light of the performative and organisational aspects of teaching practice. Such efforts may highlight what newly graduated PE teachers are successful at and what professional knowledge they bring with them from their teacher training. Moreover, it must be noted that a continued research focus on negative experiences may hinder the development of new questions concerning the valuable resource that newly graduated PE teachers represent.
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	1 Different fields and disciplines use PRISMA in different ways in connection with scoping reviews (e.g. the extended PRISMA-ScR checklist (Tricco et al., 2018).
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