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 Online and hybrid physical education (OPE) has become a recurring 

instructional reality in many schools and universities, yet little is known 

about how students experience teaching quality in these settings. This study 

investigates how tertiary students characterize effective and ineffective 

teaching in OPE within a hybrid learning context, offering student-centered 

qualitative insights that remain underrepresented in the literature. Structured 

virtual interviews were conducted with 69 students from a State University 

in Pampanga, Philippines, all of whom had completed at least one semester 

of online or hybrid physical education (PE). Data were analyzed using 

inductive thematic analysis with independent dual coding and third-coder 

adjudication. Two dimensions consistently shaped student accounts across 

all thematic categories: instructional clarity and affective teacher presence. 

Students treated clear, step-by-step instruction not merely as a preference but 

as a basic condition for participation, while unclear directions were the most 

frequently cited undesirable trait. Similarly, teacher encouragement, 

energetic delivery, and supportive behavior were closely linked to 

motivation and engagement, while strictness and pressure were associated 

with withdrawal. Contextual barriers such as limited equipment, unstable 

internet, and emotional fatigue were also reported, though they appeared less 

often than teacher-related factors across student responses. These findings 

suggest that instructional clarity and affective teacher presence are the two 

central conditions for sustaining student participation in hybrid PE 

environments, and that OPE teachers who prioritize these qualities are better 

positioned to maintain engagement even in resource-constrained settings. 
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1. INTRODUCTION 

Online and hybrid learning arrangements have reshaped instructional delivery across disciplines, 

including physical education (PE). Unlike content-based subjects that primarily rely on text or lecture 

formats, PE requires movement demonstration, real-time feedback, and active participation. The transition to 

online and hybrid modes has therefore introduced unique instructional challenges that carry real 

consequences for students, including reduced physical activity, disengagement, and inequitable learning 

conditions for those with limited resources at home [1]. These challenges are particularly acute in disruption-
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prone contexts such as the Philippines, where schools and universities regularly shift to online delivery in 

response to typhoons, flooding, and high heat index advisories, making hybrid PE not an exceptional 

arrangement but a recurring instructional reality. 

Research examining online and hybrid physical education (OPE) has largely focused on 

implementation barriers, teacher experiences, and operational adjustments during emergency remote teaching 

[2], [3]. While such studies provide insight into structural and pedagogical constraints, they tend to center the 

teacher’s perspective, leaving students’ lived experiences of teaching quality largely unexamined. 

Comparatively fewer investigations have centered on students’ qualitative descriptions of what they perceive 

as effective or ineffective teaching in OPE, and those that exist were conducted mostly during the COVID-19 

pandemic under emergency conditions rather than in stable hybrid arrangements. Existing work in broader 

online learning literature emphasizes the importance of teacher presence, clarity of instruction, and 

motivational support in shaping student engagement [4], [5]. However, these constructs have not been 

critically examined through student-generated accounts within movement-based hybrid PE contexts where 

disruptions are environmental and ongoing rather than crisis-driven. This gap matters because instructional 

continuity in intermittent hybrid delivery depends not only on technological access but on how teaching 

practices are actually experienced by learners. 

The contribution of this study lies in its focus on student-generated qualitative accounts of OPE 

teaching within a Philippine hybrid learning context, where online delivery is triggered by environmental 

conditions rather than by institutional design. Unlike prior studies that document teacher-reported challenges 

or structural barriers, this study centers the student voice as the primary source of evidence, offering  

a ground-level account of what instructional behaviors actually shape participation and motivation in 

movement-based hybrid classes. This focus addresses a gap that existing OPE literature has not yet fully 

explored. 

The present study addresses this gap by exploring tertiary students’ perceptions of desirable and 

undesirable characteristics of OPE teachers in a State University in Pampanga, Philippines, where online 

delivery is implemented in response to environmental conditions such as typhoons, flooding, and high heat 

index advisories. By centering student voice in a non-emergency hybrid context, this study contributes 

qualitative evidence that is distinct from pandemic-era research and more reflective of the ongoing 

instructional conditions many Filipino students face. Specifically, this study sought to answer the following 

questions: 

− What characteristics do tertiary students perceive as desirable and undesirable in online PE teachers? 

− What factors do students identify as sources of engagement and difficulty in hybrid PE classes? 

− What do students describe as their primary motivators and sources of discouragement in online PE? 

 

 

2. METHOD 

An exploratory qualitative design was employed to investigate students’ experiences of online and 

hybrid PE instruction. This approach was chosen because the study aimed to capture the depth and 

complexity of student perceptions rather than measure predefined variables, making qualitative inquiry more 

appropriate than quantitative or mixed-methods alternatives. Although frequency counts are reported to 

indicate the prevalence of themes across participants, these figures serve a descriptive rather than inferential 

purpose and do not alter the qualitative nature of the analysis. Data were collected virtually from students 

enrolled at a State University in Pampanga, Philippines, where onsite classes are intermittently converted to 

online delivery in response to environmental conditions such as typhoons, flooding, and high heat index 

advisories. 

 

2.1.  Participants 

Participants were recruited through purposive sampling via class announcements and direct 

invitations coordinated through their respective PE instructors. Eligibility required completion of at least one 

semester of online or hybrid PE and a minimum age of 18 years. A total of 69 students met the inclusion 

criteria and were included in the study. The mean age was 19.91 years (range=18-24), and the sample 

consisted of 51 females (73.91%) and 18 males (26.09%). Participants came from multiple degree programs 

across the university, though year level and program distribution were not systematically recorded as the 

study prioritized PE experience over academic profile. Regarding equipment access at home, 18 students 

(26.09%) reported full access and 36 (52.17%) reported partial access, indicating that more than half of the 

participants experienced some degree of equipment limitation. While the sample was drawn from a single 

institution, the shared experience of environmentally disrupted hybrid PE among participants suggests that 

findings may be transferable to similar disruption-prone higher education contexts in the Philippines and 

comparable settings. Participation was voluntary, and informed consent was obtained prior to data collection. 
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No personally identifiable information was collected. All transcripts and coding records were stored in 

password-protected files accessible only to the research team. This was consistent with the data privacy 

requirements of the Philippine Data Privacy Act of 2012. 

 

2.2.  Interview protocol 

Data were gathered through structured virtual interviews which lasted from 15 to 30 minutes.  

The protocol consisted of demographic questions covering age, gender, home equipment access, preferred 

learning platform, and self-rated fitness level. Four open-ended questions were included to capture students’ 

experiences: i) characteristics liked in an online PE teacher and the reasons for these preferences;  

ii) characteristics disliked in an online PE teacher and the reasons for these concerns; iii) factors that made 

the class engaging or difficult; and iv) factors that motivated or discouraged participation in online PE. 

Participants were permitted to respond in English, Filipino, or Taglish, a code-switched variety 

combining Filipino and English. Responses in Filipino or Taglish were translated into English by a qualified 

language instructor to ensure linguistic accuracy while preserving the intended meaning of each statement. 

All responses were transcribed verbatim prior to analysis. The interview guide underwent content validation 

by educators with at least five years of experience in online teaching, and questions were refined based on 

their feedback to ensure clarity and relevance to the hybrid PE context. Prior to full data collection,  

the protocol was reviewed for clarity and appropriateness through a preliminary review with two students 

who met the inclusion criteria but were not included in the final sample. Feedback from this review was used 

to refine question phrasing for clarity. Probing questions were used during interviews to encourage 

elaboration when responses were brief or ambiguous. Interviewer bias was minimized by following  

a standardized protocol and avoiding leading questions throughout all sessions. Given the exploratory nature 

of the study, formal psychometric validation was not conducted. 

 

2.3.  Data analysis 

All transcripts were reviewed for completeness prior to analysis. Inductive thematic analysis was 

conducted following procedures outlined by [6], [7], which draw on the framework established by Braun and 

Clarke. Meaningful segments of text were assigned initial codes, which were subsequently grouped into 

broader thematic categories representing recurring patterns across participants. Two researchers coded all 

transcripts independently, and discrepancies were resolved by a third coder who made final categorization 

decisions. No formal reliability coefficient was computed, as disagreements were settled through discussion 

until consensus was reached, which is consistent with qualitative thematic analysis practice [8]. Each 

response could be assigned to multiple thematic categories, and frequencies and percentages were calculated 

to indicate the proportion of participants referencing each theme. Because categories were not mutually 

exclusive, cumulative percentages across themes exceed 100%. 

 

 

3. RESULTS 

3.1.  Desirable characteristics of OPE teachers 

Thematic analysis identified six recurring characteristics that students associated with effective OPE 

instruction, as shown in Table 1. Clarity of explanation and structured instruction was the most frequently 

reported theme (46.38%). Students consistently associated clear, step-by-step guidance with reduced 

confusion and greater confidence in task execution. 

 

“I like a teacher who explains the activity clearly and gives step-by-step instructions.” (1) 

“When instructions are clear, it is easier to follow and perform.” (2) 

“Straight to the point explanations help me focus.” (3) 

 

An energetic and engaging teaching style was the second most frequently reported theme (33.33%). 

Students described enthusiasm and an enjoyable class atmosphere as conditions that sustained their 

willingness to participate. Several students specifically mentioned that an energetic teacher helped them push 

through physical tiredness during online sessions. 

 

“An energetic teacher motivates me to move even if I feel tired.” (1) 

“I prefer a lively teacher who makes the class fun.” (2) 

 

Supportive and encouraging behavior was reported by 20.29% of students. Responses in this 

category linked positive feedback and reassurance to sustained motivation. Students valued encouragement 

especially when they felt unsure about their ability to perform a given physical activity. 
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“I like teachers who encourage us even if we are not good at the activity.” (1) 

“Support and positive feedback motivate me.” (2) 

 

Patience and understanding were valued by 17.39% of students, particularly in relation to internet 

disruptions and physical limitations. The use of demonstrations and visual examples was reported by an equal 

proportion (17.39%), reflecting the importance students place on modeled instruction in movement-based 

tasks. Flexibility in workload and deadlines was mentioned by 15.94%, most frequently among students 

managing multiple academic demands. 

 

 

Table 1. Desirable characteristics of OPE teachers 
Characteristics Frequency Percentage (%) 

Clear explanations/structured instruction 32 46.38 

Energetic/engaging teaching style 23 33.33 
Encouraging/supportive behavior 14 20.29 

Patient/understanding 12 17.39 

Use of demonstrations/videos 12 17.39 
Flexible workload/deadlines 11 15.94 

 

 

3.2.  Undesirable characteristics of OPE teachers 

Four themes emerged from students’ descriptions of ineffective teaching practices, as shown in  

Table 2. Unclear instructions or confusing explanations were the most frequently cited concern (20.29%). 

The frequency of this theme directly mirrors the importance of clarity in the desirable characteristics 

category, reinforcing its role as a key instructional variable. 
 

“I dislike when the teacher explains in a confusing way.” (1) 

“If instructions are unclear, I feel lost.” (2) 
 

Overly strict teaching practices or excessive pressure were reported by 8.70% of students, with 

responses frequently linking strictness to heightened stress and reduced willingness to participate. Students 

described strict teachers as creating an atmosphere where mistakes felt punishable rather than correctable. 

This made them hesitant to attempt activities they were not confident about. 
 

“Too strict teachers make the class stressful.” (1) 
 

Monotonous or boring delivery was cited by 4.35% of students, and excessive workload was 

mentioned by a single respondent (1.45%). Students who cited boring delivery described classes that 

followed a repetitive format with little variation in activities. Those who mentioned excessive workload 

pointed to difficulty managing PE requirements alongside other academic demands. 
 

 

Table 2. Undesirable characteristics of OPE teachers 
Characteristics Frequency Percentage (%) 

Unclear instruction 14 20.29 

Overly strict/high pressure 6 8.70 

Boring delivery 3 4.35 

Excessive workload 1 1.45 

 

 

3.3.  Engagement and difficulty 

Students attributed engagement and difficulty to both teacher behavior and contextual factors, as 

shown in Table 3. Teacher guidance and presence was the most frequently reported engagement factor 

(39.13%). Students described interaction, active involvement during exercises, and consistent teacher 

presence as conditions that increased participation. 
 

“The class is engaging when the teacher interacts with us.” (1) 

“Guidance during the activity makes it easier.” (2) 
 

Fun and interactive activities were reported by 31.88% of students as contributing to engagement, 

with responses emphasizing activity variety and enjoyable class routines. Students noted that classes felt 

more manageable when activities changed from session to session. A predictable or repetitive format was 

seen as contributing to disengagement over time. 



                ISSN: 2252-8822 

Int J Eval & Res Educ, Vol. 15, No. 5, October 2026: 4550-4559 

4554 

“Fun activities make online PE enjoyable.” (1) 

 

Among sources of difficulty, internet and technical issues were most frequently cited (18.84%), 

followed by limited equipment or space at home (8.70%) and unclear instructions (7.25%). Students reported 

that connectivity problems made it hard to follow demonstrations in real time. Limited home space and 

equipment further restricted their ability to perform certain physical activities as required. 

 

 

Table 3. Engagement and difficulty factors 
Factors Frequency Percentage (%) 

Teacher guidance/presence 27 39.13 

Fun/interactive activities 22 31.88 

Internet/technical issues 13 18.84 
Limited equipment/space 6 8.70 

Unclear instructions 5 7.25 

 

 

3.4.  Motivation and discouragement 

Teacher encouragement and feedback were identified by 59.42% of students as the primary source 

of motivation, as shown in Table 4. Students consistently connected praise and supportive communication 

with greater willingness to engage in physical tasks. Some students specifically noted that receiving feedback 

made them feel capable of completing activities they would otherwise avoid. 

 

“I feel motivated when the teacher gives positive feedback.” (1) 

“Encouragement makes me try harder.” (2) 

 

Low energy, stress, and diminished interest were reported by 40.58% of students as discouraging 

factors, reflecting the emotional and physical demands associated with sustained participation in online 

formats. Internet and equipment constraints were cited as additional sources of discouragement by 14.49% of 

respondents. Students described these challenges as compounding, where technical problems on top of 

physical fatigue made participation feel difficult to sustain. 

 

“Sometimes I feel too tired to participate.” (1) 

 

 

Table 4. Motivation and discouragement factors 
Factors Frequency Percentage (%) 

Teacher encouragement/feedback 41 59.42 

Low energy/stress 28 40.58 

Internet/equipment constraints 10 14.49 

 

 

4. DISCUSSION 

The results of this study show that students’ expectations in OPE are shaped less by the structure of 

physical tasks than by how teachers communicate and relate to them. Across all four thematic categories, 

instructional clarity and affective teacher presence stood out as the most frequently reported dimensions. This 

pattern suggests that students have a relatively clear idea of what good online PE teaching looks like, one that 

centers on the quality of human interaction rather than on the design of activities or assessment. What 

distinguishes these findings from prior work is that students did not describe clarity and encouragement 

merely as preferences. They described them as conditions, things that needed to be present before 

participation was even possible. This distinction has practical consequences for how OPE instruction is 

designed and evaluated. 

The emphasis on instructional clarity is consistent with findings from studies on online PE. Jeong 

and So [1] identified limited feedback opportunities and difficulties in demonstrating movement-based tasks 

as primary teacher-reported challenges during online instruction, while Yu and Jee [9] found that feedback 

quality and instructional preparation were critical to the success of online practical PE classes. These studies 

document the consequences of unclear instruction from the teacher’s side. The present findings add a student-

centered view to this picture: students do not merely prefer clear instruction, they consistently described it as 

a condition for participation [10]–[12]. This distinction is theoretically meaningful.  

In movement-based learning, verbal instructions must be translated into physical action, a process 

that places cognitive demands on learners beyond what text-based subjects require. When instructions are 
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unclear, students in OPE cannot simply reread a passage or pause a lecture. They are left without a viable 

entry point into the task itself [13], [14]. This suggests that instructional clarity in OPE functions as a 

cognitive scaffold, reducing uncertainty and enabling students to convert teacher communication into 

physical performance [15], [16]. Vo and Ho [17] similarly found that course clarity had significant indirect 

effects on students’ behavioral, cognitive, and affective engagement in online learning, mediated through 

expectancy and task value beliefs, which supports this interpretation. OPE teachers therefore need to treat 

instructional communication as a primary concern rather than an incidental part of delivery [18]. 

The role of teacher affective presence in sustaining motivation is consistent with self-determination 

theory (SDT), which identifies competence and relatedness as core psychological needs underlying intrinsic 

motivation [4]. In PE contexts, White et al. [19] found through a systematic review that autonomy-supportive 

and competence-affirming practices consistently produce positive motivational outcomes [20], and 

specifically reported that perceived teacher support predicted autonomous motivation in online PE [21], [22]. 

The present data reflect the same pattern. Students who described encouraging, energetic, and supportive 

teachers reported greater willingness to participate, while those who described strict or pressuring teachers 

reported withdrawal [23]. Several studies [24], [25] found that controlling teaching styles produced 

amotivation and disengagement in PE students, reinforcing this finding [26]. What the present study adds to 

this body of work is a grounding in a non-emergency hybrid context. Most SDT-informed OPE studies were 

conducted during the COVID-19 pandemic, when both teachers and students were navigating crisis 

conditions. The present findings suggest that the same motivational dynamics operate in routine hybrid 

delivery, indicating that affective teacher presence is not only a crisis response strategy but a sustained 

instructional requirement [27], [28]. OPE teachers and program designers should therefore treat motivational 

climate as a structural feature of course design, not an interpersonal variable left to individual teaching style. 

Students also reported barriers related to internet instability, limited equipment, and restricted home 

space, which is consistent with documented constraints in the OPE literature [2], [14], [29], [30]. What is 

notable, however, is that these barriers appeared less often than teacher-related factors across engagement 

and motivation prompts. This does not suggest that structural inequities are unimportant as both [2], [29] 

have documented their impact on instructional delivery. Rather, it suggests that within the conditions students 

already face, teacher behavior remains a meaningful factor. Students appear to regard teacher clarity, 

flexibility, and encouragement as things that matter even when their learning conditions are difficult. This 

finding has direct implications for teacher training and professional development programs [13], [14], [28], 

which should equip OPE teachers with communication and motivational strategies that remain effective even 

when students lack ideal learning environments [31]. 

Emotional fatigue was reported by 40.58% of students as a discouraging factor, making it the 

second most frequently cited source of disengagement after teacher-related variables. Research by 

Frontzkowski et al. [32] found that prolonged use of video conferencing produced fatigue across emotional, 

motivational, and social dimensions. Studies have also established that digital fatigue is directly linked to 

academic disengagement and psychological burnout [33]–[35]. In PE, these demands intersect with the 

physical effort the subject requires, which may increase fatigue beyond what students experience in other 

online courses. OPE teachers and course designers may therefore need to consider pacing strategies, varied 

task formats, and recovery intervals not as optional additions but as necessary features for sustaining student 

participation. At the institutional level, acknowledging digital fatigue as a legitimate concern in OPE 

curriculum planning may help reduce dropout and disengagement in ways that purely technology-focused 

interventions cannot. 

 

 

5. THEORETICAL CONTRIBUTION 

This study refines how SDT applies to OPE by showing which specific teacher behaviors address 

each of its three psychological needs in a hybrid, movement-based setting. Instructional clarity supports 

competence, as students described it as the condition that made physical task execution feel possible. 

Affective teacher presence supports relatedness, while flexible and low-pressure teaching supports autonomy, 

with controlling styles directly working against both. These findings show how SDT needs are satisfied or 

blocked through concrete teaching behaviors in OPE, adding to what the existing SDT-in-PE literature has 

not yet examined from the student’s perspective. 

 

 

6. CONCLUSION 

This study found that instructional clarity and affective teacher presence are the two dimensions that 

most consistently shape how students experience OPE. Students did not simply prefer teachers who 

explained things clearly and offered encouragement. They described these qualities as conditions that 

determined whether they could participate at all. This distinction is the study’s core contribution.  
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Prior research has established that clarity and support matter in online learning broadly, but the present 

findings show that in movement-based subjects like PE, these qualities carry a more fundamental role. 

Without clear instruction, students cannot translate teacher communication into physical action. Without 

affective presence, students disengage before the task begins. These findings have direct implications for 

practice. OPE teachers should prioritize structured, step-by-step instructional delivery and maintain 

consistent motivational communication, particularly in hybrid arrangements where face-to-face cues are 

absent or intermittent. Teacher training programs should incorporate these competencies explicitly rather 

than treating them as incidental to PE instruction, and institutions operating in disruption-prone contexts like 

the Philippines should recognize that hybrid PE delivery requires deliberate pedagogical preparation, not just 

technological infrastructure. Emotional fatigue also emerged as a meaningful concern, and its intersection 

with the physical demands of PE suggests that course pacing and task variety deserve more attention in OPE 

design. Future research should examine whether students with different motivational profiles respond 

differently to these teaching qualities, and whether findings hold across different institutional contexts and 

levels of hybrid delivery. The sample is only from the Philippine context, which limits how broadly the 

findings can be applied. Data were based on student perceptions alone, and teacher perspectives were not 

included, so future studies that gather both accounts would give a more complete picture of OPE instructional 

quality. 

 

 

FUNDING INFORMATION 

This study was supported by the authors individual affiliation. 
 

 

AUTHOR CONTRIBUTIONS STATEMENT 

This journal uses the Contributor Roles Taxonomy (CRediT) to recognize individual author 

contributions, reduce authorship disputes, and facilitate collaboration. 

 

Name of Author C M So Va Fo I R D O E Vi Su P Fu 

Vanessa B. Sibug ✓ ✓ ✓ ✓ ✓ ✓ ✓ ✓ ✓ ✓  ✓ ✓ ✓ 

Emerson Q. Fernando ✓ ✓  ✓ ✓ ✓ ✓ ✓ ✓ ✓   ✓ ✓ 

Jumel C. Miller ✓ ✓  ✓ ✓ ✓ ✓  ✓ ✓   ✓ ✓ 

Jan Henry B. Sunga ✓ ✓  ✓ ✓ ✓ ✓  ✓ ✓    ✓ 

Joseph A. Bansil ✓ ✓  ✓ ✓ ✓ ✓  ✓ ✓    ✓ 

John Paul P. Miranda ✓ ✓ ✓  ✓ ✓ ✓ ✓ ✓ ✓  ✓ ✓ ✓ 

 

C :  Conceptualization 

M :  Methodology 

So :  Software 

Va :  Validation 

Fo :  Formal analysis 

I :  Investigation 

R :  Resources 

D : Data Curation 

O : Writing - Original Draft 

E : Writing - Review & Editing 

Vi :  Visualization 

Su :  Supervision 

P :  Project administration 

Fu :  Funding acquisition 

 

 

 

CONFLICT OF INTEREST STATEMENT 

Authors state no conflict of interest. 

 

 

INFORMED CONSENT 

We have obtained informed consent from all individuals included in this study. 

 

 

ETHICAL APPROVAL 

This research adhered to ethical guidelines including the Belmont Report, Helsinki Declaration, 

Philippine Data Privacy Act of 2012, and PCHRD’s 2022 guidelines. 

 

 

DATA AVAILABILITY 

The data that support the findings of this study are available from the corresponding author, [JPPM], 

upon reasonable request. 

 



Int J Eval & Res Educ  ISSN: 2252-8822  

 

Student perspectives on effective teaching in online and hybrid physical education (Vanessa B. Sibug) 

4557 

REFERENCES 
[1] H.-C. Jeong and W.-Y. So, “Difficulties of online physical education classes in middle and high school and an efficient operation 

plan to address them,” International Journal of Environmental Research and Public Health, vol. 17, no. 19, p. 7279, Oct. 2020, 

doi: 10.3390/ijerph17197279. 

[2] J. C. Aguinaldo, “Challenges encountered by physical education teachers in online learning,” in DLSU Research Congress 2021, 
pp. 1–5, 2021. 

[3] M. Ridwan, A. D. V. Saputri, I. Pratiwi, and V. P. Cahyaningtias, “Student perceptions related to physical education online 

learning during COVID-19 pandemic,” in Proceedings of the International Joint Conference on Arts and Humanities, 2021,  
pp. 421–426, doi: 10.2991/assehr.k.211223.073. 

[4] R. M. Ryan and E. L. Deci, “Self-determination theory and the facilitation of intrinsic motivation, social development, and  

well-being,” American Psychologist, vol. 55, no. 1, pp. 68–78, 2000, doi: 10.1037/0003-066X.55.1.68. 
[5] D. R. Garrison, T. Anderson, and W. Archer, “Critical inquiry in a text-based environment: computer conferencing in higher 

education,” The Internet and Higher Education, vol. 2, no. 2–3, pp. 87–105, Mar. 1999, doi: 10.1016/S1096-7516(00)00016-6. 

[6] M. Naeem, W. Ozuem, K. Howell, and S. Ranfagni, “A step-by-step process of thematic analysis to develop a conceptual  
model in qualitative research,” International Journal of Qualitative Methods, vol. 22, pp. 1–18, Oct. 2023,  

doi: 10.1177/16094069231205789. 

[7] A. Majumdar, “Thematic analysis in qualitative research,” in Research Anthology on Innovative Research Methodologies and 
Utilization Across Multiple Disciplines, M. Gupta and M. Shaheen, Eds., Hershey, PA: IGI Global Scientific Publishing, 2022, 

pp. 604–622, doi: 10.4018/978-1-6684-3881-7.ch031. 

[8] N. Cofie, H. Braund, and N. Dalgarno, “Eight ways to get a grip on intercoder reliability using qualitative-based measures,” 
Canadian Medical Education Journal, vol. 13, no. 2, pp. 73–76, Mar. 2022, doi: 10.36834/cmej.72504. 

[9] J. Yu and Y. Jee, “Analysis of online classes in physical education during the COVID-19 pandemic,” Education Sciences, vol. 11, 
no. 1, p. 3, Dec. 2020, doi: 10.3390/educsci11010003. 

[10] C. M. Amerstorfer and C. Freiin von Münster-Kistner, “Student perceptions of academic engagement and student-teacher 

relationships in problem-based learning,” Frontiers in Psychology, vol. 12, Oct. 2021, doi: 10.3389/fpsyg.2021.713057. 
[11] V. Ojha, A. Watkins, C. Perdriau, K. Isenegger, and C. M. Lewis, “Instructional transparency: just to be clear, it’s a good thing,” 

in Proceedings of the 2024 ACM Conference on International Computing Education Research-Volume 1, Aug. 2024,  

pp. 192–205, doi: 10.1145/3632620.3671091. 
[12] E. Severe, J. Stalnaker, A. Hubbard, C. H. Hafen, and E. G. Bailey, “To participate or not to participate? A qualitative 

investigation of students’ complex motivations for verbal classroom participation,” PLoS ONE, vol. 19, no. 2, p. e0297771,  

Feb. 2024, doi: 10.1371/journal.pone.0297771. 
[13] S. Dimo et al., “Students’ technological readiness and online learning self-efficacy in physical education,” Journal of Learning 

for Development, vol. 11, no. 3, pp. 463–477, Nov. 2024, doi: 10.56059/jl4d.v11i3.1124. 

[14] V. Alano et al., “Tracing back from online learning during the pandemic: digital literacy and online learning self-efficacy in 
today’s Physical Education,” Digital Education Review, no. 47, pp. 229–246, Jun. 2025, doi: 10.1344/der.2025.47.229-246. 

[15] A. Oschwald, J. Moeller, B. Kracke, J. Viljaranta, and J. Dietrich, “Student motivation and instructional clarity: linking 

experience sampling method data to objective behavioural observations,” British Journal of Educational Psychology, vol. 95,  
no. S1, pp. S281–S299, Sep. 2025, doi: 10.1111/bjep.12775. 

[16] S. Bolkan, “The importance of instructor clarity and its effect on student learning: facilitating elaboration by reducing cognitive 

load,” Communication Reports, vol. 29, no. 3, pp. 152–162, Sep. 2016, doi: 10.1080/08934215.2015.1067708. 
[17] H. Vo and H. Ho, “Online learning environment and student engagement: the mediating role of expectancy and task value 

beliefs,” The Australian Educational Researcher, vol. 51, no. 5, pp. 2183–2207, Nov. 2024, doi: 10.1007/s13384-024-00689-1. 

[18] H. C. Ortega, R. Castro, J. C. Tolentino, D. S. Pusung, and R. Abad, “The hidden curriculum in a Filipino pre-service physical 
educators’ virtual ecology,” Edu Sportivo: Indonesian Journal of Physical Education, vol. 3, no. 1, pp. 25–40, Mar. 2022,  

doi: 10.25299/es:ijope.2022.vol3(1).8851. 

[19] R. L. White et al., “Self-determination theory in physical education: a systematic review of qualitative studies,” Teaching and 
Teacher Education, vol. 99, p. 103247, Mar. 2021, doi: 10.1016/j.tate.2020.103247. 

[20] Q. Guo et al., “Relationship between perceived teacher support and student engagement in physical education: a systematic 

review,” Sustainability, vol. 15, no. 7, p. 6039, Mar. 2023, doi: 10.3390/su15076039. 
[21] M. Frikha, N. Chaâri, N. Mezghanni, M. M. Alhumaid, and M. S. Alibrahim, “Students’ perceptions in online physical education 

learning: comparison study of autonomy, competence, and relatedness in Saudi students during the COVID-19 lockdown,” 

International Journal of Environmental Research and Public Health, vol. 19, no. 22, p. 15288, 2022, doi: 10.3390/ijerph192215288. 
[22] J. Miao and L. Ma, “Teacher autonomy support influence on online learning engagement: the mediating roles of self-efficacy and 

self-regulated learning,” SAGE Open, vol. 13, no. 4, pp. 1–13, Oct. 2023, doi: 10.1177/21582440231217737. 

[23] T. Panganiban et al., “Interweaving perceived instructors’ emotional support and students’ academic resilience in the physical 
education context through the lens of mindset and attachment theories,” Sportis. Scientific Journal of School Sport, Physical 

Education and Psychomotricity, vol. 11, no. 1, pp. 1–20, Dec. 2024, doi: 10.17979/sportis.2025.11.1.11202. 

[24] N. van Doren, K. de Cocker, T. De Clerck, A. Vangilbergen, R. Vanderlinde, and L. Haerens, “The relation between physical 
education teachers’ (de-)motivating style, students’ motivation, and students’ physical activity: a multilevel approach,” International 

Journal of Environmental Research and Public Health, vol. 18, no. 14, p. 7457, Jul. 2021, doi: 10.3390/ijerph18147457. 

[25] J. Coterón, J. Fernández-Caballero, L. Martín-Hoz, and E. Franco, “The interplay of structuring and controlling teaching styles in 
physical education and its impact on students’ motivation and engagement,” Behavioral Sciences, vol. 14, no. 9, p. 836,  

Sep. 2024, doi: 10.3390/bs14090836. 

[26] T. K. F. Chiu, “Applying the self-determination theory (SDT) to explain student engagement in online learning during the 
COVID-19 pandemic,” Journal of Research on Technology in Education, vol. 54, no. sup1, pp. S14–S30, Jan. 2022,  

doi: 10.1080/15391523.2021.1891998. 

[27] J. He, Q. Wang, and H. Lee, “Enhancing online learning engagement: teacher support, psychological needs satisfaction and 
interaction,” BMC Psychology, vol. 13, no. 1, p. 696, Jul. 2025, doi: 10.1186/s40359-025-03016-0. 

[28] J. C. M. Tanucan, W. Wider, J. Lobo, D. Sofyan, H. Hidayat, and A. R. Arokiasamy, “Voices from the field: Filipino physical 

education teachers’ experiences with hybrid-flexible instruction,” International Journal of Learning, Teaching and Educational 
Research, vol. 24, no. 10, pp. 544–566, Oct. 2025, doi: 10.26803/ijlter.24.10.26. 

[29] V. Varea and G. González-Calvo, “Touchless classes and absent bodies: teaching physical education in times of COVID-19,” 

Sport, Education and Society, vol. 26, no. 8, pp. 831–845, Oct. 2021, doi: 10.1080/13573322.2020.1791814. 



                ISSN: 2252-8822 

Int J Eval & Res Educ, Vol. 15, No. 5, October 2026: 4550-4559 

4558 

[30] J. Lobo, “Canvas learning management system and Zoom: serviceability directed toward physical activities and health and fitness 

courses for synchronous and asynchronous classes,” Journal of Educators Online, vol. 22, no. 2, pp. 1–19, Mar. 2025,  
doi: 10.9743/JEO.2025.22.2.2. 

[31] A. Kuhn et al., “Physical education teachers’ perceived effectiveness in association with student attendance, teacher adaptability, 

external educational supports, and teaching format during the COVID-19 pandemic,” Journal of Healthy Eating and Active 
Living, vol. 2, no. 3, pp. 97–112, Dec. 2022, doi: 10.51250/jheal.v2i3.50. 

[32] Y. Frontzkowski, A. Krick, and J. Felfe, “Harder, better, faster, but more fatigued: the impact of multitasking on 

videoconferences, performance and fatigue,” Computers in Human Behavior Reports, vol. 19, p. 100736, Aug. 2025,  
doi: 10.1016/j.chbr.2025.100736. 

[33] R. An, G. Qian, A. Mumtaz, K. A. Alotaibi, and X. Wang, “Digital fatigue and academic resilience among university students 

with grit and flexibility as mediators,” Scientific Reports, vol. 15, no. 1, p. 45407, Nov. 2025, doi: 10.1038/s41598-025-29313-7. 
[34] W. Emmamally, D. Wentzel, and P. Brysiewicz, “Describing Zoom exhaustion and fatigue in nursing students at a university in 

South Africa,” Health SA Gesondheid, vol. 29, p. 2675, Nov. 2024, doi: 10.4102/HSAG.v29i0.2675. 

[35] T. D. Panganiban, M. H. S. Miguel, D. M. Mendoza, J. E. Santos, F. V. Aguirre, and J. Lobo, “Emotional tolls of physical 
education teacher education students (PETE) toward physical education: an extensive analysis,” Journal of Physical Education, 

vol. 36, no. 1, p. e3603, Feb. 2025, doi: 10.4025/jphyseduc.v36i1.3603. 

 

 

BIOGRAPHIES OF AUTHORS 

 

 

Vanessa B. Sibug     is a Filipino academic, holding a Doctor of Education degree 

and serving as an associate professor at Pampanga State University, Philippines. She is 

recognized for her research and contributions to education, specifically in the fields of 

physical education, health education, educational technology, and gender and development. 

She can be contacted at email: vbsibug@pampangastateu.edu.ph. 

  

 

Emerson Q. Fernando     is a physical education instructor at Pampanga State 

University. His area of interest includes professional education, physical education, and ICT 

in education. He can be contacted at email: eqfernando@pampangastateu.edu.ph. 

  

 

Jumel C. Miller     is an esteemed member of the Regional Quality Assessment 

Team at the Commission on Higher Education (CHED) Regional Office in Region 3, 

specializing in the Bachelor of Physical Education (BPEd) program. He holds a significant 

role as an officer within the United Central Luzon Athletic Association (UCLAA) and 

contributes actively as a referee/coach under the Samahang Basketbol ng Pilipinas in  

Region 3. With a passion for sports promotion, research, and enhancing the quality of 

physical education in tertiary education, Mr. Miller plays a pivotal role in the university’s 

curriculum development. His professional journey includes valuable contributions as a faculty 

member at Central Luzon State University within the Institute of Sports, Physical Education, 

and Recreation. He can be contacted at email: jcmiller@clsu.edu.ph. 

  

 

Jan Henry B. Sunga     is an instructor and the program coordinator for Bachelor of 

Physical Education at Pampanga State University, Main Campus, Philippines. His interests 

are in physical education, sports, and educational technology. He can be contacted at email: 

jhbsunga@pampangastateu.edu.ph. 

https://orcid.org/0009-0002-9251-2427
https://scholar.google.com/citations?user=rKvkhEsAAAAJ&hl=en&oi=ao
https://www.scopus.com/authid/detail.uri?authorId=60341365100
https://orcid.org/0009-0007-0225-6172
https://scholar.google.com/citations?user=3bMtRioAAAAJ&hl=en&oi=ao
https://www.scopus.com/authid/detail.uri?authorId=59507150500
https://www.webofscience.com/wos/author/record/82891844
https://orcid.org/0000-0003-1019-2424
https://scholar.google.com/citations?user=6kffC24AAAAJ&hl=en&oi=ao
https://www.scopus.com/authid/detail.uri?authorId=57224470206
https://www.webofscience.com/wos/author/record/95320132
https://orcid.org/0009-0008-4153-3168
https://www.scopus.com/authid/detail.uri?authorId=60598617800


Int J Eval & Res Educ  ISSN: 2252-8822  

 

Student perspectives on effective teaching in online and hybrid physical education (Vanessa B. Sibug) 

4559 

  

 

Joseph A. Bansil     is an instructor and the program coordinator for Bachelor of 

Physical Education at Pampanga State University–Lubao Campus, Philippines. His interests 

are in physical education, professional education, human movement sciences, sports, and 

educational technology. He can be contacted at email: jabansil@pampangastateu.edu.ph  

  

 

John Paul P. Miranda     is an associate professor at Pampanga State University, 

Philippines. His interests are in analytics, digital transformation, and educational technology. 

He can be contacted at email: jppmiranda@pampangastateu.edu.ph 

 

https://orcid.org/0009-0005-1094-2944
https://scholar.google.com/citations?user=SVkG0IUAAAAJ&hl=en&oi=ao
https://www.scopus.com/authid/detail.uri?authorId=58895338500
https://orcid.org/0000-0003-2059-972X
https://scholar.google.com/citations?user=IVTOXhEAAAAJ&hl=en
https://www.scopus.com/authid/detail.uri?authorId=57209733255
https://publons.com/researcher/4496466/john-paul-p-miranda/

