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Abstract: The purpose of this study was to evaluate the quality of implementation and Physical 

Education (PE) teachers’ perceived advantages, disadvantages, and encountered difficulties of 

online PE teaching during the first wave of the COVID-19 pandemic. The participants were 1148 

professionally active PE teachers from Poland, North Macedonia, Croatia, Turkey, Bulgaria, and 

Kosovo (613 female, 535 male). A cross-sectional online survey study was performed between May 

and September 2020 and was done online through an electronic questionnaire. Study results sug-

gest differences in evaluation of online teaching between PE teachers from different countries: a 

positive evaluation of online teaching reported from teachers from Croatia, Poland, and Bulgaria, 

neutral in Turkey, and a negative evaluation during that period by teachers in Macedonia and 

Kosovo. Different ratings of advantages, disadvantages, and difficulties from the studied countries 

in online teaching in primary and secondary schools were also noted. A lack of proper equipment 

at home, a lack of proper training for information technology (IT) use, as well as use of different 

platforms for online teaching were among the highest-ranked difficulties during online teaching. 

The greatest concerns during online PE teaching were identified in terms of pupils’ safety, the 

intellectual property of resources, and the quality of curriculum delivery. The results from the 

study identify the most important areas of teachers work where PE should be supported regarding 

online teaching. 

Keywords: physical education; teacher; teaching; primary school; secondary school; pandemic; 

modern technology 

 

1. Introduction 

COVID-19, a highly contagious disease [1], affected the world in a short period of 

time and was declared a pandemic by the World Health Organization (WHO) [2]. The 

pandemic caused a crisis in the health, economic, education, political systems, and social 

life of all countries of the world. 
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Education systems worldwide were especially impacted by the pandemic, and 

many countries were forced to change the way education was delivered. More than 92% 

of students worldwide in more than 188 countries have been affected by the pandemic [3] 

as schools have been closed and the teaching process continued through distance learn-

ing. 

Distance learning was facilitated using various information and communication 

technologies (ICT) [4,5]. Teachers in countries such as Norway [6], Sweden, Spain [7], 

France, and Italy [8] directed educational activities remotely via digital devices or 

homeschooling resources in this process. 

The educational systems in the countries included in this research (Poland, Bulgaria, 

Kosovo, Croatia, Macedonia, Turkey) were also greatly impacted by the COVID-19 

pandemic. All the countries initiated a country-wide lockdown, which included the 

closing of schools. Since March 2020, all lessons, including Physical Education (PE), have 

been conducted online. There are some differences in the structure of educational sys-

tems and time allocation for PE in the studied countries. Time allocation for PE in pri-

mary schools ranged from 90–140 min per week in Bulgaria, Croatia, Kosovo, and Mac-

edonia to 180–200 min per week in Poland and Turkey. In the majority of the systems, to 

teach PE in primary schools, one needs to be qualified as a primary school classroom 

teacher, with some countries such as Bulgaria, Macedonia, and Poland allowing only 

specialised PE teachers to conduct PE lessons. In Macedonia, according to new legislation 

from 2019, PE classes are realised through tandem teaching, delivered together by a 

primary school classroom teacher and a specialised PE teacher. Time allocation for PE in 

post-primary schools ranges from 80–90 min in Croatia, Kosovo, and Turkey to 120–135 

min per week in other countries, with some countries such as Croatia and Turkey al-

lowing additional extracurricular PE classes. PE in post-primary schools is taught by 

specialised PE teachers in all the studied countries. PE in all the studied countries ad-

dresses the need to provide pupils with opportunities to be physically active and develop 

motor competency for participation in lifelong PA, as well as the need to encourage 

young people to lead active and healthy lifestyles by focusing on physical, mental, intel-

lectual, and social development. 

During the first wave of the pandemic, the governments of the included countries 

supported the educational system in different ways. In some countries (Croatia, Mace-

donia, Poland, Turkey), educational programmes were broadcasted on national televi-

sion or national education information networks. These programmes were mostly fo-

cused on primary education students first and were later expanded to secondary educa-

tion. In all countries, education also depended on the enthusiasm and creativity of the 

teachers. Teachers used various ways to communicate with students, such as social me-

dia groups, instant messaging mobile applications, and educational platforms. Similarly, 

PE lessons were provided by sharing video recordings, live broadcasting exercise in-

structions, and similar resources. PE teachers were personally responsible for creating 

content and designing online PE lessons. The support from schools, educational boards, 

and governments was mainly evident in the provision of a platform where PE teachers 

could communicate and share their best practices and resources, while in some of the 

countries, PE teachers had a chance to participate in online seminars and workshops. 

ICT use during PE teaching and for the purpose of promoting physical activity be-

haviour change of school children was researched before the pandemic. There was no 

clear evidence of positive effects of ICT use, but some evidence supported the imple-

mentation of ICT delivered in combination with a face-to-face approach [9]. Using exer-

games and wearable technology was the most dominant way of implementing ICT dur-

ing PE teaching. The most successful interventions to promote physical activity included 

physical activity in the school curriculum, were long-term interventions, involved 

teachers, and had the support of families [10]. 

Studies have acknowledged the positive benefits of using ICT during PE teaching 

but highlighted the need to increase the ICT competences of PE teachers [11]. Firstly, the 
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primary focus of the Online Physical Education (OLPE) curriculum was cognitive, indi-

cating that the course focused on minimal physical activity [12]. Another issue, due to the 

uncertainty of the curriculum and the unclear application method, PE teachers had var-

ious concerns about OLPE teaching such as course contents, access to all students, taking 

into account individual differences, being efficient, equipment adequacy, and limitations 

of Internet access [12–16]. Hence, in OLPE teaching, it is a challenge for teachers to 

transfer student experiences to a virtual environment, and it is thought that they need to 

develop their ICT skills. 

Since the unprecedented, worldwide pandemic did not allow for the extensive ed-

ucation of PE teachers about ICT use nor the preparation of online teaching resources, the 

purpose of this study was to evaluate the quality of implementation and PE teachers’ 

perceived advantages, disadvantages, and encountered difficulties of online PE teaching 

during the first wave of the COVID-19 pandemic. This information could help in shaping 

the process of online PE teaching in the future if the pandemic continues or for the pur-

pose of supplementing regular in-school teaching. Reported advantages and disad-

vantages could help strengthen the teaching process and content of the lessons to miti-

gate any possible difficulties that arise. 

It was hypothesised that there would be differences in the quality of implementation 

of online PE teaching between studied countries. In addition, perceived advantages, 

disadvantages, and encountered difficulties during online PE teaching will probably 

differ due to the differences in the structure of educational systems and time allocation 

for PE in the studied countries. 

2. Materials and Methods 

2.1. Participants and Procedure 

Participants in the study were 1148 professionally active PE teachers from Poland, 

North Macedonia, Croatia, Turkey, Bulgaria, and Kosovo (613 female, 535 male). The age 

of participants ranged from 24 to 69 years old (M = 45.6; SD = 9.76). The total sample of PE 

teachers consisted of Polish (n = 281, 24.4%), Macedonian (n = 133, 11.6%), Croatians (n = 

369, 32.1%), Turkish (n = 124, 10.8%), Bulgarian (n = 138, 12.0%), and Kosovars partici-

pants (n = 103, 9.0%). Table 1 shows the prevalence of demographic variables by country 

and for the total group. 

Table 1. Demographic characteristics of the participants. 

Demographic  

Variables 

Total  

Sample 
Poland Macedonia Croatia Turkey Bulgaria Kosovo 

All participants (n/%) 1148 (100) 281 (24.4) 133 (11.6) 369 (32.1) 124 (10.8) 138 (12.0) 103 (9.0) 

Female (n/%) 613 (53.3) 205 (73.0) 48 (36.1) 192 (52.0) 61 (49.2) 99 (71.7) 8 (7.8) 

Male (n/%) 535 (46.7) 76 (27.0) 85 (63.9) 177 (48.0) 63 (50.8) 39 (28.3) 95 (92.2) 

M ± SD age (yrs) 45.6 ± 26.23 45.6 ± 38.43 45.9 ± 30.44 46.3 ± 38.77 44.5 ± 37.40 45.0 ± 30.41 42.8 ± 23.3 

M ± SD work experience in 

PE teaching (yrs) 
17.1 ± 10.77 17.1 ± 10.17 16.9 ± 9.85 17.5 ± 10.42 16.7 ± 10.19 16.9 ± 10.50 15.7 ± 10.48 

Private school 53 12 1 2 23 4 11 

Public school 1079 263 132 363 100 129 92 

Other   16 6 - 4 1 5 - 

Primary school 689 202 99 206 71 57 54 

Secondary school 370 56 34 140 53 41 46 

Other 89 23 - 23 - 40 3 

Note. M: mean; SD: standard deviation; yrs: years. 

A cross-sectional online survey study was performed between May and September 

2020 and was conducted online through an electronic questionnaire, created on Google. 



Sustainability 2021, 13, 11730 4 of 20 
 

The research team contacted PE teachers with help of In-Service Teacher Training Cen-

tres, PE online websites and forums, social media (groups dedicated to PE teachers), and 

through the research team’s own contacts. Social media posts and emails to PE teachers 

included information about the survey, as well as the URL and links to access the survey. 

PE teachers were asked to use their computers or mobile devices to click on a link redi-

recting to a questionnaire on Google. The research team did not receive the names, con-

tact information, or any other information about anyone who completed the survey. 

The only inclusion criterion was to be a professionally active PE teacher. We did not 

limit the study sample to other inclusion or exclusion criteria. PE teachers voluntarily and 

anonymously completed the online survey in their native language. The average time of 

completion of the questionnaires was approximately 10 min. The study was conducted in 

accordance with the Declaration of Helsinki [17]. 

2.2. Measures/Survey Development 

The initial survey was developed online using Google Forms Questionnaire. The 

survey underwent content validation by a panel of experts in the fields of PE (three aca-

demic experts from all the six countries involved in the study with university and re-

search background in the field of PE). Experts responded to the clarity, coherence, rele-

vance, and response options for each question. Minor changes were made based on the 

feedback from the experts prior to the final survey’s launch. The final survey consisted of 

two sections: demographic information (age, gender, province, and size of the town in 

which the respondents worked), seniority (work experience) in the profession of a PE 

teacher (years), and the type of school (primary, secondary, other). Questions included in 

the second section concerned the subjective assessment of online teaching in PE in the 

times of the COVID-19 pandemic. This part of the survey comprised of 25 questions and 

included single- and multiple-choice questions. Several questions allowed space for op-

tional open-text comments. It has been translated into national languages of the partici-

pating countries by the panel experts. 

To evaluate the quality of implementation and PE teachers’ perceived advantages, 

disadvantages, and encountered difficulties of online PE teaching during the first wave 

of the COVID-19 pandemic, only selected questions from the survey were used. 

Teachers’ perceived advantages, disadvantages, and encountered difficulties of online PE teaching 

Among the items used was the question concerning (i) advantages of online PE 

teaching: 

1. Please rank the 3 most important advantages of online PE teaching. Assign the 

selected advantages to a weight of 3 to 1, where 3 represents the most im-

portant/significant advantage of the selected three. 

(1) The possibility of using modern technologies in practice; 

(2) Individual approach to student learning; 

(3) Greater student independence; 

(4) Better relationships with students; 

(5) Easier implementation of the core curriculum content related to, e.g., health 

education; 

(6) The possibility of using interesting forms of technology to assist students to 

learn; 

(7) An attractive and effective form of material checking; 

(8) Ongoing monitoring of student results for me, parents, and students; 

(9) An attractive way of presenting my competences to students. 

The question was also concerning (ii) the disadvantages of online PE teaching:  

2. Please rank the 3 most important disadvantages of online PE teaching. Assign se-

lected disadvantages to a weight of 3 to 1, where 3 represents the most im-

portant/significant disadvantage from the selected three. 
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(1) Limited contact with students; 

(2) Inability to verify the implementation of movement tasks in a correct/proper 

way; 

(3) Inability to monitor student progress in a satisfactory way; 

(4) Lack of a personalised approach with students; 

(5) More difficult implementation of the core curriculum content, related, e.g., to 

the area of physical development and physical fitness; 

(6) More theories and less practice; 

(7) Difficulties motivating students to learn/work independently. 

There was also a question about (iii) difficulties on online PE teaching: 

3. Please rank the 3 biggest difficulties of online PE teaching. Assign the selected 

difficulties a weight from 3 to 1, where 3 represents the most important/significant dif-

ficulty of the selected three. 

(1) Lack of proper equipment at home (laptop, tablet, speakers, headphones, mi-

crophone); 

(2) Lack of proper training (how to use technology); 

(3) There is no experience with applications/platforms that can be used for online 

learning; 

(4) Lack of support from the management; 

(5) No or limited internet access; 

(6) Problems connecting the computer/tablet/smartphone to the Internet; 

(7) Lack of support from colleagues; 

(8) Large class size. 

After each of the above-mentioned questions was a place where participants could 

enter other advantages/barriers or difficulties not mentioned in the survey. The 

open-ended answers of the study participants are presented in the Supplementary Ma-

terials (Tables S1–S3). 

The reliability of the selected questions of the survey was verified by calculating 

Cronbach’s alpha coefficient. Cronbach’s alpha coefficient for advantages were α = 0.94, 

α = 0.95 for the negative consequences, and α = 0.84 for the biggest difficulties. 

Assessment of online PE teaching 

Teachers assessed online PE teaching by answering the question: 

1. How do you generally assess the current online PE teaching (implementation and 

technical possibilities of your school)? 

(1) very weak;  

(2) poorly;  

(3) on average;  

(4) well;  

(5) very good. 

Teachers’ concerns about online learning 

To obtain teachers’ biggest concerns about online learning we have asked: 

1. What are your biggest concerns about online learning? It was a multiple-choice 

question with answers: 

(1) I have no worries;  

(2) Student safety (injury, accidents);  

(3) My image will be used for non-essential/not didactic purposes;  

(4) Using Internet applications is difficult;  

(5) During the recording/transmission I will make a mistake;  

(6) Materials that are my intellectual property will be visible on the Internet 

without my consent and knowledge. 
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After the above-mentioned question was a place where participants could enter 

their own concerns not mentioned in the survey. 

Teachers’ assessment of student online activity 

We asked PE teachers about their students’ online activity: 

1. Do you think that online activity of students in comparison to traditional classes 

carried out at school was. 

(1) Higher, 

(2) Same;  

(3) Lower. 

Teachers’ satisfaction with self-fulfilment in the profession and attitude to work 

Teachers’ satisfaction with self-fulfilment in the profession and attitude to work was 

assessed by using two single choice questions: 

1. Has the change in the form of the implementation of PE classes affected your sat-

isfaction with self-fulfilment in the profession? 

(1) Yes, I see a significant change for the better;  

(2) I didn’t notice a change in this aspect; 

(3) Yes, I see a significant change for the worse. 

2. Has the implementation of professional tasks in the form of online teaching 

changed your attitude to work? 

(1) I feel increased motivation and commitment; 

(2) I don’t see any change; 

(3) Yes, I feel reduced motivation and commitment. 

Teachers’ goal while teaching PE online 

Teachers’ profession and goals while online teaching were assessed by using a mul-

tiple choice question: 

1. When teaching online PE, my goal is. 

(1) Encouraging students to promote healthy behavior;  

(2) Supporting students in their needs related to physical activity and health; 

(3) Raising students’ awareness of the importance of health behaviors; 

(4) Supporting students in maintaining their physical fitness in difficult condi-

tions; 

(5) Supporting students in coping with stress;  

(6) Finding ways to implement the core curriculum and to implement it. 

In addition, after the above-mentioned question was a place where participants 

could enter their own answers not mentioned in the survey. 

2.3. Data Analysis 

Microsoft Excel and Statistica 13.0 software (StatSoft, Krakow, Poland).were used for 

data analysis. Data from the six countries were pooled after cleaning. Descriptive statis-

tics were used to describe the PE teachers’ characteristics (means ± standard deviations, 

percentage values). Percentage values have been used in all the questions with sin-

gle-choice answers. In all questions based on the ranking hierarchy strategy (e.g., ad-

vantages, disadvantages, naming the ranking of the difficulties), where the respondents 

were asked to provide three choices ranked, the ranking was based on accordingly to the 

following procedure: 3 points were given to the most significant item (variable) and 1 

point to the least significant one. 

Due to the lack of normal distribution of data, statistical analyses on the base of sum 

of ranks were carried out with the use of Kruskal–Wallis test, employing post-hoc Dunn’s 

pairwise test where applicable, with the p level set at 0.05. 
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3. Results 

An overall look at the general findings’ statistics allowed for some observations. We 

found that more than twice as many (43.9% vs. 20.8%) PE teachers assessed their online 

PE teaching routine in times of the first wave of a COVID-19 pandemic as well (30.2%) or 

very good (13.7%) vs. poorly (13.24%) and very weak (7.6%). “On average” was declared 

by 35.3% of the respondents. Analysing the results in detail for individual countries, we 

can say that a clear advantage of positive evaluations over negative ones occurred in 

Croatia (61.2% vs. 10.6%), Poland (42.4% vs. 19.2%), Bulgaria (48.6% vs. 23.2%), and in 

Turkey (36.3% vs. 26.6%). However, in Kosovo (13.6% vs. 30.1%) and in Macedonia 

(24.8% vs. 37.6%), it is the other way round. In both countries, the score for “on average” 

was also high at 56.3% and 37.6%, respectively. It is important to add that, in Macedonia, 

none of the respondents marked the answer “very good”. 

In the evaluation of the most important advantages of online PE teaching (Table 2) 

Kruskal–Wallis analysis indicated statistically significance differences in variable 1 con-

cerning possibilities of using modern technology in practice, both at the primary and 

secondary school level. Among primary school PE teachers, the differences of opinions 

were significant (p < 0.05) between Polish and Macedonian teachers (with Polish teachers 

scoring higher), and Macedonian and Croatian ones (with Macedonian teachers scoring 

higher), whereas, at the secondary school level, Polish PE teachers assessed those possi-

bilities higher than teachers from all other countries (p < 0.05). 

Table 2. Comparison (sum of ranks) of the most important advantages of online PE separately for primary and secondary 

PE teachers and in each country. 

School Level/Country Poland Macedonia Croatia Turkey Bulgaria Kosovo 

V1 = possibilities of using modern technologies in practice 

Primary School 359.3 245.7 322.0 296.0 288.0 280.9 

Kruskal–Wallis 
H (5) = 35,31, p = 0.0001 

post-hoc: Poland > Macedonia, Croatia > Macedonia 

Secondary School 232.7 138.5 172.4 154.8 150.7 157.1 

Kruskal–Wallis 
H (5) = 33,52, p = 0.0001 

Poland > Macedonia,Poland > Croatia,Poland > Turkey,Poland > Bulgaria,Poland > Kosovo 

V2 = individualised approach to students 

Primary School  238.2 288.5 241.5 313.4 291.2 312.3 

Kruskal–Wallis 
H (5) = 24,92, p = 0.0001 

post-hoc: Turkey > Poland, Kosovo > Poland, Turkey > Croatia 

Secondary School 122.1 127.7 128.1 145.5 148.8 156.3 

Kruskal–Wallis H (5) = 7,83, p = 0.1656 

V3 = greater control and independence of students 

Primary School 274.8 285.1 270.4 301.1 299.5 347.3 

Kruskal–Wallis H (5) = 11,16, p = 0.0482 

Secondary School 142.5 148.6 143.2 148.5 155.3 160.6 

Kruskal–Wallis H (5) = 1,87, p = 0.8662 

V4 = better relations with students 

Primary School 194.5 263.3 251.1 277.1 257.8 313.6 

Kruskal–Wallis 
H (5) = 42,84, p = 0.0001 

post-hoc: Macedonia > Poland, Kosovo > Poland, Croatia > Poland 

Secondary School 110.0 123.6 123.6 139.3 148.3 131.0 

Kruskal–Wallis H (5) = 7,54, p = 0.1831 

V5 = easier implementation of core curriculum content, e.g., relating to health education 

Primary School 297.9 212.2 248.7 297.8 287.7 291.1 
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Kruskal–Wallis 
H (5) = 25,32, p = 0.0001 

post-hoc: Poland > Macedonia, Turkey > Macedonia 

Secondary School 152.3 127.3 130.7 177.5 165.4 140.7 

Kruskal–Wallis 
H (5) = 15,22, p = 0.0094 

post-hoc: Turkey > Croatia 

V6 = opportunities to use interesting forms of motivating pupils to learn 

Primary School 268.7 256.3 217.1 329.8 311.0 295.1 

Kruskal–Wallis 
H (5) = 32,53, p = 0.0001 

post-hoc: Turkey > Macedonia, Turkey > Croatia, Kosovo > Croatia, Bulgaria > Croatia   

Secondary School 133.7 124.7 135.0 153.8 141.2 161.2 

Kruskal–Wallis H (5) = 6,90, p = 0.2275 

V7 = an attractive and effective way of testing the material 

Primary School 200.6 249.9 192.2 277.9 258.5 308.9 

Kruskal–Wallis 
H (5) = 45,48, p = 0.0001 

post-hoc: Turkey > Poland, Kosovo > Poland, Kosovo > Croatia, Turkey > Croatia 

Secondary School 99.2 106.3 111.2 130.7 132.4 157.1 

Kruskal–Wallis 
H (5) = 21,47, p = 0.0007 

post-hoc: Kosovo > Poland, Kosovo > Macedonia, Kosovo > Croatia 

V8 = live view of student performance for me, parents, and students 

Primary School 207.5 243.5 174.7 296.1 267.5 288.5 

Kruskal–Wallis 
H (5) = 49,88, p = 0.0001 

Turkey > Poland, Kosovo > Poland,Turkey > Macedonia,Turkey > Croatia, Kosovo > Croatia 

Secondary School 113.5 112.5 104.8 143.0 149.9 139.5 

Kruskal–Wallis H (5) = 16,28, p = 0.0061 

V9 = an attractive way of presenting my competences to the students 

Primary School 262.5 281.0 236.3 282.6 241.6 285.5 

Kruskal–Wallis H (5) = 9,00, p = 0.1088 

Secondary School 124.7 128.0 126.2 135.3 155.6 154.8 

Kruskal–Wallis H (5) = 7,88, p = 0.1627 

In the case of an individualised approach to students (variable 2), the Krus-

kal–Wallis test was significant only among primary school PE teachers, especially be-

tween those from Poland > Turkey, Poland > Kosovo, as well as Turkey > Croatia (p < 

0.05). There were no such differences in the evaluation of this item of online teaching 

among secondary school PE teachers. There were also no significant differences worth 

noticing in variable 3 on the control and independence of students. PE teachers at both 

levels had a similar estimation of the situation in their countries. However, in judging the 

relations with students (variable 4), differences occurred between primary school PE 

teachers from Poland and Macedonia, Kosovo, and Croatia, with Polish teachers consid-

ering this situation as worse in all cases (p < 0.05). There were differences in the assess-

ment of dealing with the implementation of the core curriculum’s contents, especially 

those related to health education (variable 5) between PE teachers from examined coun-

tries. At the primary school level, PE teachers from Poland scored higher than those from 

Macedonia (p < 0.05), and Macedonian teachers obtained worse scores than those from 

Turkey (p < 0.05). At the secondary school teaching level, it was only significant between 

Turkish and Croatian PE teachers, with Turkish teachers scoring higher (p < 0.05). Varia-

ble 6 on the assessment of opportunities to use interesting forms of motivating pupils to 

learn showed no big differences in opinions neither at primary nor secondary school 

levels among teachers from the examined countries. 

In terms of the evaluation of the opportunities to use attractive testing materials 

(variable 7) at the primary school level, differences were statistically significant between 

PE teachers from Poland < Turkey (p < 0.05) and Kosovo > Poland (p < 0.05), Kosovo > 
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Croatia (p < 0.05), and Turkey > Croatia (p < 0.05). In the case of the evaluation of the live 

view of student performance (variable 8), differences between Turkey > Poland (p < 0.05), 

Kosovo > Poland (p < 0.05), Turkey > Macedonia (p < 0.05), Turkey > Croatia (p < 0.05), and 

Kosovo > Croatia (p < 0.05) were significant at the primary school level. There were no 

statistically significant differences between PE teachers from the examined countries at 

the secondary school level (despite significant Kruskal–Wallis). There were no statistical 

differences between the countries at either of the education levels in variable 9 evaluating 

advantages of attractive new way of presenting PE teacher’s competences to the students. 

All the teachers at each level evaluated this item equally. 

In the evaluation of the most important negative consequences of online PE teaching 

(Table 3), the Kruskal–Wallis analysis indicated a statistical significance of differences in 

variable 1 on the estimation of the situation with limited contacts with pupils between PE 

teachers from Poland > Kosovo (p < 0.05) at the primary education level, whereas it was 

between Polish teachers scoring higher than those from Kosovo, Croatian scoring higher 

than Kosovars (p < 0.05), and Bulgarians scoring higher than Kosovars, as well (p < 0.05), 

at the secondary level. In variable 2 concerning the lack of control over the teach-

ing/learning process, PE teachers from primary schools of Poland scored higher than 

those from Kosovo (p < 0.05), those from Croatia scored higher than those from Kosovo (p 

< 0.05), and those from Bulgaria scored higher than those from Kosovo (p < 0.05). In the 

case of secondary school PE teachers, the differences were noticed in Poland > Turkey (p < 

0.05), Poland > Kosovo (p < 0.05), Croatia > Turkey (p < 0.05), Croatia > Kosovo, and Bul-

garia > Kosovo (p < 0.05), indicating a variety of opinions in this matter. Variable 3, on the 

limited chances of monitoring the progress of the pupils, showed differences of opinions 

between primary school PE teachers from Poland > Kosovo (p < 0.05) and Macedonia > 

Kosovo (p < 0.05), whereas, at the secondary level of education, it was between PE 

teachers from Poland > Kosovo (p < 0.05). On the chances for individualised teaching 

(variable 4), primary school PE teachers from Poland had lower opinions than the ones 

from Macedonia (p < 0.05), and those from Macedonia had higher opinions than those 

from Bulgaria (p < 0.05). Apparently, at the secondary school level, despite the fact that 

the Kruskal–Wallis test indicated a significance, no statistically important differentiation 

in post-hoc testing was noticed. In terms of the difficulties of following PE curricula 

(variable 5), opinions differed between the PE teachers from the examined countries at 

both levels. In primary schools, Polish teachers scored higher than the ones from Mace-

donia (p < 0.05), Croatia (p < 0.05), Bulgaria (p < 0.05), and Kosovo (p < 0.05), whereas, at 

the secondary level, the differences were noticed between Poland > Turkey (p < 0.05), 

Bulgaria > Turkey (p < 0.05), and Bulgaria > Kosovo (p < 0.05). Assessing the problems 

with delivering more theory than practice (variable 6) showed no differentiation of 

opinion at either of the educational levels. A similar situation was acknowledged in the 

case of variable 7 on assessing difficulties with motivating process. 

Table 3. Comparison (sum of ranks) of the most important negative consequences of online PE separately for primary 

and secondary PE teachers and in each country. 

School level/ 

Country 
Poland Macedonia Croatia Turkey Bulgaria Kosovo 

V1 = limited contact with the pupils  

Primary School 310.3 295.5 254.3 269.2 292.6 223.3 

Kruskal–Wallis 
H (5) = 22,57, p = 0.0004 

post-hoc: Poland > Kosovo 

Secondary School 162.9 142.1 162.8 122.8 170.2 108.0 

Kruskal–Wallis 
H (5) = 26,02, p = 0.0001 

Post-hoc: Poland > Kosovo, Croatia > Kosovo, Bulgaria > Kosovo 

V2 = lack of control over the teaching/learning process 

Primary School 339.0 287.2 309.0 267.8 320.5 207.3 
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Kruskal–Wallis 
H (5) = 40,76, p = 0.0001 

post-hoc: Poland > Kosovo, Croatia > Kosovo, Bulgaria > Kosovo 

Secondary School 198.0 166.5 182.6 132.3 191.5 115.8 

Kruskal–Wallis 
H (5) = 38,68, p = 0.0001 

ph:Poland > Turkey,Poland > Kosovo,Croatia > Turkey,Croatia > Kosovo,Bulgaria > Kosovo 

V3 = limited chances of monitoring the progress of the pupils 

Primary School 290.0 303.4 270.1 270.1 290.2 213.0 

Kruskal–Wallis 
H (5) = 15,49, p = 0.0085 

post-hoc: Poland > Kosovo, Macedonia > Kosovo 

Secondary School 174.7 165.9 136.6 134.6 177.4 120.9 

Kruskal–Wallis 
H (5) = 20,08, p = 0.0012 

post-hoc: Poland > Kosovo 

V4 = limited chanced for individualised teaching 

Primary School 230.0 308.8 252.4 279.3 223.3 242.8 

Kruskal–Wallis 
H (5) = 22,13, p = 0.0005 

post-hoc: Macedonia > Poland, Macedonia > Bulgaria 

Secondary School 116.8 128.5 148.2 154.5 125.3 115.2 

Kruskal–Wallis H (5) = 12,73, p = 0.0260 

V5 = difficult to follow PE curricula (specifically concerning physical development and fitness) 

Primary School 312.8 301.5 298.6 269.2 337.3 205.3 

Kruskal–Wallis 
H (5) = 27,49, p = 0.0001 

post-hoc: Poland > Macedonia, Poland > Croatia, Poland > Kosovo, Bulgaria > Poland 

Secondary School 173.4 158.8 162.8 119.9 203.2 121.2 

Kruskal–Wallis 
H (5) = 33,99, p = 0.0001 

post-hoc: Poland > Turkey, Bulgaria > Turkey, Bulgaria > Kosovo 

V6 = more theory than practice  

Primary School 284.0 277.1 266.8 269.9 307.0 244.1 

Kruskal–Wallis H (5) = 6,06, p = 0.2995 

Secondary School 157.1 149.7 159.6 155.3 187.4 138.7 

Kruskal–Wallis H (5) = 7,35, p = 0.1954 

V7 = more difficult motivating process 

Primary School 275.4 292.8 255.1 289.5 283.1 234.7 

Kruskal–Wallis H (5) = 8,15, p = 0.1481 

Secondary School 147.6 137.6 157.2 153.7 150.0 128.7 

Kruskal–Wallis H (5) =4,50, p = 0.4788 

In the evaluation of the biggest difficulties of online PE teaching (Table 4), the 

Kruskal-Wallis analysis indicated a statistical significance in the differences in variable 1, 

on the lack of proper equipment at home (i.e., no laptops, tables, speakers, microphones), 

with Polish PE primary teachers gaining the lowest scores, statistically lower than 

teachers from Turkey (p < 0.05) and Kosovo (p < 0.05). Turkish teachers, who obtained the 

highest score in this item, also marked it as more difficult than Croatian teachers (p < 

0.05). No differences were noticed among the opinions of PE teachers at the secondary 

school level in this issue. The lack of proper training on the use of technology (variable 2) 

did not indicate statistically significant differences at either of the education levels. Such 

was the case with the item about experience with applications/platforms that can be used 

for online learning (variable 3). None of the teacher groups from the examined countries 

saw that as a problem bigger than their teaching peers from other countries. The lack of 

support from the management (variable 4) was seen as an issue with Croatian primary 

school PE teachers, feeling less supported than teachers from other countries, but it was 

statistically significant with the score of Kosovar teachers (p < 0.05). No differences, 
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though, were found in secondary school education between the answers of PE teachers 

from various countries. 

Table 4. Comparison (sum of ranks) of the biggest difficulties of online PE separately for primary and secondary PE 

teachers and in each country. 

School level/ 

Country 
Poland Macedonia Croatia Turkey Bulgaria Kosovo 

V1 = lack of proper equipment at home (laptop, tablet, speakers, headphones, microphone)  

Primary School  247.4 292.4 249.6 323.2 287.0 325.2 

Kruskal–Wallis 
H (5) = 24,72, p = 0.0002 

post-hoc: Turkey > Poland, Kosovo > Poland, Turkey > Croatia 

Secondary School 145.6 159.3 130.4 134.0 143.5 118.4 

Kruskal–Wallis H (5) = 7,00, p = 0.2200 

V2 = lack of proper training (how to use technology) 

Primary School  269.3 326.0 281.1 313.3 301.9 298.3 

Kruska-Wallis H (5) = 9,94, p = 0.0769 

Secondary School 159.9 170.8 140.3 149.2 148.9 121.4 

Kruskal–Wallis H (5) = 9,09, p = 0.1051 

V3 = no experience with applications/platforms that can be used for online learning 

Primary School 291.5 325.6 274.0 292.5 284.4 282.2 

Kruskal–Wallis H (5) = 6,29, p = 0.2783 

Secondary School 161.0 152.7 151.0 138.5 147.0 131.0 

Kruskal–Wallis H (5) = 4,10, p = 0.5342 

V4 = lack of support from the management 

Primary School 211.9 230.4 185.7 249.2 225.4 271.1 

Kruskal–Wallis 
H (5) = 18,05, p = 0.0029 

post-hoc: Kosovo > Croatia 

Secondary School 109.0 94.8 104.9 130.8 109.5 117.5 

Kruskal–Wallis H (5) = 8,33, p = 0.1386 

V5 = no or limited Internet access 

Primary School 224.9 181.0 276.4 283.5 243.5 290.4 

Kruskal–Wallis 
H (5) = 37,70, p = 0.0001 

post-hoc: Croatia > Macedonia, Turkey > Macedonia, Kosovo > Macedonia 

Secondary School 126.0 125.3 126.0 130.7 124.4 110.9 

Kruskal–Wallis H (5) = 2,05, p = 0.8412 

V6 = problems connecting the computer/tablet/smartphone to the Internet 

Primary School  172.3 206.1 277.3 300.1 249.7 299.0 

Kruskal–Wallis 

H (5) = 82,11, p = 0.0001 

post-hoc: Croatia > Poland, Turkey > Poland, Bulgaria > Poland, Kosovo > Poland,  

Croatia > Macedonia, Turkey > Macedonia, Kosovo > Macedonia 

Secondary School 98.0 120.8 133.5 129.5 119.0 125.1 

Kruskal–Wallis H (5) = 7,95, p = 0.1589 

V7 = lack of support from colleagues 

Primary School 153.9 130.0 127.3 157.5 150.6 175.2 

Kruskal–Wallis H (5) = 14,66, p = 0.0119 

Secondary School 96.0 76.2 87.3 101.7 93.5 111.6 

Kruskal–Wallis H (5) = 10,15, p = 0.0710 

V8 = large class size  

Primary School 153.6 192.9 169.3 169.9 182.5 190.9 

Kruskal–Wallis H (5) = 4,77, p = 0.4442 

Secondary School 98.8 115.2 105.5 102.6 109.0 125.6 
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Kruskal–Wallis H (5) = 5,03, p = 0.4120 

Limited access to the Internet (variable 5) was seen as a problem for PE primary 

school teachers from Macedonia, who obtained the lowest score, significantly lower than 

those from Croatia (p < 0.05), Turkey (p < 0.05), and Kosovo (p < 0.05). No differences were 

observed at the level of secondary education. Variable 6, on estimating problems with 

connecting the computer/tablet/smartphone to the Internet, showed some differences of 

opinions among primary school PE teachers. Teachers from Poland assessed this as a 

lower problem than teachers from Croatia, Turkey, Bulgaria, and Kosovo (all p < 0.05). In 

addition, teachers from Macedonia assessed it lower than those from Croatia, Turkey, 

and Kosovo (all p < 0.05). However, there were no meaningful differences of opinions at 

the level of secondary education. In terms of the lack of support from colleagues (variable 

7), interestingly, there were no differences (despite significant Kruskal–Wallis results) at 

either of the education levels. Similarly, no statistically significant differences occurred 

between PE teachers of the examined countries at any of the educational levels in terms 

of variable 8 concerning the size of the class. 

As for the biggest concerns about online learning, however, the majority of PE 

teachers had concerns about students’ safety (injury, accidents) (41.6%). The second on 

the ranking priorities was the variable about the use of the materials. The teachers felt 

that their intellectual property will be visible on the Internet without their consent and 

knowledge (26.9%), and they feared that their image will be used for purposes other than 

essential/non-teaching (26.0%). 

Concerns about the safety of students and the epidemiological situation itself caused 

their modifications of the curriculum content. While teaching online, PE teachers focused 

mainly on the following objectives: encouraging students to promote healthy behaviour 

(51.1%), supporting students in their needs related to physical activity and health 

(49.1%), raising students’ awareness of the importance of health behaviours (47.0%), and 

supporting students in maintaining their physical fitness in difficult conditions (47.0%). 

The clear focus on raising awareness of the importance of health promotion of PA is 

probably the result of teachers’ concern for the general health of their pupils, endangered 

not only by increased sedentary activity due to distance learning but also the desire to 

strengthen the general immunity of the body during the adverse health conditions of the 

COVID-19 pandemic by advocating for regular physical activity and demonstrating its 

vital importance for health. 

Concluding the analysis of online teaching, it is worth summarising with an evalu-

ation of activities of both students and PE teachers. Moreover, 72.6% of PE teachers con-

sider that the activity of students in pandemic times in comparison to traditional classes 

carried out at school is lower. In all countries, the indications of this in terms of the results 

in this area were similar, ranging from 79.7% (highest score, Macedonia) to 66.1% (lowest 

score, Turkey). Only 7.6% of PE teachers considered that the activity of students might 

have been higher in the examined lockdown period. 

The transition from the traditional form of delivery of the PE curricula contents to 

online teaching has also affected teachers’ activity. The change for the worse in terms of 

the satisfaction with self-fulfilment in the profession was felt by 39.6% respondents, 

which decreased motivation and commitment at work by 35.2% of respondents. Turkish 

(46.8%) and Bulgarian (43.5%) PE teachers were the most demotivated. A change for the 

better has been seen in themselves by only 19.3% teachers, yet increased motivation and 

commitment at work was felt by only one fifth of those respondents (27.9%), mostly 

among Kosovar (44.7%) and Macedonian (36.8%) PE teachers. 

4. Discussion 

The COVID-19 pandemic has tested the traditional patterns of everyday living of 

people around the world. It has completely changed the educational systems in Euro-

pean countries, including PE and sport classes. PE and sports training have been trans-
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formed into distance and online education and training [18]. The physical activity of 

students of all educational levels was significantly reduced. This point of view has al-

ready been indicated in different research reports related to the problem [8,19,20]. 

The present study examined the PE teachers’ opinion about the online teaching 

process during the first wave of the COVID-19 pandemic from six European coun-

tries—Poland, Croatia, Bulgaria, North Macedonia, Turkey, and Kosovo. The purpose of 

this study was to evaluate the quality of implementation and PE teachers’ evaluation of 

the most important advantages, disadvantages, and difficulties of online PE teaching. All 

teachers were qualified to teach PE and taught the subject at the primary or secondary 

school levels. In the majority of the countries included in the study, to teach PE in pri-

mary schools (~7–10 years), teachers need to be qualified as primary school teachers. 

Macedonia and Poland allow specialised PE teachers to conduct PE lessons [21]. PE in 

post-primary schools is taught by specialised PE teachers in all the studied countries. 

The sample included teachers from different age groups and with different peda-

gogical experiences. The majority of teachers included in the sample are working in 

public schools. Before the pandemic, there had been some differences between the in-

cluded countries. These differences referred to time allocated for PE classes (up to 140 

min per week in Bulgaria, Croatia, Kosovo, and Macedonia and to 180–200 min per week 

for primary education in Poland and Turkey), teachers responsible for PE classes, etc. A 

similar situation with time allocation of PE classes is noted for post-primary schools. In 

the period of the first wave of the pandemic, in addition to transferring to online teach-

ing, other changes in the teaching process occurred as well. Namely, the time allocation 

for online classes, including PE classes, changed in nearly all countries included in the 

study. For example, in Poland, Macedonia, and Bulgaria, online classes were shortened 

by 10–15 min, depending on the country and the grade of the students. Additionally, 

other changes also occurred. For example, in Macedonia, teachers were suggested to or-

ganise PE classes once a week, instead of three times per week, outside with extended 

duration. In Croatia, educational programmes for each grade were created and broad-

casted on national education information networks. Similar changes were noted in other 

countries as well. 

The results of the research showed that the problems of online PE teaching were 

assessed differently by teachers from the examined countries. A positive approach to 

online PE teaching in some countries (Poland, Croatia, and Bulgaria) collided with the 

more negative evaluation by the teachers in other ones (Turkey, North Macedonia, Ko-

sovo). Such a result is due to several factors including previous experience with tech-

nology implemented in PE classes, specific national approaches to online teaching, as 

well as in different approaches in conducting online PE teaching during the first few 

months of pandemic, when the study was conducted. Namely, before the pandemic, re-

forms in the educational systems and especially in PE were happening in several counties 

including Poland, Croatia, Bulgaria, and Macedonia. With the national reform that is 

ongoing in Croatia since 2017, the educational system is reforming to be objective-based 

and goal-oriented. Reform activities require teachers to participate in many online lec-

tures, workshops, and activities. These may explain the positive attitude of Croatian 

teachers to online PE teaching. A similar situation is noted for Poland and Bulgaria. In 

comparation to this, in Macedonia, the reform from 2016 required the use of technology 

in 30% of the curricula in all subjects, including PE as well. This was not well accepted by 

PE teachers, because it was not followed with specific guidance and instructions. We 

assume that this negative attitude also has its implications to the negative approach re-

garding online PE teaching. Another aspect is the support during the pandemic for 

online teaching. In Poland, Bulgaria, and Croatia, distance learning was supported by the 

Ministry of Education and Science and the relevant educational institutions that offered 

specific online educational platforms for training and teaching in this area. PE teachers 

were also supported by their school authorities and/or teachers associations. In many 

countries, this was also supplemented with online classes broadcasted on national TV. 
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This was the case in Croatia and Turkey. Apparently, such support from relevant educa-

tional institutions was not provided for PE teachers in Macedonia and Kosovo, creating a 

feeling that teachers were left on their own. In North Macedonia, in the period when the 

study was conducted, there were no clear instructions for online teaching and no sug-

gestions for any unified platform that ought to be used. In Macedonia, some positive in-

dividual initiatives from teachers and schools were noted, but it was rather down to some 

individual incidents, not a country-wide initiative. This is clearly reflected in the result, 

where, in Macedonia, none of the respondents marked the answer “very good”, and 

when analysing teachers’ answers for advantages and disadvantages of online teaching, 

it was noted that most of the respondents supplemented their answers with comments 

that “online teaching is only improvisation”, “face-to-face communication, group work 

and interaction is the essence of PE classes”, “doing it online, PE classes lose the essence”, 

“there is no advantage of online PE teaching”. In Kosovo, the activity of teachers and 

their skills in finding innovative approaches to conducting online PE education were re-

lied on. Another reason for the difference in the responses may be the different cultural, 

social, and demographic characteristics of the teachers in the studied countries. Particu-

larly, possible reasons can be identified in the working experiences of the teachers, the 

level of their IT skills, preparedness, and flexibility to apply new technologies, but also 

technical facilities that the teachers have at their disposal (computer, access to the Inter-

net, good Internet connection, etc.). These elements can vary not just from country to 

country but also from different places within one country (urban and rural setting). In-

terestingly, difficulties in distance PE teaching were also reported by teachers in other 

countries, such as Norway [6] and Spain [7]. Difficulties in Norway were in the lack of 

competences for online teaching, the lower priority of the subject, issues related to the 

monitoring and control over children during PE classes, dependence on parents, and 

home circumstances [6]. Another group of difficulties is more related to teachers’ per-

sonal feelings during online teaching. According to Varea et al. [7], these include: less 

enjoyment, lower motivation for work, missing the personal contacts, feeling sad and 

depressed, etc. Furthermore, in the study that Varea et al. [7] conducted on a sample of 

pre-service teachers in Spain, it was reported that PE teachers miss their physical activity 

and direct contact with students as well. Their concerns are related to the teaching of a 

‘hands on’ subject, such as PE, through digital technologies [7]. 

The most significant advantage of the online PE teaching named by all the examined 

teachers was the “possibility for using modern technology in practice”. This advantage 

was reported by the respondents for the teaching of PE in the primary and secondary 

schools. It is noteworthy that Polish teachers scored higher on this variable on the ad-

vantages in the secondary level as compared to teachers from all other countries. This can 

be due to the support that Polish teachers receive from PE teachers’ associations as well 

as a well-established system of teacher support before the pandemic. Another possible 

reason is the frequent use of technology in their teaching practice before the pandemic, 

which provides an easier transfer to online teaching. Namely, in 2017, the Polish National 

PE curriculum was enriched by modern technology—PE teachers are expected to equip 

pupils with the knowledge and skills for using activity trackers, mobile phone applica-

tions dealing with physical activity, etc. In this regard, different workshops were con-

ducted to support PE teachers about the use of new technologies. Therefore, most of them 

probably were familiar with new technology issues, especially those working in the 

secondary level and primary level (from classes 5–8). In addition, the possibility for using 

modern technology in practice with students from secondary schools is understandable 

and expected considering that secondary school children are the Z generation or the 

generation that is closely related to technology and has experience in its use. Easier 

transfer to online teaching in secondary school compared to primary school was also 

confirmed in the results from other countries in the study. 

In online education for pupils, the most significant advantages that were pointed out 

by the teachers seem to be: an attractive form of demonstrating competences in front of 
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pupils, a real-time overview of the pupils’ performance for both the teacher and the 

parents and pupils, and more control and independence for the pupils. The possibility to 

monitor movement performance of the pupils is also important for establishing a good 

teacher—pupil relationship. There is also another advantage: parents can also observe 

their children practicing in real time. Undoubtedly, the organisation, characteristics, and 

specific appearance of the online education in different countries influence the evaluation 

of its positive aspects by teachers. 

To some extent, this can be explained with the range of skills of students in using 

technology and their efficiency. 

Children and adolescents have a natural interest to use technology and various sorts 

of digital applications as a tool to improve their movement habits. This has been con-

firmed in numerous studies, reporting that interactive video games, a variety of mobile 

applications, and internet-based PA interventions stimulate children’s interest for phys-

ical activity and promote their participation in active lifestyles [22,23]. If applied cor-

rectly, technology can be interactive, fun, and can boost movement and physical activity 

[24]. If used in a proper manner, by selecting online platforms, mobile applications, and 

even video games that are movement-based and familiar for the children, the reported 

benefits can facilitate the process of online PE teaching during the pandemic and make it 

easier and more effective. 

The difference in teachers’ assessments of the “individual approach to students” 

indicator in primary education is probably due to the different experiences of the re-

spondents in working with the youngest students. 

It should be emphasised that the control and independence of students in the con-

text of online education is considered to be a major advantage of equal importance for all 

teachers in both levels of education. 

PE teachers from all countries are convinced that online teaching offers various 

forms and approaches to motivate students to acquire new knowledge and skills in the 

subject. 

The differences in teachers’ responses to the use of primary school tests in online 

teaching are probably due to the different experiences of sports teachers in separate 

countries in applying this type of learning material. 

When speaking about the advantages of online PE teaching, the greater benefits of 

online teaching have been reported by teachers in the secondary school level. Teachers 

from Poland, Bulgaria, and Kosovo generally rated these benefits at a similar level for 

both primary and secondary school. In contrast, teachers from Macedonia, Croatia, and 

Turkey rated the benefits of online teaching significantly higher in secondary school than 

in primary school. Considering that different teachers work at different levels of educa-

tion, we assume that the obtained differences are due to personal experiences of the 

teachers and are not country related. 

The biggest disadvantage of this type of training seemed to be the reduced motor 

activity of students. This result coincides with other studies on a similar problem [8,25]. 

They have also shown that they have been presented with a new work experience in or-

ganising distance learning [26]. At the same time, PE teachers pointed out the significant 

negative consequences of online PE for primary and secondary schools. In the first place, 

they named the limited contact with pupils and the lack of control on the quality of the 

teaching/learning process. The differences in the interpretation of these two disad-

vantages by teachers from Poland, Croatia, and Bulgaria compared to teachers in Kosovo 

are, in our view, due to some specific social and cultural characteristics as well as the 

personal experience of teachers. 

This finding is logical given the fact that distance learning lacks direct contact with 

pupils. At the same time, the control over the activity of the pupils is lowered and there is 

not always effective feedback. It is difficult to track and manage the development of each 

child individually. 
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The results extracted from the qualitative responses show differences related to the 

observed changes in teachers’ lives due to lockdown. Clear differences are observed in 

the discourse of the two groups of teachers. On the one hand, those who report having 

low physical activity point out changes in their professional lives and in their relation-

ship with students and focus on showing their concern for the greater dedication and 

longer working time required by online teaching. On the other hand, teachers who have 

more time to develop physical activity show a greater dispersion in their responses 

[7,27,28]. 

It is worth mentioning that the biggest difficulties in the online training of PE 

teachers in all countries were mainly related to the technical support in the process: a lack 

of proper equipment at home (laptop, tablet, speakers, headphones, microphone), a lack 

of proper training (how to use technology) and there was no previous experience with 

applications/platforms that the PE teachers could refer to. Differences in the responses of 

teachers from separate countries to the types of difficulties during online teaching are 

related to specificity of the educational system and the different support from the re-

spective institutions. 

PE teachers from all countries agree that the lack of support from classmates and the 

size of the class are significant problems in online teaching. 

The pandemic greeted teachers largely unprepared for a full transition to online 

learning. In most cases, there were no specialised courses for those working in an educa-

tional Internet environment, and PE teachers had to learn from their colleagues and ac-

quaintances themselves. Personal competences and knowledge of teachers how to use 

technology is also one of the important factors for the motivation or demotivation of 

teachers for online teaching and the quality of the online teaching process. The results 

from our study suggest that there is a strong need for a systematic approach in education 

of teachers for the use of information technology (IT) in the teaching process, considering 

that 83% reported a need of proper training on the use of technology. Meanwhile, it 

might be encouraging that most of the teachers are proactive and reported that they 

worked on their skills alone or supported by colleagues or other persons not related to 

schools. 

The importance of technology-competent teachers is emphasised in many studies 

that involved some forms of implementation of technology in PE teaching before the 

pandemic [24,29–31] and is more evident during the pandemic period when the use of 

mobile applications, online video exercises, short sitting breaks, and self-monitoring 

training applications are highly recommended [32]. Our study also focused on teachers’ 

personal concerns regarding online PE teaching, considering it was a new concept of 

teaching. Teachers’ concerns about child safety during online teaching and use of mate-

rials and resources that are their intellectual property raise problems and issues that were 

not experienced before. In addition, a more critical approach among secondary PE 

teachers towards the negative consequences of the online teaching could be probably 

linked to the more difficult online communication with adolescents, as well as the 

more-often-occurring problems that accompany the training in a specific electronic en-

vironment. In such a situation, support from colleagues and school management is es-

sential. Proper delivery of curriculum was also reported as one of the concerns by many 

of teachers from all countries involved in the study. 

PE in all the studied countries addresses the need to provide pupils with opportu-

nities to be physically active and develop motor competency for participation in lifelong 

physical activity, as well as the need to encourage young people to lead active and 

healthy lifestyles by focusing on physical, mental, intellectual, and social development 

[21]. According to the results in this study, such orientation of the subject was maintained 

during online teaching, with emphasis on the health component. Particularly, teachers 

were mainly focused on encouraging students to promote healthy behaviour (51.1%), 

supporting students in their needs related to physical activity and health (49.1%), raising 

students’ awareness of the importance of health behaviours (47.0%), and supporting 
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students in maintaining their physical fitness in difficult conditions (47.0%). Regardless 

of many difficulties reported during online teaching, encouraging the clear focus of most 

of the interviewed teachers on health-promotion using movement and physical activity, 

as manner to cope with COVID-19. 

The lower activity found in teachers and students during the first lockdown of the 

COVID-19 pandemic was a result of the restrictions imposed and the increased an-

ti-epidemic measures in the individual countries. The measures taken had a direct impact 

on the data obtained. Similar to our study, the decreased level of physical activity of 

children during the pandemic and online teaching were also reported for children in 

other countries, such as Slovenia [33], Canada [34], Spain, and Brazil [35]. A decreased 

level of physical activity was followed by longer screen time, less time outdoors [34], and 

increased sleep duration [35]. 

The pandemic also affected teachers’ motivation for work, who reported reduced 

motivation for work [8]. It should be underlined that the PE is the only subject in the 

educational system that is associated with the aim of increasing physical activity and 

with a high emotional context, which is difficult to be achieved in online PE process. 

This study has several strengths. First, it provides an overview of the online educa-

tion of PE teachers during the first lockdown. Moreover, it provides an international view 

on the situation, with a sample of teachers from six countries. It also identifies the critical 

points in the work of PE teachers during distance PE teaching. Identifying these weak-

nesses, we have a clear idea what should be improved, changed, or modified. Yet, the 

study has its limitations. They mainly refer to the included sample, the subjective opinion 

of teachers, and the period of realisation. The sample of participants per country does not 

allow a generalisation of the results, although it is a good starting point for future studies. 

The survey findings represent the personal opinions of PE teachers and having in mind 

the period of realisation (the first wave of the pandemic), where most of the things were 

uncertain and unknown, give space for great subjectivity that can vary from the personal 

condition of teachers in that particular period. Another potential limitation is a selection 

bias; it is possible that the PE teachers who participated in our study may be particularly 

interested in the topic of our study or/and more prone to technology. A repeated study 

from today’s perspective, one year after the first lockdown, could give a better under-

standing of the changes that occurred in online PE teaching. Future studies should aim to 

analyse the changes in the PE teachers’ opinion about online teaching over the time, and 

with the experience gained. Further research is needed in order to examine whether male 

and female teachers or teachers with less or more teaching experience differ in their 

opinion to online teaching in PE in the conditions of the COVID-19 lockdown. 

5. Conclusions 

The presented study gives a comparative overview of PE teachers’ opinions about 

online PE teaching during the first wave of the COVID-19 pandemic. It presents opinions 

of PE specialist teachers from Poland, North Macedonia, Croatia, Turkey, Bulgaria, and 

Kosovo. The study results suggest differences in the evaluation of online teaching be-

tween PE teachers from different countries, a positive evaluation of online teaching re-

ported by teachers from Croatia, Poland, and Bulgaria, neutral in Turkey, and a negative 

evaluation during that period by teachers in Macedonia and Kosovo. Different ratings of 

advantages, disadvantages, and difficulties between PE teachers from the studied coun-

tries in online teaching in primary and secondary schools were also noted. A lack of 

proper equipment at home, a lack of proper training for IT use, as well as the use of dif-

ferent platforms for online teaching were among the highest ranked difficulties during 

online teaching. This is supplemented with a reported decrease in the physical activity 

levels of children in all countries, as well as general decrease in the motivation for work 

reported by the teachers. The greatest concerns during online PE teaching were identified 

in terms of pupils’ safety, intellectual property of resources, and quality of curriculum 
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delivery. The results from the study identify the most important areas of teachers’ work 

where PE should be supported regarding online teaching. 

Future research should focus on comparing the attitudes of PE teachers towards 

online teaching during the first and the second lockdown of the COVID-19 pandemic. 

Another trend is to expand the study to include more European countries. 
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