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Abstract 

This study aims to examine the negative emotions that affect the subjective well-being of 

immigrant students in their curricular experiences in Physical Education and Health. A 

qualitative methodology was used, with an interpretative-phenomenological perspective and a 

case study design. Ten female and male students participated, with an average age of 13.5 

years. The students attended a Chilean public school in the Central Station district of the 

Metropolitan Region of Chile, which is known for admitting immigrant students. The data 

were collected through a semi-structured interview and subjected to inductive content 

analysis using ATLAS.ti 22. The results present three categories that allude to boredom, fear, 

shame, and anger. These categories include meanings about motor skills, corporeality, social 

interactions, and pedagogical dissatisfaction with physical exercise. The results do not 

directly allude to xenophobia but include indirect meanings that can be associated with 

implicit and structural discrimination due to migrant status. It is concluded that negative 

emotions are not only related to immigrant status, but also to interaction with gender 

stereotypes and lack of empathy. Chilean Physical Education would have the challenge of 

continuing to strengthen ethical training and inclusive practices in teacher training. 

 

KEYWORDS: education, negative emotions, subjective well-being, moral values, 

curriculum.  

 



 

 

INTRODUCTION 

Curriculum studies in education, and specifically in school education, can be oriented 

towards different dimensions, one of them being the lived curriculum (Cervera & Martí, 

2018; Clark et al., 2020; Johnson, 2023; Pinar, 2022). According to Johnson (2023), the lived 

curriculum refers to the experiences of students when they participate in learning processes. 

He explains it, in part, as follows: 

The lived curriculum, or the lived dimension of the curriculum if one prefers, is the 

curriculum from the point of view of the student. It is not the imagined student that we 

read about in policy documents, academic projects, or the one that parents wish for; but 

the student in the flesh and blood, the student in all his or her humanity (Johnson, 2023, 

p. 47). 

 

Pinar (2022) and Johnson (2023) explain that the perspective of the lived curriculum is not 

reduced to the intellectual sphere of the human being but is oriented to an integral 

interpretation. In this perspective, the emotional sphere would have an important place, since 

it participates in the subjective and existential configuration of learning. It has also been 

pointed out, with a focus on primary education, that the curriculum is a stage of life that must 

be subjectively traversed; therefore, it is necessary to understand it as an existential journey 

(Contreras & Manrique, 2021). Current approaches to the study of curriculum recognise that 

its object of study is a phenomenon that is influenced by sociocultural, biographical, 

philosophical, political, and historical factors in each context (Clark et al., 2020; Johnson, 

2023; Knox, 2022; Mora-Olate, 2023; Pinar, 2022). In relation to the cultural imprint of the 

curriculum, this has been studied from an immigration perspective (Mora-Olate, 2023). In 

Latin America, curricular studies have also been carried out from an immigration perspective, 



 

 

including in Chile, where this country has not been able to provide satisfactory educational 

responses to this new intercultural scenario (Campos-Bustos, 2022; Mora-Olate, 2023). 

The subject of Physical Education, both in Chile and abroad, has also been problematised 

from curricular (Cavalcante & Lazzarotti, 2021; Mujica-Johnson et al., 2022) and immigrant 

perspectives (Médor et al., 2022; Rodríguez-Fernández et al., 2021). It has been pointed out 

that Physical Education is a favourable context for the social inclusion of migrant students, 

highlighting the role of teachers and their openness to diversity (Rodríguez-Fernández et al., 

2021). However, there is the possibility that there are unfavourable sociocultural contexts for 

inclusion in the Physical Education class. This is what is described by a study conducted in 

Chile that addressed immigration in the school's Physical Education class, where some 

migrant families recognise that their experiences in this country have not been inclusive, 

which they associate with a racist culture (Médor et al., 2022). 

In recent years, there has been interest in studying emotions around the curriculum and 

cultural phenomena associated with Physical Education (Da Silva et al., 2017; Gómez-

Carmona et al., 2019; Monforte & Pérez-Samaniego, 2017; Leisterer & Jekauc, 2019; 

Mujica-Johnson, 2019, 2021; Mujica-Johnson & Jiménez-Sánchez, 2021; Salgado-López & 

Sánchez-Molina, 2021). In these studies, positive and negative emotions related to subjective 

well-being are linked to gender stereotypes, sport culture, each student's motor history, peer 

socialisation, the role of the teacher, motor learning outcomes, and the applied didactics. One 

emotion that has stood out in studies is fear, which is often considered a negative emotion for 

subjective well-being (Mujica-Johnson, 2021). Studies have indicated that fear in Physical 

Education is aroused by the lack of empathy on the part of the teacher (Monforte & Pérez-

Samaniego, 2017); by the lack of experience in a given sport and the chances of failure (Da 

Silva et al., 2017; Monforte & Pérez-Samaniego, 2017; Mujica-Johnson, 2021); in the face of 

the chances of having an accident (Mujica-Johnson, 2021; Salgado-López & Sánchez-



 

 

Molina, 2021); in the face of low self-efficacy or perceived motor competence (Figueiredo et 

al., 2018; Mujica-Johnson, 2021); and in the face of social exposure (Figueiredo et al., 2018; 

Monforte & Pérez-Samaniego, 2017; Mujica-Johnson, 2019). 

Other negative emotions for subjective well-being identified in the school Physical Education 

class are anger and shame (Azzarito et al., 2006; Devís-Devís et al., 2018; López-Cañada et 

al., 2022; McCaughtry et al., 2006; Mitchell et al., 2015). Among the meanings associated 

with these negative emotions are girls' problems due to excessive competitiveness and 

selfishness in basketball practice by boys, including a perception of unfairness (Azzarito et 

al., 2006; McCaughtry et al., 2006); interpersonal relationship problems due to exclusion in 

the face of gender discrimination, specifically, of students who are part of gender diversity 

(Devís-Devís et al., 2018; López-Cañada et al., 2022); and in the face of boys' lack of 

empathy and respect for girls' body image in swimming class (Mitchell et al., 2015). As can 

be appreciated, Physical Education curricular experiences that include diverse contexts and 

learning approaches have been linked to emotions in some empirical research. 

In relation to the above, this study aims to understand the negative emotions that affect the 

subjective well-being of immigrant students in their curricular experiences in Physical 

Education and Health. 

 

METHODS 

This study was developed with a qualitative research methodology (Liamputtong, 2019) and 

an interpretive-phenomenological perspective (Ainsworth et al., 2022). This perspective was 

selected because it allows for an approach to the quality of emotion and the subjective 

meanings that compose it (Mujica-Johnson, 2021). Also, within the study design, it is a case 

study, specifically a single community-type case (Bautista, 2021). Said single case would be 

that of a school group that has the condition of having immigrated to Chile. The main 



 

 

dimensions of the study are the following three: a) negative emotions for the subjective well-

being (BS) of school students: fear, boredom, sadness, shame, and anger; b) school 

immigration; and c) Physical Education. 

The informants are a total of 10 students, six girls and four boys, with an average age of 13.5 

years (SD = 0.6). These students were in their seventh and eighth grades, which would 

represent the final stage of the basic education cycle. The students belonged to a public 

school in the Central Station district of the Metropolitan Region of Chile, which is 

characterised by receiving immigrant students. The school was selected because it has a high 

rate of immigrant students, which allows in-depth observation of emotional phenomena in 

multicultural contexts. 

Table 1 presents, for characterisation purposes, the gender, country of origin of each student, 

and the time they have been living in Chile. 

 

Table 1. General characterisation of the participating school students. 

Participants Gender Country of origen Time of residence in Chile 

Student 1 Girl Venezuela 5 years 

Student 2 Boy Colombia 1 year and 8 months 

Student 3 Girl Venezuela 2 years 

Student 4 Girl Ecuador 1year 

Student 5 Girl Peru 10 years 

Student 6 Boy Venezuela 1 year and 6 months 

Student 7 Boy Venezuela 1 year 

Student 8 Girl Venezuela 1 year 

Student 9 Girl Venezuela 4 years 

Student 10 Girl Venezuela 3 years and 6 months 

Source: Prepared by the authors. 

 

Within the framework of the ethical considerations of the British Education Research 

Association (2024), each student signed an informed consent form in which he/she declared 

voluntary participation, accepting the anonymous and confidential treatment of the data, as 

well as the possibility of excluding him/herself from the study at any time and without giving 



 

 

explanations. In addition, their guardians signed a consent form authorising their legal 

representatives to participate in the study under the conditions indicated. 

The data were collected using a semi-structured interview technique in face-to-face mode 

(Aguila et al., 2020), comprising five open-ended questions on the negative emotions 

dimension for BS. Each question asked about a different emotion and its basic structure; for 

example, with the emotion of fear, the question was: "At what times do you feel fear in 

Physical Education and Health classes?" These questions were accompanied by others that 

inquired into the reasons for the answers, to deepen the meanings each student provided. In 

addition, spontaneous questions arose during the interviews as a result of the dialogue. Before 

each interview, it was verified that the students understood the meaning of each of the five 

emotions used in the interview. 

In some cases, students asked questions to clarify the meanings of each emotion, but all of 

them claimed they knew the meaning of each emotion. In any case, if a student had doubts 

and did not declare them, it was pointed out that he/she could answer that he/she did not 

know the answer or preferred not to answer. To contribute to methodological rigor, this 

interview was validated by experts in the field, with the participation of two specialists with 

master's degrees and another with a doctorate. The three evaluators had studied and 

researched education, affectivity, and Physical Education. 

For the data analysis, an inductive content analysis (Mujica-Johnson & Orellana-Arduiz, 

2022) was conducted in the qualitative data analysis program ATLAS.ti 22. This analysis 

followed the following phases: a) transcription of the interviews; b) reading and selection of 

quotes with relevant content; c) writing comments and memos about the selected quotes; d) 

creation of representative codes of the previously selected quotes; e) conceptual relationship 

of the codes. Within the framework of methodological rigor, data triangulation at the personal 



 

 

level, categorical validity agreed upon by four researchers, and the inclusion of quotations 

representative of the emerging codes in the results were also applied. 

The limitation of this study is that data were collected using only one research technique. For 

this reason, future research should include triangulation through classroom observations and 

teacher interviews to enhance ecological validity. 

 

RESULTS 

The results will be presented in three categories that emerged from the inductive content 

analysis. The meaning of each code and its associated emotions are presented in Table 2. 

Among the contents of the table is the personal frequency, which refers to the number of 

people who contributed to each code. Despite their low frequency, some codes reveal 

significant experiences that deserve pedagogical attention. 

 

Table 2. Emerging categories on student emotions. 

Categories Meanings Frequency 

Personal 

Emotions 

Body and motor 

difficulties 

This code refers to students' motor errors, their 

health problems and their chances of bodily 

harm 

6 
Shame, anger and 

fear 

Interpersonal 

conflicts 

This code refers to intersubjective problems 

caused by lack of empathy, lack of respect, 

distrust, gender stereotypes and rebellion.  

5 Shame and anger 

Pedagogical 

dissatisfaction with 

physical exercises 

Disliking activities that develop physical 

fitness. 
4 Boredom 

Source: Prepared by the authors. 

 

Representative quotes from each category will be presented below. The category Body and 

motor difficulties includes health problems that were expressed in this way: "Interviewer: 

When do you feel afraid in physical education and health class? Student: When I feel very 

bad, that is, I do a lot of physical education and there comes a moment when my legs shake 



 

 

because of the same arrhythmia" (Student 3). This category also included the meaning of 

motor errors, which was mentioned as follows: "Interviewer: At what moment do you feel 

anger in physical education and health class? Student: When we lose to my team" (Student 

4). Finally, the meaning of this category that refers to the risk of bodily harm is represented 

by this quote: "Interviewer: At what moment do you feel, or have you felt fear in physical 

education and health class? Student: When I think I'm going to get a ball in the face" (Student 

5). 

The category Interpersonal conflicts includes in its meaning different themes that will be 

exposed with their respective representative quotes. The first thematic content is distrust 

among students, which was exposed in the following quote: "Interviewer: When do you feel 

embarrassed in physical education and health class? Student: Sometimes, when it is my turn 

with my classmates, I don't talk much, but I still feel embarrassed. Interviewer: Can you tell 

me about a specific activity? Student: When the teacher divides us into groups. Interviewer: 

And what did you have to do in that activity? Student: Sometimes it's like playing games and 

it's kind of embarrassing to be with another group, but when you feel more confident. 

Interviewer: Are you embarrassed when you work with classmates you don't know very well? 

Student: Yes" (Student 5). 

The second thematic content of the Interpersonal Conflicts category is that of gender 

stereotypes among students, which is represented by this quote: "Interviewer: When do you 

feel angry in physical education and health class? Student: Sometimes, when playing soccer, 

because men think they are better than women because they know how to play soccer. 

Interviewer: And what do they do, they don't let the women play? Student: They have mixed 

games, but the men are very showman like. Interviewer: What do they do? Can you explain 

something that bothers you about what they do? Student: That sometimes they don't let us 

play because we are women" (Student 8). The third thematic content of the Interpersonal 



 

 

Conflicts category refers to the lack of empathy, which was expressed in this way: 

"Interviewer: When do you feel embarrassed in physical education class? Student: When you 

fall. Interviewer: When you have an accident? Student: Yes, because all the people look at 

you with a face like “I'm going to laugh at you” (Student 1). 

The fourth thematic content of the Interpersonal conflicts category addresses disrespect 

among students and is expressed as follows: "Interviewer: When do you feel angry in 

physical education and health class? Student: I have only felt anger once, and it was because 

a classmate did something I didn't like. Interviewer: Can you explain a little more? Student: It 

was because a classmate picked on me verbally. Interviewer: Did he call you names? Student: 

Maybe. Interviewer: In what context did he insult you? Student: The truth is that I don't 

remember because it was a long time ago" (Student 7). The last thematic content of the 

Interpersonal conflicts category refers to rebellion with the structure of the class and the 

faculty, which is represented in this way: "Interviewer: When do you feel angry in the 

physical education and health class? Student: When I don't like something, but I still must do 

it, because that's the way it is. I feel anger, rage. Interviewer: Give me an example. Student: 

When I do something that should not be done and that is why I am challenged, but I take it 

badly, because I feel that the action I did is right. I take it with anger, but then I reflect on it 

and apologise to the teacher" (Student 6). 

The third category, Pedagogical dissatisfaction with physical exercises, was linked to the 

emotion of boredom and expresses the meaning of dissatisfaction with the experiences of 

developing physical fitness in training mode and not in a playful way. This category is 

represented by the following quote: "Interviewer: When do you feel boredom in physical 

education and health class? Student: When it's just exercise classes. Interviewer: Let's see if 

you explain that more. Student: I mean, when it's just running. I like the game classes better. 



 

 

Interviewer: Oh yeah, when the classes are just about physical fitness, I mean, you like to 

play more. Student: Yes" (Student 3). 

As can be seen, the students contributed with different narratives about their negative 

emotions related to subjective well-being in the Physical Education and Health class. These 

curricular experiences allowed the generation of conceptual constructs that approach the 

emotional meaning in this Chilean educational context associated with immigration and 

multiculturalism. 

 

DISCUSSION 

Physical exercises were related to boredom on the part of the students, which could be 

explained by the characteristics of these activities. Among them would be the monotony and 

bodily suffering that they can generate. Precisely, tasks or actions that lack variety, 

dynamism, and decision making have often been linked to boredom in the lived Physical 

Education curriculum (Mujica-Johnson et al., 2016; Mujica-Johnson, 2021). It should be 

noted that only female students attributed boredom to this meaning, suggesting that this 

emotion may be linked to gender stereotypes that culturally discourage physical-sports 

activity among females. In this sense, other studies have also recognised that boredom in 

Physical Education may be influenced by sociocultural factors related to gender (Díaz-

Vásquez et al., 2021; Guijarro-Romero et al., 2019; Mujica-Johnson, 2021). In this regard, a 

female student reports feeling angry about the patriarchal behaviour of her peers during 

soccer practice. The same has been recognised in other studies, in which female and male 

students have reported negative emotions affecting subjective well-being due to explicit 

gender stereotypes in Physical Education classes (Gerdin & Larsson, 2018; Monforte & 

Pérez-Samaniego, 2017; Timken et al., 2019). These differences are not homologous across 



 

 

all contexts, as some Physical Education studies have not recognised gender-based emotional 

differences (Duran-Delgado et al., 2014; Vélaz-Lorente et al., 2024). 

The results show that the moral factor is relevant at the emotional level in the experience of 

the Physical Education curriculum, since students mention meanings associated with the 

absence of respect, empathy, trust, and humility. The link between ethics and the emotional 

dimension has been recognised across the fields of philosophy, the social sciences, and 

pedagogy (Prieto, 2018; Steinfath, 2014). This relationship on ethics has also been recognised 

in physical education studies (Gil-Madrona et al., 2016, 2020; Mujica-Johnson, 2021; 

Mujica-Johnson & Orellana-Arduiz, 2022). It was possible to recognise other meanings that 

have been more common around negative emotions for BS in Physical Education, such as the 

lack of motor experience and the possibilities of failure (Da Silva et al., 2017; Monforte & 

Pérez-Samaniego, 2017); as well as accidents and bodily harm that can happen when 

experiencing the curriculum of such pedagogical subject (Salgado-López & Sánchez-Molina, 

2021). 

The results of this study must be interpreted from a sociocultural perspective of Physical 

Education and motor skills, where studies focused on the Chilean educational reality have 

pointed out that there are usually few epistemological connections of Physical Education 

contents with historical, critical and culturally inclusive visions (Moreno, 2018: Mujica et al., 

2022; Peña-Troncoso et al., 2021; Toro and Moreno, 2021). This could be related to the 

dislike of physical fitness development, which is a common content in Chilean Physical 

Education and is often approached in a not very playful or pedagogical way (Moreno, 2018; 

Mujica et al., 2022). Although students did not directly verbalise exclusion for being 

immigrants, experiences such as mistrust, stigma, and exclusion in games reveal implicit 

sociocultural markers related to migration and gender (Azzarito et al., 2006; Devís-Devís et 

al., 2018; López-Cañada et al., 2022; McCaughtry et al., 2006; Mitchell et al., 2015). 



 

 

UNESCO (2015) has also noted that quality Physical Education should incorporate an 

inclusive approach to minority groups, such as migrant students, recognising that this school 

discipline can support these communities in their social inclusion. For this reason, it is a 

challenge for Physical Education teacher education and training in Chile to assume an 

epistemology consistent with a critical, inclusive, historical, and sociocultural vision of 

Physical Education (Aguila et al., 2020; Kirk, 2010; González-Calvo et al., 2022; Valencia-

Peris et al., 2020). To do so, it is necessary to address the hidden curriculum that reproduces 

sociocultural senses and meanings associated with perspectives contrary to inclusion 

(Johnson, 2023; Jung et al., 2018; Valencia-Peris et al., 2020). 

 

CONCLUSIONS 

In relation to the objective of the study, it is concluded that immigrant school students 

experienced negative emotions during their curricular experiences in Physical Education and 

Health, as a function of multiple meanings for their subjective well-being. These were 

associated in two categories: shame and anger, and in one category: fear and boredom. The 

students, in their curricular experiences, presented an emotional link to bodily and motor 

difficulties, to didactic dissatisfaction with the development of physical condition, and to 

conflictive social interactions. 

There is an absence of explicit narratives with xenophobia, but there is a presence of 

indirect exclusions, mistreatment, and ethical disregard that can be linked to silent and 

structural discrimination. It is evident that there are problems in personal relationships that 

affect student inclusion, as well as curricular and didactic orientations that require 

consideration of active methodologies and innovative pedagogical models. 

These new educational scenarios pose pedagogical challenges that are manifested in 

the results of this research. Among these challenges is the need to intentionally incorporate 



 

 

training in ethical values and inclusive pedagogical practices in the training of Physical 

Education teachers. In this way, it is possible to promote moral and social values oriented to 

equality, collaboration, diversity, and social justice in Physical Education classes in Chile, 

where immigrant students participate. The above is consistent with Chile's new international 

and national educational policies to promote inclusive, high-quality Physical Education. It is 

necessary to consider that historically, Physical Education in Chile has been influenced by 

contexts hostile to diversity, including dimensions related to gender, social class, and 

multiculturalism. This reflects the importance of addressing, in an intersectional way, the 

immigrant condition of the student body. 

Among the limitations of the study is that only one data collection technique was 

used, and in a public school accustomed to receiving immigrant students. The absence of 

direct classroom observation prevented understanding how teachers' practices affect students' 

emotions. In addition, the exclusive use of interviews may limit access to more implicit 

dimensions of emotional experience. Future studies could use more data collection techniques 

and vary the school context investigated, as well as broadly incorporate other dimensions of 

study, such as gender, socioeconomic background, and each student's motor history. 

 

Acknowledgments 

Thanks are due to the public-school administration that collaborated with the study. 

 

REFERENCES 

Aguila, C., Sicilia, Á., & Segovia, L. (2020). O ideal do corpo magro e a formação do sujeito neoliberal: um 

estudo de caso. Movimento, 26, 1-23. https://doi.org/10.22456/1982-8918.104124  

Ainsworth, N., Thrower, S., & Petróczi, A. (2022). Fragile femininity, embodiment, and self-managing harm: an 

interpretative phenomenological study exploring the lived experience of females who use anabolic-

androgenic steroids. Qualitative Research in Sport, Exercise and Health, 14(3), 363-381. 

https://doi.org/10.1080/2159676X.2021.1941210  

https://doi.org/10.22456/1982-8918.104124
https://doi.org/10.1080/2159676X.2021.1941210


 

 

Azzarito, L., Solmon, M., & Harrison, L. (2006). «...If I Had a Choice, I Would....». A Feminist Poststructuralist 

Perspective on Girls in Physical Education. Research Quarterly for Exercise and Sport, 77(2), 222-239. 

https://doi.org/10.1080/02701367.2006.10599356  

Bautista, N. (2021). Proceso de la investigación cualitativa: epistemología, metodología y aplicaciones (2ª ed.). 

Editorial Manual Moderno. 

British Education Reasearch Asocciation. (2024). Ethical Guidelines for Educational Research (5th ed.). 

London. www.bera.ac.uk/publication/ethical- guidelines-for-educational-research-2024  

Campos-Bustos, J. L. (2022). Representaciones sociales sobre la migración haitiana en la escuela 

chilena. Revista Latinoamericana de Ciencias Sociales, Niñez y Juventud, 20(1), 123-144. 

https://doi.org/10.11600/rlcsnj.20.1.4712    

Cavalcante, F., & Lazzarotti, A. (2021). O lazer nos currículos dos cursos de educação física: diversidades e 

tendências. Movimento, 27, 1-24. https://doi.org/10.22456/1982-8918.114216  

Cervera, C., & Martí, M. Formación docente para la inclusión y la diversidad: retos y agenda pendiente en 

México. Atenas, 3(43), 72-81. https://www.redalyc.org/articulo.oa?id=478055153005 

Clark, L., Johnson, M. W., Sales, L., & King, L. (2019). Remember the titans: The lived curriculum of Black 

physical education teacher education scholars in the U.S. Sport, Education and Society, 25(5), 507–517. 

https://doi.org/10.1080/13573322.2019.1617126  

Contreras, J., & Manrique, G. (2021). Abrir caminos, emprender viajes: el currículum como experiencia de 

apertura. Aula Abierta, 50(3), 665–672. https://doi.org/10.17811/rifie.50.3.2021.665-672  

Devís-Devís, J., Pereira-García, S., López-Cañada, E., Pérez-Samaniego, V., & Fuentes-Miguel, J. (2018). 

Looking back into trans persons’ experiences in heteronormative secondary physical education 

contexts. Physical Education and Sport Pedagogy, 23(1), 103–116. 

https://doi.org/10.1080/17408989.2017.1341477 

Díaz-Vásquez, P., González-Robles, C., Ramírez-Rojas, J., & Mujica-Johnson, F. (2023). (Des)Igualdad de 

Género en Educación Física Escolar Chilena desde la Perspectiva Estudiantil: Estudio de Casos . Revista 

Internacional De Educación Para La Justicia Social, 12(1), 51–64. 

https://doi.org/10.15366/riejs2023.12.1.003 

Duran-Delgado, C., Lavega-Burgués, P., Planas-Anzano, A., Muñoz-Martínez, R., & Pubill-Soler, G. (2014). 

Emotional Physical Education in High School. The Role of Sociomotricity. Apunts. Educación Física y 

Deportes, 117, 23-32. https://doi.org/10.5672/apunts.2014-0983.es.(2014/3).117.02 

Figueiredo, P. R. P., Mancini, M. C., & Brandão, M. D. brito. (2018). “Vai jogar?” Fatores que influenciam a 

participação de adolescentes com paralisia cerebral na educação física escolar. Movimento, 24(3), 801–

814. https://doi.org/10.22456/1982-8918.79926  

Gil-Madrona, P., Samalot-Rivera1, A., & Kozub, F. (2016). Acquisition and Transfer of Values and Social 

Skills through a Physical Education Program Focused in the Affective Domain. Motricidade, 12(3), 32-

38. http://dx.doi.org/10.6063/motricidade.6502  

Gil-Madrona, P., Pascual-Francés, L., Jordá-Espi, A., Mujica-Johnson, F., & Fernández-Revelles, A. B. (2020). 

Affectivity and Motor Interaction in Popular Motor Games at School. Apunts. Educación Física y 

Deportes, 139, 42-48. https://doi.org/10.5672/apunts.2014-0983.es.(2020/1).139.06 

https://doi.org/10.1080/02701367.2006.10599356
http://www.bera.ac.uk/publication/ethical-%20guidelines-for-educational-research-2024
https://doi.org/10.11600/rlcsnj.20.1.4712
https://doi.org/10.22456/1982-8918.114216
https://www.redalyc.org/articulo.oa?id=478055153005
https://doi.org/10.1080/13573322.2019.1617126
https://doi.org/10.17811/rifie.50.3.2021.665-672
https://doi.org/10.15366/riejs2023.12.1.003
https://doi.org/10.5672/apunts.2014-0983.es.(2014/3).117.02
https://doi.org/10.22456/1982-8918.79926
http://dx.doi.org/10.6063/motricidade.6502
https://doi.org/10.5672/apunts.2014-0983.es.(2020/1).139.06


 

 

Gómez-Carmona, C. D., Redondo-Garrido, M. Ángel, Bastida-Castillo, A., Mancha-Triguero, D., & 

Gamonales-Puerto, J. M. (2019). Influência da modificação da lógica interna nas emoções percebidas em 

adolescentes escolares durante as sessões de expressão corporal. Movimento, 25, 1-15. 

https://doi.org/10.22456/1982-8918.83254  

González-Calvo, G., Otero-Saborido, F., & Hortigüela-Alcalá, D. (2022). Discussion of Obesity and Physical 

Education: Risks, Implications and Alternatives. Apunts Educación Física y Deportes, 148, 10-16. 

https://doi.org/10.5672/apunts.2014-0983.es.(2022/2).148.02 

Gerdin, G., & Larsson, H. (2018). The productive effect of power: (dis)pleasurable bodies materialising in and 

through the discursive practices of boys’ physical education. Physical Education and Sport 

Pedagogy, 23(1), 66–83. https://doi.org/10.1080/17408989.2017.1294669  

Guijarro-Romero, S., Mayorga-Vega, D., & Viciana, J. (2019). Influencia del género sobre la habilidad táctica y 

aspectos motivacionales en deportes de invasión en Educación Física. Cultura, Ciencia y 

Deporte, 14(41), 93–105. https://doi.org/10.12800/ccd.v14i41.1269  

Johnson, D. (2023). Estudios Curriculares. Una reflexión sobre la experiencia educacional. Ediciones 

Escaparate. 

Jung, J., Ressler, J., & Linder, A. (2018). Exploring the Hidden Curriculum in Physical Education. Advances in 

Physical Education, 8, 253-262. https://doi.org/10.4236/ape.2018.82023  

Kirk, D. (2010). Physical Education Futures. Routledge.  

Knox, S. (2022). Engaging Currere Toward Decolonization book. Negotiating Black Womanhood 

through Autobiographical Analysis. Routledge. 

Leisterer, S., & Jekauc, D. (2019). Students' Emotional Experience in Physical Education-A Qualitative Study 

for New Theoretical Insights. Sports, 7(1), 10. https://doi.org/10.3390/sports7010010  

Liamputtong, P. (2019). Qualitative Research Methods. Oxford University Press.  

López-Cañada, E., Fuentes-Miguel, J., & Pereira-García, S. (2022). Un estudio exploratorio de las experiencias 

de las personas trans en educación física. Arxius De Ciències Socials, 46, 65-76. 

https://doi.org/10.7203/acs.46.28899 

McCaughtry, N., Barnard, S., Martin, J., Shen, B., & Hodges, P. (2006). Teachers´ perspectives on the 

challenges of teaching physical education in urban schools. Research Quarterly for Exercise and Sport, 

77(4), 486-497. https://doi.org/10.1080/02701367.2006.10599383  

Médor, P. R., Moreno Doña, A., & Rivera García, E. (2022). Migration, Culture and Physical Education: voices 

of fathers and mothers. Retos, 45, 184–194. https://doi.org/10.47197/retos.v45i0.90850    

Mitchell, F., Gray, S., & Inchley, J. (2015). 'This choice thing really works …' Changes in experiences and 

engagement of adolescent girls in physical education classes, during a school-based physical activity 

programme. Physical Education and Sport Pedagogy, 20(6), 593-

611. https://doi.org/10.1080/17408989.2013.837433 

Monforte, J., & Pérez-Samaniego, V. (2017). O medo em educação física: uma história 

reconhecível. Movimento, 23(1), 85–100. https://doi.org/10.22456/1982-8918.71272  

https://doi.org/10.22456/1982-8918.83254
https://doi.org/10.5672/apunts.2014-0983.es.(2022/2).148.02
https://doi.org/10.1080/17408989.2017.1294669
https://doi.org/10.12800/ccd.v14i41.1269
https://doi.org/10.4236/ape.2018.82023
https://doi.org/10.3390/sports7010010
https://doi.org/10.7203/acs.46.28899
https://doi.org/10.1080/02701367.2006.10599383
https://doi.org/10.47197/retos.v45i0.90850
https://doi.org/10.22456/1982-8918.71272


 

 

Mora-Olate, M. L. (2023). Currere en investigación educativa y migración: Reflexiones de una investigadora 

novel. EduSol, 23(82), 202-211. http://scielo.sld.cu/scielo.php?script=sci_arttext&pid=S1729-

80912023000100202  

Moreno, A. (2018). La Educación Física chilena en educación básica: una caracterización crítica. Revista Da 

ALESDE, 9(2), 65–78. https://doi.org/10.5380/jlasss.v9i2.61261 

Mujica-Johnson, F. N. (2019). Miedo en contextos de educación física, actividad física y deporte: revisión 

narrativa (2010-2019). Lúdica Pedagógica, 1(30), 1–18. https://doi.org/10.17227/ludica.num30-11106  

Mujica-Johnson, F. N. (2021). Negative emotions of Secondary school students in learning basketball in 

Physical Education). Retos, 41, 362–372. https://doi.org/10.47197/retos.v0i41.84395  

Mujica-Johnson, F. N., & Jiménez-Sánchez, A. C. (2021). Positive emotions of the students of Secondary 

Education in the practices of basketball in Physical Education. Retos, 39, 556–564. 

https://doi.org/10.47197/retos.v0i39.80112  

Mujica-Johnson, F., Orellana, N., Aránguiz, H., & González, H. (2016). Atribución emocional de escolares de 

sexto año básico en la asignatura de Educación Física y Salud. Educación Física y Ciencia, 18(2), 1-6. 

https://www.redalyc.org/articulo.oa?id=439949202007  

Mujica-Johnson, F., Santander-Reveco, I., Uribe-Uribe, N., Gajardo-Cáceres, P., Carreño-Godoy, N., & Russell-

Guzmán, J. (2022). Learning in Physical Education and Health in Chile: a qualitative study of the 

curriculum from 7th grade to 2nd grade. Retos, 46, 843–851. https://doi.org/10.47197/retos.v46.94801  

Mujica-Johnson, F. N., & Orellana-Arduiz, N. D. C. (2022). Emotions of Chilean physical education teachers in 

the context of pandemic: a case study. Retos, 43, 861–867. https://doi.org/10.47197/retos.v43i0.89801  

Peña-Troncoso, S., Toro-Arevalo, S., Cárcamo-Oyarzún, J., Hernández-Mosqueira, C., & Cresp-Barria, M. 

(2021). La fragmentación del conocer en educación física. Retos, 39, 231–237. 

https://doi.org/10.47197/retos.v0i39.77414  

Pinar, W. (2022). A Praxis of Presence in Curriculum Theory book: advancing Currere against Cultural Crises 

in Education. Routledge. 

Prieto, M. (2018). La psicologización de la educación: implicaciones pedagógicas de la inteligencia emocional y 

la psicología positiva. Educación XX1, 21(1), 303-320. https://doi.org/10.5944/educxx1.20200  

Rodríguez-Fernández, J., Ramos-Vizcaíno, A., & Gigirey-Vilar, A. (2021). La Educación Física escolar como 

vía de inclusión del alumnado inmigrante en Educación Primaria. Journal of Sport and Health Research, 

13(3), p. 433-444. https://recyt.fecyt.es/index.php/JSHR/article/view/91221  

Salgado-López, J. I., & Sánchez-Molina, J. A. (2021). Contacto y emociones en la enseñanza de deportes 

sociomotores de colaboración-oposición a futuros docentes de educación física. Cuadernos de Psicología 

del Deporte, 21(3), 62–82. https://doi.org/10.6018/cpd.434541  

Silva, J. K. da, Richter, A. C., & Pinto, F. M. (2017). O sentido do futebol nas aulas de educação 

física. Movimento, 23(4), 1-12. https://doi.org/10.22456/1982-8918.64681 

Steinfath, H. (2014). Emociones, valores y moral. (2015). Universitas Philosophica, 31(63), 71-

96. https://doi.org/10.11144/Javeriana.uph31-63.evms  

http://scielo.sld.cu/scielo.php?script=sci_arttext&pid=S1729-80912023000100202
http://scielo.sld.cu/scielo.php?script=sci_arttext&pid=S1729-80912023000100202
https://doi.org/10.17227/ludica.num30-11106
https://doi.org/10.47197/retos.v0i41.84395
https://doi.org/10.47197/retos.v0i39.80112
https://www.redalyc.org/articulo.oa?id=439949202007
https://doi.org/10.47197/retos.v46.94801
https://doi.org/10.47197/retos.v43i0.89801
https://doi.org/10.47197/retos.v0i39.77414
https://doi.org/10.5944/educxx1.20200
https://recyt.fecyt.es/index.php/JSHR/article/view/91221
https://doi.org/10.6018/cpd.434541
https://doi.org/10.22456/1982-8918.64681
https://doi.org/10.11144/Javeriana.uph31-63.evms


 

 

Timken, G., McNamee, J., & Coste, S. (2017). ‘It doesn’t seem like PE and I love it’: Adolescent girls’ views of 

a health club physical education approach. European Physical Education Review, 25(1), 109-

124. https://doi.org/10.1177/1356336X17706382  

Toro, S. A., & Moreno, A. (2021). Educación Física como categoría colonial y neoliberal: transitando hacia la 

motricidad humana pensada en y desde Abya Yala. Ágora Para La Educación Física y el Deporte, 23, 

199–217. https://doi.org/10.24197/aefd.0.2021.199-217  

UNESCO. (2015). Quality Physical Education (QPE): guidelines for policy makers. 

https://unesdoc.unesco.org/ark:/48223/pf0000231101  

Valencia-Peris, A., Salinas-Camacho, J., & Martos-García, D. (2020). Hidden Curriculum in Physical 

Education: A Case Study. Apunts. Educación Física y Deportes, 141, 33-

40. https://doi.org/10.5672/apunts.2014-0983.es.(2020/3).141.04 

Vélaz-Lorente, Í., Gonzalez-Artetxe, A., Martínez-Santos, & R., Los Arcos, A. (2024). Assessing    the 

emotional experience    of young physical education students during the traditional gametail tag. 

Motricidade, 20(S1), 1-2. https://doi.org/10.6063/motricidade.31740  

https://doi.org/10.1177/1356336X17706382
https://doi.org/10.24197/aefd.0.2021.199-217
https://unesdoc.unesco.org/ark:/48223/pf0000231101
https://doi.org/10.5672/apunts.2014-0983.es.(2020/3).141.04
https://doi.org/10.6063/motricidade.31740

