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Abstract

As educators increase their use of digital technologies across learning modalities, some schools
are experimenting with highly flexible models of learning that maximize opportunities to support
learner preferences. The perceptions of these programs by teachers, parents, and students are
crucial for building and maintaining community support and securing funding for school practices
that are innovative and educative. The purpose of this study was to understand the perceptions of
teachers, parents, and students working in a school using hybrid learning with individualized
schedules. Perceptions of the school emerged as a sense of shared responsibility and united
advocacy for students. Advocacy centered on (1) making instruction accessible and (2) providing
appropriate instructional support. While there was agreement across participant groups on these
themes, teachers described additional workloads. Implications include the need to build a united
purpose around students while also supporting teachers.
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Emergent Themes from Study of a Highly Flexible Hybrid Learning Program

Hybrid learning, which some scholars and practitioners have also called blended
learning, attempts to combine online and in-person instruction, usually at different points in time
(Barbour et al., 2011; Johnson et. al, 2022). Hybrid learning occurs in higher education and K-
12 schooling and there are varying models and routines for how to deliver the online, in-person,
and the synchronous and asynchronous elements, often with the use of a learning management
system (LMS) (The Digital Learning Collaborative, 2019). According to the Christensen
Foundation for Disruptive Learning (Arnett, 2021), K-12 teachers increased their use of hybrid
learning techniques leading up to the pandemic. In a series of surveys beginning in October
2020, 596 classroom teachers representing 430 school districts from 45 states and the District of
Columbia reported increased use of hybrid learning (Arnett, 2021). The foundation also
conducted administrator surveys where responses were collected from 694 K—12 administrators
representing 596 school districts from 48 states and the District of Columbia. Findings were
similar. Administrators reported large increases in uses of both online and in-person instruction.
As additional evidence, although not a scientific sample, Williams (2023) documented visits to
100 K-12 classrooms in three states over six months and found teachers and students using
digital tools to do work across time and in different places (home and school). Williams wrote:

[Teachers] have continued to use Google Classroom and other platforms as part of their
courses. These streamline student assignments—teacher grading and subsequent data
analysis—and offer the potential for more effective and timely communication with
students’ families. Indeed, teachers reported that, at this stage of the pandemic, many
more of their families have and can use online communication tools like email, school
communication apps, ... and video conferencing to stay linked up to what’s happening on
campus. (Williams, 2023, n.p)

Previously, scholars like Barbour and Harrison (2016), Kuo et al. (2014), and Gough et
al. (2017) have found some evidence of positive perceptions for hybrid initiatives  among
teachers. Although these findings have been  promising, additional inquiries are needed to
determine how various groups besides teachers perceive the hybrid learning experience.
Moreover, it would be useful to understand perceptions of roles and responsibilities within
hybrid learning (Harrell & Wendt, 2019). When learning takes place both online and in-person
and both synchronously and asynchronously, there should be a greater need for shared
monitoring of learning, support from adults, and dialogue to determine how to help the children
and adolescents have good experiences. In the present study, researchers gathered perspectives
from parents, youth in grades 5-12, and parents in the same hybrid school. The research question
was:

What do individuals from various groups in this school perceive as the shared
commitments about hybrid learning?

“Self’-Regulation for Engagement in Hybrid Learning

Online learning research has drawn on theories of self-determination (e.g., Deci & Ryan,
2012) and self-regulation of learning (e.g., Zimmerman, 2013) to describe how learner
engagement is initiated and maintained. In self-determination theory, learning design structures
should be present but there should not be so much structure that learners become so frustrated
that they disengage (Pintrich, 1999).
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Engagement is the effort that students invest in learning (Fredericks et al, 2004; Hughes
et al, 2008). Scholars often discuss three specific types: behavioral, cognitive, and emotional
(Halvorson & Graham, 2019). Behavioral engagement involves measurable, observable actions
students complete to learn content (Zimmerman & Schunk, 2001). Cognitive engagement is the
expenditure of thoughtful energy to learn (Finn & Zimmer, 2012). Emotional engagement is the
presence of facilitating emotions such as interest and the absence of task-withdrawing emotions,
such as distress (Reeve, 2012).

To regulate learning through engagement, students use regulatory apparati, including
resources (e.g., databases, spell checkers, pacing guides) and strategies (e.g., using tabs to
navigate between multiple sites simultaneously, help seeking online and in-person) (Roscoe et
al., 2013). Recent attention has focused on learners’ perceived sense of belonging, the
relationships they have with physically proximate peers, their teachers, and the subject matter
(Borup et al., 2020; Stevens & Rice, 2016). In this way, the “self” in self-regulation is not
entirely accurate. Educators from the school context, parents, and peers are part of the regulatory
apparati available in a learning setting during social engagement.

Research about how parents engage and monitor students in hybrid learning is emerging.
In traditional settings, parents have a basic duty to bring children to the school and respond to
school communication (Epstein, 2001; Hoover-Dempsey et al., 2005). However, in online
learning, parents accept additional responsibilities (Borup et al., 2013; Borup et. al., 2015;
Crouse et al., 2018; Ortiz et al., 2021). In fact, Borup, et al., 2015 found that parental support
centered heavily on ensuring learner self-regulation using resources and the employment of
strategies. For children who have been identified with disabilities, parents advocate for children
to be allowed into the online setting and to benefit from it, including efforts parents make to
facilitate interaction with peers online (Rice & Ortiz, 2022). However, online teachers report that
they are the ones doing yeoman's work monitoring and supervising to keep children “self”-
regulated so they can engage (Stevens & Rice, 2016; Crouse et al., 2018). Being in the physical
presence of the learner while learning may be integral to who (parent or teacher) supports the
“self”-regulation. It is not feasible to place all responsibility on either a parent or a teacher to
support the student in a hybrid school because the student changes venues for learning. The
current research located a school using hybrid learning and varying shifting schedules and then
determined how shared responsibilities were perceived.

Methodology
We employed a convergent parallel mixed methods design for this research (Teddlie &
Tashakkori, 2009). Quantitative and qualitative data were collected and analyzed independently
and over a continuous timeframe. Findings from both methods were analyzed concurrently to
allow each set of data (qualitative and quantitative) to inform the results and interpretations of
each method (McCrudden et al., 2019; Schoonenboom, & Johnson, 2017). The authors received
human subjects’ approval for the study.

School Context

The site for this study, Tierra Academy Charter School (TACS), serves grades 5-12 as a
hybrid school program. At TACS, all students have an individualized learning plan or ILP. Using
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digital curriculum available to the learner 24/7 and instructional specialists in the school building
five days a week, educators at TACS aim to individualize instruction while also supporting a
needs-based, differentiated educational structure. TACS uses a flexible weekly scheduling model
offering all students a choice in attendance from fully online to five days per week on campus.
When students were not attending fully online, they attended on campus during the week for on-
campus academic and enrichment instruction with teachers or attended one-on-one tutoring
offered both online and in person. Students were allowed to be on campus even when they were
not scheduled as part of the flexible model, but if they were scheduled to be on campus, they
were required to be on campus.

Survey Instrument

Teachers, parents, and students responded to an online survey about support for learning
and achieving at school. The first step in creating the survey instrument was for the research
team to create the survey items for each of the study participants (parents, teachers, and
students). Survey items were designed using research support alongside the interests of the
administrative team. Table 1 links key studies to the final constructs and survey items. In
identifying support, we reviewed studies focused on the K-12 context and that drew
characteristics of hybrid framing where there were online and in-person elements occurring at
different times.

Table 1
Pairing of Survey Constructs and Literature
Constructs for Literature Support from K-12 Hybrid Studies

Survey Items

Behavioral Engagement

Number of access  Alvarado-Alcantar et al. (2018) highlighted the importance of reducing access

points in the LMS to a few steps.

Praise/rewards Stevens and Rice (2016) found that adding emoji to their work along with
verbal praise were important simple rewards for students. Rice and Carter
(2016) also documented an LMS dashboard’s ability to show progress as a
reward and regulator for teachers and students.

Feedback Kazakoff et al. (2018) and Villanueva (2021) documented the use of feedback
about academic work in hybrid learning. The feedback provided specific
information about performance and set new goals for the future.

Cognitive Engagement

Challenging Leacox and Jaxson (2014) and Prescott et al. (2018) conducted studies

curriculum highlighting the need for a challenging curriculum in K-12 hybrid learning. In
both cases, students gained language skills rapidly with consistent access to
lessons that increased in difficulty.

Suited to interests  Chiu (2021) found that hybrid environments that supported learning autonomy
were more likely to engage students. Similarly, Rice and Stevens (2021)
found that students customized assignments in the hybrid environment to
tailor them to their interests and often increased the cognitive challenge.

Leads to Bottge et al. (2014), Hawkins-Lear & Grisham-Brown (2018), Kazakoff et al.

achievement (2018), Leacox and Jaxson (2014) and Prescott et al. (2018) have all found
demonstrable improvements in learning over control groups, while Harrell
and Wendt (2019) found positive perceptions of achievement.
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Enables choice

Kundu et al. (2021) modified the environment using learning choice to
optimize learner engagement. They were able to eliminate disengagement
after four weeks and maintain it for the remaining nine weeks of the study.

Emotional Engagement

Overall
Manageable
frustration level
Online frustration

In-person
frustration

Perception of
positive emotions
for learning

Billingsley et al. (2009) and Bingham (2016) reported on the potential for
frustration in hybrid learning when tasks are not appropriate for teachers who
are unable to manage the environment.

Accessibility issues where students cannot find, read, or use materials is a
primary course of frustration when working online (Alvarado-Alcantar et al.,
2020; Crouse et al., 2018; Rice & Ortiz, 2022). Schmidt (2013) noted the
frustration of trying to get help online when it is unavailable.

Mormando (2022) found student frustration in the in-person classroom
setting. Teachers of students with disabilities lacked the autonomy they
needed to make accommodations for students in a hybrid classroom.
Villanueva (2020; 2021; 2022) documented possibilities for students’ positive
emotions during hybrid learning.

Social Engagement

Peer-to-peer
interaction
opportunities
Teacher-learner
interaction

Supportive of
Friendships

Garrett Dikkers et al. (2014) and Whiteside, et al. (2016) documented the role
of peer-to-peer interaction opportunities in hybrid learning environments from
helping students feel prepared for future educational opportunities.

Garrett Dikkers et al. (2015), Stevens and Rice (2016), and Villanueva (2021,
2022) all framed teacher-learner interaction as a trusting relationship in hybrid
learning.

Rombot et al. (2020) highlighted the potential to use hybrid learning to build
and maintain not just collegial relationships between learners, but true
friendships.

The second step was to create a separate Google Survey Form for each participating
group and to make sure they have access to the Google Survey Form. One of the research team
members reached out to the TACS director and asked for assistance in sharing the Google
Survey Form with the teachers, parents, and students at the school. The director asked teachers
via email to consider participating in the Google Survey and to allow time for their students to
complete the student survey during their class time. The director emailed the Google Survey
Form to guardians and asked for their participation in the survey. All interested students,
guardians, and teachers completed the Google Survey form. To explore the research question,
a member of the research team conducted follow-up, semi-structured interviews with a self-
nominated subgroup. The reliability analysis of the survey used the items on a scale comprising
four Likert items (1= strongly disagree, 4 = strongly agree). Cronbach’s alpha showed the
questionnaire to reach acceptable reliability, o =0.88. All items appeared to be worthy of

retention as the range of means was 3.4-4.2 (SD=1.9-2.1). Table 2 contains final survey items
and their responses.

Interview

In-person interviews were conducted with interested teachers and students. The interview
questions are outlined in Table 2. An invitation email was sent to all teachers in the school
asking them to consider participating in the in person interviews; five teachers volunteered to be
interviewed (four female and one male). In addition, six volunteer students were interviewed,
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three boys (5th, 12th and 9th grade), as well as three girls (8th, 9th, and 11th grade). Table 2
provides additional information about these participants. A researcher visited the school site and
met individually with the interviewed teachers and students. Interview length varied from 20
minutes to 1.5 hours long. Each interview session was video recorded for transcribing and data
analysis purposes. The transcribed texts were analyzed. Parents who participated in online
surveys were emailed and invited to participate in a personal interview or answer additional
questions in electronic form. Six parents responded to the electronic form. Responses from
parents were incorporated into the survey findings and data. 1 out of the 6 parents is also a
teacher at the school. Interview topics appear in Table 2.

Table 2
Interview Protocol
Participants Interview Questions
Educators 1. How did you come to be an educator at this school?
2. What elements of the school do you think are especially supportive of a hybrid
learning mission? (if any)
3. What is a typical workday like in terms of time spent planning, instructing
(online and in-person), and evaluating? What about the rhythm of a week for
these activities?
4. What are some of your “tried and true” instructional practices for supporting
students in hybrid environments?
5. What are some of your “tried and true” engagement practices for supporting
students in hybrid environments?
6. How do faculty collaborate to design hybrid learning activities and materials?
7. How do you choose instructional materials for students for both online/in-
person instruction?
8. How do you build community with parents and other facilitators (if at all)?
9. How has working here increased your subject matter/pedagogical/technological
expertise (if at all)?
10. What is your long-term vision for making a curriculum that builds learning
communities?
Guardians 1. What were the circumstances surrounding your child’s enrollment at the school?

2. What aspects of hybrid learning help your child persist in their coursework?
What specifically engages them (if anything)?

3. What is a typical “school day” like in terms of working on an offline? What is
the rhythm of a week?

4. How does communication with teachers about student learning and hybrid
curriculum build community (if at all)?

5. How has hybrid learning opportunities assisted with engagement in school for
your child?

6. How has working with your child hybrid coursework increased your
parenting/technological expertise (if at all)?

7. What communities has your child built with peers, teachers, or others from

doing hybrid learning at the school (if any)?

What is your overall vision for your child’s hybrid learning experience?

What advice would you give about supporting children/adolescents in hybrid

learning?

© ®©
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=

Students What led you to take classes at this school?

What did you expect hybrid learning to be like? Did it meet your expectations?

3. Describe a specific lesson that you liked that had both in person and online
elements. What did you like about that lesson? Was anything difficult? How did
you solve problems?

4. How do the teachers at your school support you during both the online and the
in-person learning?

5. How has learning at this hybrid school helped you build technological skills (if
atall)?

6. How has learning at this school helped you build a social community (if at all)?

7. How has learning in a hybrid setting helped you take charge of your learning (if
at all)?

8. What is your typical school like in terms of time spent on and offline doing
lessons?

9. When you need help with your work, what is your process for obtaining it?

10. What are your long-term goals for your learning as a hybrid learner?

11. What advice would you give to a student who was new to hybrid learning?

S

Data Analysis

Data from all research instruments was analyzed by aligning participants’ responses to
create categories/themes pertaining to the responses. A separate document was created for each
emerging response/ category/theme. Researchers organized the data and independently coded
responses question-by-question for each group (students, parents, teachers) in relationship to the
research questions and compared codes. Where disagreement existed, researchers discussed
decisions and documented a future course of action (Merriam, 1998). Teacher data was
examined first; parents second; student responses were accounted for last. Students’ survey
responses were considered last because we anticipated a greater range of responses due to
potential developmental differences and the potential that they would have less familiarity with
research processes. After the first round of coding for each group, researchers compared findings
to ensure agreement. This procedure was followed for each group. When 95% agreement was
reached for the questions in a group, researchers moved to the next group. Researchers met to
collapse codes into themes tied to the research questions and survey data (Saldafia, 2012). Final
themes are presented in the findings section.

Findings
Data gathered from participants (See Appendix A for survey data) reflected the theme
of shared advocacy for meeting student needs. Each of the shared sub-themes are discussed
below. Teachers also shared one unique sub-theme around the labor it requires to collaborate.

Advocacy Through Access to Instruction

Participants in this study agreed that access to instruction was a primary concern at the
school. This access to instruction occurred primarily through collaborative scheduling and goal
setting.

Online Learning Journal — Volume 27 Issue 4 —December 2023 226



Emergent Themes from Study of a Highly Flexible Hybrid Learning Program

Collaborative Scheduling

Teachers, families, and students agreed that the flexibility of having the kids do both
online and in-person learning is crucial. This flexibility was described as opportunities but not
requirements to attend in-person school two times a day. One parent elaborated on the need to
have in-person learning as an option, stating, “without the live taught aspect of the curriculum,
there would be little engagement.”

Support for students in-person alongside hands-on, project-based learning built into the
schedule contributes to that flexibility, according to the participants. One teacher said, “you
cannot just put the kids on the computer and that’s it.” Participants agreed the opportunity to
schedule in-person enrichment time for core subjects also supported students, “...they kind of
married together to provide a really supportive environment.”

Interviewed students discussed the amount of time they spent both online and in in-
person learning each day. For example, one student spent close to 17 hours per week online and
11 hours in-person; another student stated that he does most of the online work for his schooling
over the weekend; he also attended in-person school two days a week; a third student reported
spending equal amounts of time online and in-person learning, 5 or 6 hours a day. A fourth
student reported attending school during in-person days and spent 4 hours a day during
schoolwork online on days where they did not attend in-person.

Parents stressed that while routines were important to establish with their children, they also
appreciated the flexibility of the school’s schedule. Parents reported collaboration with their
children to create a schedule; “I created a schedule for them to follow on the days they are not on
campus. I believe it is creating good habits to continue to do their best daily,” one parent said.

Collaborative Goal Setting

In addition to flexible scheduling to provide access to instruction, participants also cited
the opportunity to collaborate on learning goals as an important to the positive perception of the
school. In the survey, 52 % of educators, 31% of students, and 47% of parents agreed that
students make choices about topics of study. In addition to topics, students can make choices
about whether to use digital resources. For example, regarding when to use digital technologies
to teach or learn, 71% of teachers, 64% of students, and 55% of parents believed they have
choices. One teacher explained, “we really wrap our minds around students because we are so
small that we can do that.” In support of the positive community reputation of TACS, 90 % of
teachers, 75% of students, and 95% of parents indicated that they believed that the school has
created a positive community climate.

Teachers, parents, and students talked about the importance of communication amongst
each other to meet students’ learning goals. Parents also noted that TACS has a variety of
opportunities for them to participate in their children’s learning. One parent Stated that to
collaborate successfully with the school and their children's learning goals, “Parents need to be
involved and understand the software that is being used and the tools they have to follow up.” It
has been easier to stay involved and know what students are working on with the online
curriculum.
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Advocacy Through Learner Support

The second way that participants perceived as important was the advocacy achieved
through deliberate attempts at learner support. The specific sources of support included high
expectations for learning reflected in the school’s mission, peer support, and teacher support.

High Expectations for Learning

An overall theme emerged from the collected data connected to high expectations from
the school and their families. During interviews, participants discussed the importance of
monitoring students and encouraging participation. One educator said, “[learners] are not going
to engage if they are uncomfortable, and if they don’t have any motivations or rewards.” She
continued by stating it is the role of the teachers to be deliberate about making instruction
interesting for learners.

Students and parents discussed the importance of doing well academically at TACS.
Survey responses indicated that 65% of educators, 57% of students, and 78% of parents believed
that students at the school achieved high grades. During interviews, two students shared how
important it was for them to maintain pace with their work. All interviewed students indicated a
sense that they needed to learn to use their learning time appropriately. One student stated that
she is learning more about how responsible she can be on her own, “And now I’m learning that I
have a voice in my head saying you have to do work.”

Parents who participated in interviews expressed an expectation that TACS will teach
their children to balance work, school, and down time; also, they hope the teachers will teach
their children self-discipline. One parent stated, “The environment of self-advocacy at [TACS]
was very different from the municipal schools. This has bled into many aspects of her life.” One
parent explained that hybrid learning allowed students to take dual credit classes at the local
branch campus of the state research university in addition to their regular schoolwork.

[TACS] offers so many resources that apply to life after school like college prep,
discussions around tech/trade schools.

Another parent stated that the hybrid learning has helped her child challenge himself with more
difficult coursework. She said:

My son signed himself up for all AP classes, he became an advocate for himself when it
came to asking for help, more work and opportunities focused on school. My son is
better at communicating with us as parents because he can physically show us grades,
courses, and test scores which | think is a HUGE benefit to schoolwork.

Overall, parents expressed a perception that their children were able to understand the work that
they had to do, and they were generally willing and able to do that work.

Peer Support

Four of six interviewed students commented positively about peer interactions. Survey
responses revealed that 29% of educators, 10% of students, and 56% of parents stated that the
instructional practices inspired positive emotions in students. In addition, survey findings

Online Learning Journal — Volume 27 Issue 4 —December 2023 228



Emergent Themes from Study of a Highly Flexible Hybrid Learning Program

indicated that 71 % of educators, 50 % of students, and 58% of parents believed that students
interact regularly with each other to learn. Three students stated that when they needed help with
their work, they asked their friends first and then the teachers. Another student stated he enjoyed
the learning labs where he and his friends collaborated to build a laser cutter:

So let’s say one thing that I liked about the lesson was I was able to learn how to work
with others better and one difficult part was when we couldn't find the activation key...so
we basically took the whole room apart and looked for it.

Another student described how he enjoyed practicing the piano at home and then playing
with other people at school.

Students also talked about the benefits of interacting with the front office staff and
teachers when they are present in the building. Students shared that teachers know the students
very well due to the small class sizes with 10 students in a class. A parent said, “My son enjoys
gardening in a local garden by the school. He likes the steam programs they offer, especially
cooking, which he is a participant in each year.”

Some parents expressed that they worried about socialization. However, according to the
survey, 76% of educators, 82 percent of students, and 75% of parents believed that students at
TACS interacted regularly with each other as friends.

Even parents that expressed hesitancy about socialization opportunities during interviews
described multiple types of peer interactions and other activities at TACS, such as team building,
camping, hiking, ropes courses, playing in rock bands, culinary arts, doing local and global
project-based learning and small group tutoring opportunities.

Teacher Support

In the interviews and the survey, educators, students, and parents agreed that TACS staff
supported both online and in-person learning. One teacher described how, in addition to students
choosing days to come to campus, the school also offered additional, optional days for students
to come to the building to receive help with schoolwork. Survey results indicated that 90% of
educators, 59% of students, and 59 % of parents believed that students received instructions for
improving their grades. In addition, the survey showed that 90% of teachers, 59% of students,
and 80% of parents believed that teachers TACS interacted regularly with students to support
learning. A teacher stated, “...the option is always, they can come here. We’re always available
if they need that face-to-face.” She highlighted the importance of going over the online
curriculum with students face-to-face to help them understand it. She said, “...repetition,
repetition, repetition, and clarifying it, and applying something in a life skills way” is the key to
helping kids. Working on the lessons without teacher support could become frustrating for
students.

Survey results also indicated that 48% of educators, 34 % of students, and 24% of parents
believe students experienced at least some frustration while working through their lessons.
During online learning, the survey showed that 33 % of educators, 36 % of students, and 53% of
parents believed that students could work with the online curriculum without frustration. For
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offline work, the survey showed that 67 % of educators, 45 % of students, and 68% of parents
believed that students experienced the offline curriculum without frustration. One student shared
the benefits of enrichment classes that are in-person when students are having a hard time with
their academic skills. He stated, “There is a lot of support here for you if you get stuck.”

During interviews, all students expressed a perception that they were receiving a better
education at TACS than their previous school. One parent stated, “Our younger [child] never
used to like school, now she feels okay about going to school and is looking into colleges. The
teachers somehow find a way to motivate the students to do well.” Another parent elaborated on
trusting relationships. “Teachers are very open and never treat me like I am asking dumb
questions. They do get back to me in a timely manner and always have a solution.”

Tensions and Gaps in Advocacy

Although there was overall agreement between the three groups, teachers voiced specific
concerns that did not emerge from data collected from students and parents. Among these
concerns were the effort it takes to locate and use appropriate instructional materials, and
additional time needed to communicate and collaborate with colleagues and parents.

Effort to Find Materials for Students

Teachers commented on the energy and work it takes to find instructional materials for
students. TACS purchases most of their instructional materials from a single vendor, but teachers
must request permission to add on additional or alternative activities for students to meet their
individual academic needs. During interviews, teachers shared how important the in-person
enrichment classes were for students, especially students who were struggling. Many teachers
shared that they take the online instruction and break it into smaller pieces to support students.
Teachers were also giving support through graphic organizers and other writing strategies. The
school also had purchased and was using a developmental reading program. All these efforts
required additional labor from teachers.

Collaborative Efforts and Relational Work with Colleagues and Parents

Educators shared their collaboration efforts and relational work with colleagues and
families to meet the needs of their students. Collaboration meetings occur at the end of the day at
TACS. Collaboration teams meet and discuss topics relevant to the school. During these
meetings, teachers take on roles in facilitating and choosing the topics of discussion. However,
during interviews, most teachers expressed a desire for more time to sit together and talk about
student work.

Teachers also have regular after-school teacher meetings. The teachers found these
meetings beneficial for talking with other teachers about the online curriculum and planning
face-to-face instruction activities. Teachers desired more time to prepare for the online and in-
person lessons. A teacher who was new to the profession described using that time to seek
support from more experienced teachers. In general, there was a sense that teachers supported
one another and shared resources. Even with this general sense of community, one teacher stated
that his planning usually takes place on the weekends, at home. During interviews, all teachers
expressed appreciation for students and parents. All expressed an overall contentment with
hybrid learning, yet they wished that their workload was more manageable.
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Discussion
In this study, researchers gathered information from teachers, parents, and students at
TACS. Each group expressed positive perceptions of the school. Parents and students
appreciated the opportunities to have individualized scheduling and choices about when to come
to school in person and when to do work online. The students and parents also reported high
levels of learner support. Much of the credit for this high level of support was given to teachers.
While the teachers were pleased the students were doing well, they felt their workload was high.

Practical Implications

In this school that uses hybrid learning with flexible schedules, there is an appreciation
for the flexibility and an understanding that such an opportunity provides the space for students
to practice self-regulation of learning. Even so, they need help from both parents and teachers
(Borup et al., 2020). The way that these groups seem to be sharing the responsibility—for now—
is for parents to do as much as they can and then lean on the school. This works for families
where there might already be a lot of resources. It seems that where students are falling behind
and needing to be at the school more, it is because families are less able to take care of this
independently. This will likely remain a barrier to bringing in more families to a similar setting.

Teachers might also need more preparation and support to take full advantage of the ways
technologies can help them (Roscoe et al. 2013). For example, Alvarado-Alcantar et al. (2018)
have warned about how frustrated students might become with complicated online instructional
materials. Teacher education programs must take these likely shortcomings in instructional
materials seriously and prepare teachers to expect this and help teachers find ways to compensate
for it in ways that do not require so much teacher labor. Also, researchers like Rice and Carter
(2016) highlighted how teachers used the dashboard to regulate their work and students’ work;
Kazakoff et al., (2018) and Villanueva (2021, 2022) have shown patterns for feedback, and
Stevens and Rice (2018) showed how an emoji from a teacher on online work operated to keep
students on task. Teachers in this study seem to have needed more help in learning how to use
strategies other than “come in and I will teach you in person.” Moreover, such thinking
undermines the strong theme of peer support where students benefited from working with others
in the hybrid environment (Garrett Dikkers et al. 2014, Garrett Dikkers et al., 2015; Rombot et
al. 2020; Whiteside et al., 2016).

Research Implications

Previous research has documented achievement in hybrid learning environments (Bottge
et al., 2014; Hawkins-Lear & Grisham-Brown, 2018; Kazakoff et al., 2018; Leacox & Jaxson,
2014; Prescott, et al., 2018). Not only must learning occur comparably with and even over
control groups, the perception of achievement is also important (Barbour & Harrison, 2016; Kuo
etal., 2014; Gough et al., 2017; Harrell & Wendt, 2019). Perceptions are crucial because strong
feelings of frustration can be reported in hybrid environments (Bingham, 2016; Mormando,
2022). There was a sense among study participants that frustration is universally harmful and
should be eliminated. From a theoretical standpoint, some struggle while learning is part of what
creates cognitive challenge (Pintrich, 1999; Reeve, 2012). Future research should take the issue
of frustration from both teachers and students in hybrid learning environments more seriously.
What frustrations are acceptable? What support can be offered? What dialogue needs to occur to
prepare teachers and students to expect and manage frustration?
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Another important finding focused on students’ need for strong relationships inside and
outside of school with both teachers and peers. Some research has suggested that peer
relationships in blended environments can promote outcomes that go beyond the immediate
school (e.g., planning for college) (e.g., Whiteside et al., 2016). Other research has looked at the
possibilities for students to become friends in hybrid spaces (Rombot et al., 2020). Parents and
students seemed to blend peers and teachers into a community; this is an interesting phenomenon
that deserves additional attention as it does not fit tidily into cognitive models of self-regulation
of learning and emotion typically used to understand engagement.

Policy Implications

Policy support is essential for designing and evaluating hybrid programs beyond
pandemic circumstances. While flexible scheduling seems to be valuable to families, policy
makers—state and local—may be averse to moving away from traditional thinking about regular
daily attendance and seat time (Arnett, 2021). Also, policies need to consider what funding and
other resources are needed to run high quality flexible programs. Resources might include
funding for lower student-to-teacher ratios, more access to digital tools and resources, earlier and
more rigorous evaluation of digital instructional materials for accessibility and suitability, and
more frequent feedback opportunities for teachers, parents, and students. The relationships that
students had did seem to make students and parents feel comfortable and happy. Should student
happiness be a policy goal for strong hybrid learning programs? If so, how would policy makers
measure and ascertain it? Finally, we wonder, what role can policy play in making joyful spaces
for students to have agency over their relationships with each other, with teachers, with
technologies, and with their learning?

Conclusion
The purpose of this study was to learn about the perceptions of teachers, parents, and

students in a school using hybrid learning with flexible schedules. Overall, the school’s
particular hybrid design was perceived as supportive of student learning. Since this study took
place at one site and since hybrid programs, by definition, can vary so much in structure, it is
important to realize this study cannot generalize to other hybrid programs. Instead, it offers a
description of a program that might resonate with other programs with similar characteristics.
What may be clear is that K-12 schools can be spaces for exploring hybrid scheduling regimes in
ways that account for community goals and preferences.
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Appendix A
Survey Findings

Category #1: Behavior Engagement Statements

Statement #1 Number of access points: Students can access materials without logging into multiple accounts.

1 (not at all) 2 3 4 5 (extremely
likely)
Teacher 9.5% (2 out of 28.6% (6 out of [ 61.9% (13 out
21) 21) of 21)
Student 1.5% (2 out of | 6.8% (9 out of 24.8% (33 out of | 33.8% (45 out of | 33.1 % (44 out
134) 134) 134) 134) of 134)
Guardians 15.6% (7 out of 44.4 % (20 out of | 40% (18 out of
45) 45) 45)
Statement #2 Praise/Rewards: Students receive praise for their work.
1 (not at all) 2 3 4 5 (extremely
likely)
Teacher 19% (4 out of 21) | 42.9% (9 out of | 38.1% (8 out of
21) 21)
Student 8.3% (11 out | 17.4% (23 out of | 28% (37 out of 31.8% (42 out of | 14.4% (19 out
of 134) 134) 134) 134) of 134)
Guardians 2.2% (1 out of 17.8% (8 out of 37.8% (17 out of | 42.2% (19 out
45) 45) 45) of 45)
Statement #3 Feedback: Students receive instructions for improving their performance.
1 (not at all) 2 3 4 5 (extremely
likely)
Teacher 9.5% (2 out of 38.1% (8 out of | 52.4% (11 out
21) 21) of 21)
Student 2.3% (3 out of | 13% (17 out of 26% (34 out of 42% (55 out of 16.8% (22 out
134) 134) 134) 134) of 134)
Guardians 2.2% (1 out of | 2.2% (1 out of 13.3% (6 out of 42.2% (19 out of | 40% (18 out of
45) 45) 45) 45) 45)
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Category #2: Cognitive Engagement Statements

Statement #1 Challenging curriculum: The lesson materials at this school challenge students to think.

Participant | 1 (notat all) 2 3 4 5 (extremely
Type likely)
Teacher 14.3% (3 out of 52.4% (11 out of | 33.3% (7 out of
21) 21) 21)
Student 2.3% (3 out of | 5.3% (7 out of 28.6% (38 out of | 51.9% (69 out of | 12% (16 out of
134) 134) 134) 134) 134)
Guardians 2.2% (1 out of 15.6% (7 out of 33.3% (15 out of | 48.9% (22 out of

45)

45)

45)

45)

Statement #2 Suited to i

nterests: The lesson

materials at this school are interesting to students.

1 (not at all)

2

3

4

5 (extremely
likely)

Teacher 14.3% (3 out 42.9% (9 out of | 38.1% (8 out of 4.8% (1 out of 14.3% (3 out of
of 21) 21) 21) 21) 21)
Student 9% (12 out of | 20.9% (28 out of | 35.1% (47 out of | 29.9% (40 out of | 5.2% (7 out of
134) 134) 134) 134) 134)
Guardians 2.3% (1 out of | 6.8% (3 out of 36.4% (16 out of | 38.6% (17 out of | 15.9% (7 out of
45) 45) 45) 45) 45)
Statement #3 Leads to achievement: Students at this school achieve high grades.
1 (not at all) 2 3 4 5 (extremely
likely)
Teacher 5% (1 out of 21) | 30% (6 out of 21) | 55% (11 out of [ 10% (2 out of
21) 21)
Student 9.7% (13 out of | 33.6% (45 out of | 35.1% (47 out of | 21.6% (29 out of
134) 134) 134) 134)
Guardians 4.4% (2 out of 17.8% (8 out of 37.8% (17 out of | 40% (18 out of

45)

45)

45)

45)
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Statement #4 Enables choice: Students have choices about topics of study.

1 (not at all) 2 3 4 5 (extremely
likely)
Teacher 14.3% (3 out 4.8% (1 out of 28.6% (6 out of 38.1% (8 out of | 14.3% (3 out of
of 21) 21) 21) 21) 21)
Student 19.7% (26 out | 18.2% (24 out of | 31.1% (41 out of [ 26.5% (35 out of | 4.5% (6 out of
of 134) 134) 134) 134) 134)
Guardian 6.7% (3 out of | 13.3% (6 out of | 33.3% (15 out of | 28.9% (13 out of | 17.8% (8 out of

45)

45)

45)

45)

45)
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Category #3: Emotional Engagement Statements

Statement #1 Frustration level: Students become frustrated while working through their lessons.

1 (not at all)

2

3

4

5 (extremely
likely)

Teacher 4.8% (1 out of 47.6% (10 out of | 42.9% (9 out of | 4.8% (1 out of
21) 21) 21) 21)
Student 10.4% (14 out | 26.9% (36 out of | 28.4% (38 out of | 20.1% (27 out of | 14.2% (19 out of
of 134) 134) 134) 134) 134)
Guardians 17.8% (8 out 33.3% (15 out of | 24.4% (11 outof | 13.3% (6 outof | 11.1% (5 out of

of 45)

45)

45)

45)

45)

Statement #2 Online: St

udents are able to work with the online curriculum without frustration.

1 (not at all) 2 3 4 5 (extremely
likely)
Teacher 4.8% (1 outof | 42.9% (9 outof | 19% (4 outof 21) | 28.6% (6 out of | 4.8% (1 out of
21) 21) 21) 21)
Student 9.8% (13 out | 21.2% (28 out of | 32.6% (43 out of | 23.5% (31 out of [ 12.9% (17 out of
of 134) 134) 134) 134) 134)
Guardians 11.1% (5 out 11.1% (5outof |[24.4% (11 outof [ 33.3% (15 out of | 20% (9 out of

of 45)

45)

45)

45)

45)

Statement #3 In person: Students are able to work with the offline curriculum without frustration.

1 (not at all)

5 (extremely
likely)

Teacher 4.8% (1 out of | 19% (4 out of 21) | 9.5% (2 out of 21) | 52.4% (11 out of | 14.3% (3 out of
21) 21) 21)

Student 7.8% (10 out [ 13.3% (17 out of | 34.1% (44 out of | 25.6% (33 out of | 19.4% (25 out of
of 134) 134) 134) 134) 134)

Guardians 4.5% (2 out of | 4.5% (2 out of 22.7% (10 out of | 38.6% (17 out of | 29.5% (13 out of

45)

45)

45)

45)

45)
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Statement #4 Range of emotions: The curriculum inspires positive emotions in students.

1 (not at all)

5 (extremely
likely)

Teacher 4.8% (1 out of 66.7% (14 out of | 28.6% (6 out of
21) 21) 21)
Student 25.4% (34 out | 26.9% (36 out of | 38.1% (51 out of | 9% (12 out of 0.7% (1 out of
of 134) 134) 134) 134) 134)
Guardian 4.4% (2 out of | 6.7% (3 out of 33.3% (15 out of [ 40% (18 out of 15.6% (7 out of

45)

45)

45)

45)

45)
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Category #4: Social Engagement Statements

Statement #1 Peer-peer interaction: Students interact regularly with each other to learn.

1(notatall) |2 3 4 5 (extremely
likely)
Teacher 28.6% (6 out of 57.1% (12 out of | 14.3% (3 out of
21) 21) 21)

Student 6.1% (8 out of | 15.2% (20 out of | 28.8% (38 out of | 29.5% (39 out of | 20.5% (27 out of
134) 134) 134) 134) 134)

Guardians 4.4% (2 out of | 22.2% (10 out of | 15.6% (7 out of 31.1% (14 out of | 26.7% (12 out of
45) 45) 45) 45) 45)

Statement #2 Peer-teacher

interaction: Teachers interact regularly with students to support learning.

1 (not at all)

5 (extremely
likely)

Teacher 9.5% (2 out of 47.6% (10 out of | 42.9% (9 out of
21) 21) 21)
Student 3% (4 out of 10.6% (14 out of | 27.3% (36 out of | 38.6% (51 out of | 20.5% (27 out of
134) 134) 134) 134) 134)
Guardians 2.2% (1 out of | 6.7% (3 out of 11.1% (5 out of 51.1% (23 out of | 28.9% (13 out of
45) 45) 45) 45) 45)
Statement #3 Supportive of friendships: Students interact regularly with each other as friends.
1(notatall) |2 3 4 5 (extremely
likely)
Teacher 23.8% (5 out of 47.6% (10 out of | 28.6% (6 out of
21) 21) 21)
Student 3% (4 out of 4.5% (6 out of 10.4% (14 out of | 26.9% (36 out of | 55.2% (74 out of
134) 134) 134) 134) 134)
Guardians 4.4% (2 out of | 6.7% (3 out of 13.3% (6 out of 33.3% (15 out of | 42.2% (19 out of

45)

45)

45)

45)

45)
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