
LASE Journal of Sport Science 

2017 Vol 8, No. 2, Pages 14 – 34  

DOI: 10.1515/ljss-2016-0052 

p-ISSN: 1691-7669/e-ISSN: 1691-9912/ISO 3297 

 http://journal.lspa.lv/ 

 

Copyright © by the Latvian Academy of Sport Education in Riga, Latvia 

ORIGINAL RESEARCH PAPER 
  

A COMPARATIVE STUDY IN BALTIC COUNTRIES ON 

PHYSICAL EDUCATION TEACHERS’ ATTITUDE 

TOWARD TEACHING STUDENTS WITH SEVERE 

INTELLECTUAL DISABILITIES 
 

Aija Kļavina1, Nadija Strazdiņa2, Vello Hein3,  

Jurate Pozerience4, Modesta Bubliauskaitė4, Diana Reklaitiene4 

 

1Academy of Sport Education of Latvia 

Address:  Brivibas 333, Riga, Latvia, LV-1006 

e-mail:aija.klavina@gmail.com 
2University of Liepaja 

Address: Liela iela 14, Liepaja, LV - 3401, Latvia 

 3University of Tartu, Estonia 

Address: Jakobi 5-311, Tartu, Estonia 

e-mail:vello.hein@ut.ee 
4Lithuanian Sport University 

Address: Sporto g. 6, Kaunas 44221, Lithuania 
 

Abstract  

This study explored factors impacting the physical education (PE) 

teachers’ attitude from the three Baltic countries toward teaching the 

student with severe intellectual disabilities (SID). Participants were 128 PE 

teachers from special schools in Latvia, Lithuania, and Estonia. The Survey 

of Physical Education Teachers’ Attitude Toward Teaching Students with 

SID including nine subscales was used in this study. Results revealed 

significant differences in responses of PE teachers across the three 

countries in all subscales. The analyses of results in relation to gender 

revealed that there were no significant differences across subscales, except 

for the limiting factor subscale. Younger PE teachers with less teaching 

experience had stronger belief in opinion of persons supporting teaching of 

students with SID in PE than older colleagues. Also, PE teachers under 30 

years of age believed that parents of other classmates and persons with 

limited experience, will not support teaching of children with SID in PE.  

http://journal.lspa.lv/
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Introduction 

According the European Agency of Special Education (2004) the 

four core values relating to teaching and learning have been identified as the 

basis for the work of all teachers. These core values are associated with the 

three components of teacher competence (1) attitudes, (2) knowledge and 

(3) skills. A certain attitude or belief demands specific knowledge or level 

of understanding and then skills in order to implement this knowledge in a 

practical situation (European Agency of Special Education, 2004). 

Regarding physical education (PE) teacher competencies the European 

Federation in Adapted Physical Activity has developed the European 

Standards in Adapted Physical Activity (EUSAPA, 2010) listing fourteen 

competencies that PE teachers should demonstrate when working with 

students with special education needs (SEN), for example, adapt school 

curriculum in PE to meet the individual needs of all students with SEN, 

manage students’ behavior to assure the most appropriate and safe learning 

for ALL students in PE, evaluate learning progress of student with SEN in 

relation to his/her IEP goals etc. Despite European and international 

legislation obligating states and schools to provide equal access for all 

students, opportunities for physical activity are limited for children and 

youth with disabilities. Several studies reported that children with 

disabilities are less likely to participate in physical activity than their healthy 

peers (Maher, Williams, Olds, & Lane, 2007; Neter et al., 2011; Philpott, 

Houghton, & Luke, 2010; Rimmer, 2008; Zwier et al., 2010). Also, they 

engage in very little school-based physical activity, less healthy after-school 

activity, and more sedentary amusements (Rimmer & Rowland, 2007).  The 

patterns of inactivity in childhood track to higher rates of inactivity, obesity, 

and other health problems in adulthood. 

In many countries across Europe the education of students with SEN 

is arranged through special classes or special schools that is segregated 

provision. For example, post-soviet countries such as Latvia, Lithuania and 

Estonia still follows the two track education model: 1) special and 2) 

inclusive education. In Latvia, the total number of special schools for 

2013/2014 was 61, out of which 20 are for children with intellectual 

disabilities (Latvian Ministry of Education and Science, 2014), in Lithuania 

and Estonia it was 49 and 39, respectively (Ministry of Education and 

Research, Estonia, 2016; Ministry of Education, Lithuania, 2016). While the 

law on education in these countries states that every child has the right to be 

educated in a school of their parents’ choice, in reality not all mainstream
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schools can provide all necessary supports and learning environment to 

meet needs of children with special education needs, particularly those with 

severe and multiple disabilities. For example, in Estonia the proportion of 

children with SEN is about 18% while 4% of them are receiving education 

in special schools. While number of students with special education needs in 

general education increases the number of special education schools remains 

about the same or even increasing, particularly for students with intellectual 

disabilities (ID). For example, according data from the Department of 

Statistics in Lithuania under the Ministry of Education (2016) the number of 

students with ID in special schools was 1395 on 2012/2013 and 1650 on 

2014/2015. Also, students with ID represent the largest group in special 

education programs across Baltic countries. 

Several authors exploring professional challenges and obstacles in 

special education, have revealed that PE teachers indicated students with ID 

as the group that pose the greatest challenge in their classes (Hodge & 

Jansma, 2000; Hutzler 2003). The knowledge and experience of PE teachers 

is essential on how to adapt instructions, tasks, equipment, and 

environmental conditions that influences their attitude about teaching 

students with severe disabilities (Hutzler, Zach & Gafni, 2005). Also, the 

severity of the disability that PE teachers are required to accommodate 

within PE sessions is inversely associated with their attitude towards 

teaching process. It has been widely reported that there are large 

achievement gaps in skills and abilities of students with severe disabilities 

and students with mild and/ or no disabilities (Browder, Wood, Thompson 

& Ribufffo, 2014; Avramidis & Norwich, 2002).  

 Particularly, students with severe to profound sensory and cognitive 

disabilities were considered to have relatively low chance of being 

successfully included (Cameron & Cook, 2013). To maximize learning, 

instructions must be student-centered and designed with each student’s 

present levels of performance, strengths and needs, progress potential, 

learning styles, and interests (Lawrence-Brown, 2004; Levy, 2008; McTighe 

& Brown, 2005; Rock, Gregg, Ellis, & Gable, 2008).  

Theory of Planned Behavior  

Theory of planned behavior (TPB) (Ajzen, 1991) indicates that 

intention can be used to predict behavior. Intention is influenced by attitude 

toward the behavior, subjective norm (social pressures), and perceived 

behavioral control. These factors, in turn, are influenced by behavioral 

beliefs, normative beliefs, and control beliefs. Attitudes are an evaluative 

summary of the accessible beliefs related to the consequences of behavior. 

The TPB has been used successfully in adapted physical education (APE) 

research exploring pre-service PE teachers’ attitude toward teaching
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students with disability or/and special education needs (SEN) in general PE 

class in Cyprus (Fournidou, Kudlacek, & Evagellinou, 2011), Czech 

(Kudlacek et al., 2002), Autralia  (Pedersen, Cooley, & Hernandez, 2014) 

and very limited with in-service teachers attitudes toward students with 

particular disabilities, for example, intellectual disabilities (Ozer et al., 

2013). Despite inclusive education trends across Europe, in many Eastern 

European countries like Latvia, Estonia and Lithuania students with special 

education needs attend special education settings in these countries. Also, 

these countries have similarities in terms of philosophies, policies and 

history of education system. To our knowledge assessment of the TPB 

variables related to PE teachers’ associations with outcomes of the teaching 

students with severe intellectual disability (SID) in PE class at the special 

education setting has not been studied. The current study explored factors 

impacting attitude such as the gender, age and teaching experience of PE 

teachers from the three Baltic countries (Latvia, Lithuania and Estonia) 

toward teaching students with SID in the special education environment. 

The attitude was defined as a “person’s degree of favorableness or un-

favorableness with respect to a psychological object” or “evaluation of an 

object, concept, or behavior along a dimension of favor or disfavor, good or 

bad, like or dislike” (Ajzen & Fishbein, 2000, p. 1).  
 

Material and Method  

Participants  

Participants were 128 PE teachers from Latvia (LV), Lithuania (LT) 

and Estonia (EE) (n=44, n=40 and n=44, respectively) representing 91.5% 

of the all PE teachers working in special education system in the three 

countries. Of the participants 69 (54.3%) were females and 58 (45.7%) 

males. 82 (64.5%) teachers had higher education degree in sport science or 

sport pedagogy. The mean of years teachers have been teaching PE varied 

among the three countries, LV – 15.2 (±8.80) years, LT – 15.8 (±7.42) 

years, and EE – 16.1 (± 6.96) years. Regarding the years they have been 

teaching in special education schools also varied across countries (11.3 

(±5.93) for LV, 6.2 (±6.81) for LT, and 5.3 (±7.48) for EE). Almost all 

teachers (98%) indicated they have participated in the in-service teacher 

training on topics related to severe intellectual disability. All participants 

provided informed consent in accordance with the Human Ethics Committee 

procedures from the three universities implementing this study.  

Instrument 

Development of the survey Physical Education Teachers’ Attitude 

Towards Teaching Students with Severe Intellectual Disability (PETAT-

SSID) (Strazdina & Klavina, 2013) was done during Pilot Study on 2012
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based on the Theory of planned behavior (TPB) (Ajzen & Fishbein, 1980; 

Fishbein & Ajzen, 1975). According to the TPB (Ajzen, 1991), attitudes 

toward a specific behavior (teaching students with SID in physical 

education) are determined by PE teachers’ evaluations of the possible 

consequences of the behavior. Intention is influenced by attitude toward the 

behavior, subjective norm (social pressures), and perceived behavioral 

control.  

Pilot study 

The pilot study was done during 2012 in Latvia to provide content 

validity evidence of the instrument assessing the factors that influence PE 

teachers’ attitude toward teaching students with severe intellectual 

disabilities in the special education school environment. Development of the 

instrument was guided by the Theory of Planned Behavior (TPB) (Ajzen, 

1991) including three levels of attitude components: (1) behavioral beliefs, 

(2) normative beliefs, and (3) control beliefs. Participants were 26 PE 

teachers (13 female, 13 males) from special schools including students with 

SID and 12 national and international experts in adapted physical education 

(Latvia, Lithuania, Spain, United States, Czech Republic). The experts 

reviewed and assessed the content validity of the belief statements. The 

questionnaire contained nine questions about teaching students with SID 

demonstrating behavioral beliefs, normative beliefs, and control beliefs. The 

pilot study data collection procedure obtained 114 behavioral belief 

responses, 116 subjective norm responses, and 134 control belief responses. 

Three trained experts independently classified all responses that were 

similar into separate groups. Expert meetings, chaired by the first 

researcher, were used to reach consensus in regard to categorization of the 

beliefs and the naming of the categories.  As recommended by Ajzen 

(2000), the belief categories that included top 75% of all beliefs were 

chosen to be included in the final survey. In addition, the current study 

explored the construct validity by administering the PETAT-SSID to 128 

PE teachers from special schools.  

The PETAT-SSID including two sub-scales began with detailed 

descriptions on the purpose of the survey and how to complete the survey. 

This was followed by the vignette of a student with an SID that was 

developed and validated during pilot study:  

Peter has severe intellectual impairments, his skills and abilities are 

significantly lower than for other classmates. Also, Peter has significantly 

lower adaptation abilities. Peter has limited communication skills, and he 

struggles to follow the teacher’s instructions. He needs continuous teacher’s 

assistance and has difficulty to orient him in the environment, and is easily 

distracted. Peter also has physical restrictions (e.g., using wheelchair or
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 crawls to move around). Sometimes Peter lies down on the floor to show he 

is tired or does not want to participate. PE teacher needs more time to work 

with Peter while other students do not receive enough attention from the 

teacher. However, Peter likes to participate in PE together with his 

classmates.   

The main part of the questionnaire was constructed in a way to 

include statements related to behavioural beliefs (15 statements), normative 

beliefs (13 statements), and control beliefs (15 statements). The 7-point 

Likert scale was used for all items of the survey: 1 being the lowest and 7 

the highest score. The second part of the survey included 18 questions on 

teachers’ gender, age, teaching experience, education, and professional 

development (e.g., participation and presentation in conferences, seminars 

etc.). The final version of the survey was translated from Latvian to 

Lithuanian and Estonian by help of professional translators. The 

questionnaires for use with the Estonian and Lithuanian samples were 

developed using standardised back-translation procedures by three 

independent bi-lingual translators (Brislin 1986). The back-translation 

procedure was repeated iteratively until the original and back-translated 

English versions of the questionnaires were virtually identical. 

Data Collection 

 The questionnaire was distributed and collected by the graduate 

students (one PhD student and two master students) during Special Olympic 

events, in-service teacher seminars and in special schools. According the 

number of special schools for students with intellectual disability, surveys 

were distributed to 98-100% of such education setting across the three 

countries. Before completing the survey participants were informed about 

the purpose of this research. The teachers’ participation was voluntary and 

all responses were anonymous for unbiased study outcomes. 

Data Analyses 

 Statistical analyses included the use of SPSS 20 with calculation of 

the descriptive statistics. LISREL version 8.8 was used to test construct 

validity of PETAT-SSID. CFA model was evaluated by using multiple 

goodness-of-fit indexes: comparative fit index (CFI), the non-normed fit 

index (NNFI), normed fit index (NFI), and the root mean square error of 

approximation (RMSEA). A cut-off value greater than .90 for CFI, NNFI 

and NFI (Hoyle & Panter, 1995), and a cut-off value less than or equal to 

.08 for the RMSEA indicated adequate model fit (Hu & Bentler, 1999). 

Reliability for each subscale was examined by Cronbach alpha. ANOVA 

procedures were applied to determine if differences existed among PE 

teachers’ in attitudes across the three Baltic countries in relation to gender, 

age and teaching experience. Three subgroups were made addressing the
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teachers’ age: (1) up to 31 year; (2) 31- 50 years, and (3) 51 years and more. 

Also, the three subgroups were made addressing the teaching experience of 

respondents: (1) up to 5 years; (2) 6 to 15 years, and (3) 16 and more years. 

Kruskal-Wallis test was used to evaluate differences by gender, age and 

teaching experience variables because the data were not normally 

distributed. The level of significance was set at 0.05. 
 

Results 

Validity Analysis  

This section describes the results of the data analysis performed to 

determine the construct validity of PETAT-SSID followed the described and 

published the content validity of this instrument in previous pilot study 

(Strazdina & Klavina, 2013). The sample of 128 participants was used to 

conduct the CFA. The number of items in the three TPB components was 15 

for behavior beliefs, 13 for subjective norm and 15 for control beliefs 

divided across the nine subscales (Figure 1). 
 

 
 

Figure 1.  Diagram of the Theory of Planned Behavior (Ajzen, 1991) with the nine 

subscales from the PETAT-SSID
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Analyses of the skewness and kurtosis values for the individual 

items revealed that not all data were normally distributed and therefore the 

polychoric correlations and the asymptotic covariance matrices were used 

by CFA. The factor loadings and standard error from the CFA are presented 

in Table 1. The fit indexes of the performed CFA were χ2= 1455,95/df 824, 

NNFI = .92, CFI = 0.93 and RMSEA = .064 (CV 058-.069) were on 

acceptable level. Reliability of each TPB construct in the final questionnaire 

was calculated using Cronbach alpha procedures, and all subscales were 

found to have acceptable internal consistency (alpha >0.6) based on 

guidelines provided by Francis et al (2004). 

Table 1 
Standardized factor loadings and standard error from the confirmatory factor 

analysis of the PETAT-SSID 
 Factor 

loading 

SE 

Behavioral Beliefs   

1- Factors of PE related skill development     

1) improve their communication  skills .73 .054 

2) improve interactions and social inclusion among age appropriate 

students 

.76 .038 

3) provide them positive emotions  .59 .062 

4) help them to learn new movement skills  .61. .060 

5) improve their health and physical skills .62 .054 

2- Factors of General skill development in PE    

1) improve collaboration skills .51 .071 

2) improve self care skills .44 .080 

3) help to learn about his/her body .58 .079 

4) help to socialize with other students .92 .047 

5) learn the rules of sport games  .58 .063 

3- Limitation factors   

1) Limited teachers’ education background in adapted PE  .76 .053 

2) Large variety of developmental level in students with SID .80 .038 

3) Inappropriate teaching materials  .76 .047 

4) Lack of assistive devices .60 .066 

5) Lack of teachers’ practical teaching experience  .77 .041 

Normative Beliefs   

4- Persons supporting teaching   

1) Health professionals (PT, OT, family doctors) .53 .077 

2) Other experienced colleagues  .47 .066 

3) School administration  .68 .057 

4) Sport organizations for persons with disabilities  .76 .054 

5) Society  .48 .081 

 5- Persons not supporting teaching   

1) Parents of other students  .53 .081 

2) Persons who have not experience with persons having SID .46 .083 
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Table 1 countiniation 
 

 Factor 

loading 

SE 

3) Teachers with limited experience with students having SID .72 .073 

4) Teachers having several students with SID in their class .66 .074 

6- Other persons’ important opinion   

1) Colleagues  .82 .038 

2) Colleagues with experience in other special schools .69 .058 

3) Colleagues with experience in special school administration .84 .041 

4) Specialists from the Ministry of Education .39 .078 

Control Beliefs   

7- Facilitative conditions   

1) Special (adapted equipment) .68 .060 

2) Possibility to work with the student with SID 1:1 .84 .046 

3) Experienced teacher assistant .76 .055 

4) Special equipment .78 .058 

5) Appropriate facilities .71 .053 

8- Limitations for teaching   

1) Lack of access to the gym .59 .067 

2) Lack of teacher professional knowledge .65 .059 

3) Not appropriate equipment .33 .084 

4) Several students using assistive devices in PE class .54 .074 

5) Lack of teacher assistant .76 .048 

9- Professional collaboration   

1) Collaboration with parents .64 .070 

2) Support of school administration .83 .045 

3) Collaboration with experienced colleagues .85 .039 

4) In-service teacher training .73 .068 

5) Good communication with colleagues .79 .055 
 

Analysis on PETAT-SSID subscales  

Next, results were analysed to describe the differences in outcomes 

on the nine PETAT-SSID subscales across the three countries.  The Levene 

test for homogeneity showed unequal variances of the constructs and 

therefore the multiple comparisons with the Tamhane post-hoc test were 

used to determine differences by country. The results are presented in Table 
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Table 2 
Means and standard deviations of the PETAT-SSID subscales across the TPB 

constructs by country 
 

 All 

countries 

Latviaa 

(n=44) 

Lithuaniab 

(n=40) 

Estoniac 

(n=44) 

Behavioral Beliefs 

1) Factors of PE related skill 

development  
5.57±1.03 5.681.08 5.83±.73 c 5.22±1.15 b 

2) Factors of generic skill 

development in PE 
5.61±1.09 5.97±1.01 b 4.79±.91 a,c 6.00±.89 b 

3) Limitation factors 4.99 ±1.29 4.13±1.35 b,c 5.52±.1.00 a 5.38±1.01 a 

Normative Beliefs     

4) Persons supporting 

teaching 
5.40 ±.96 6.09±.74 b,c 4.95±.79 c 5.12±.91 a 

5) Persons not supporting 

teaching 
4.79 ±1.28 5.23±1.46 c 4.64±1.03 c 4.50±1.19 a 

6) Other persons’ important 

opinion 
5.39 ±1.19 5.64±1.33 5.29±1.01 c 5.26±1.18 

Control Beliefs     

7) Facilitative conditions 

 
6.51 ±.61 6.89±.21 b 5.95±.59 a,c 6.69±.49 a,b 

8) Limitations for teaching 6.02 ±.86 6.53±.55 b,c 5.40±.83a,c 6.07±.79 a,b 

9) Professional collaboration 

 
6.54 ±.59 6.76±.33 c 6.08±.72 6.74±.44 a 

Note. Significantly different (p < 0.05) from the respective value: a _ in Latvia, b_ in Lithuania,  c_ in Estonia. 

 

Behavioral Belief is the TPB component that is used to impact 

attitude toward one’s behavior (i.e., teaching students with SID in the PE 

class). Answers on the behavioral belief statements provide information 

underlying the construct of attitudes. However, post-hoc tests indicated 

significant differences in the first subscale of the PETAT-SSID related to 

factors of PE skill development between LV and EE teachers’ responses (p 

< .05). Furthermore, the second subscale of the PETAT-SSID including 

factors of generic skills (e.g., collaboration skills, communication skills etc.) 

development in PE presented significant differences across the three Baltic 

countries. For example, PE teachers from special schools in EE (mean score 

6.00 ± .89) had stronger belief in that participation of students with SID, like 

Peter, in PE class will improve their communication skills and self care 

skills, while responses of LT teachers had significantly inferior scores in 

this subscale (mean score 4.79 ± .91, p< .05). The third subscale of the 

PETAT-SSID illustrating limiting factors for participation of students with 

SID, like Peter, in the PE presented significantly lower scores in LT
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responses indicating that Lithuanian teachers did not find the limiting 

teaching factors as meaningful as teachers from LV and EE.  

Normative Belief is the TPB component that is used to determine 

subjective norm meaning the perceived social pressure or other persons’ 

opinion about the behavior. The beliefs about having control over the 

behavior may be motivational factors underlying the behavior of teaching 

students with SID in the PE. The post-hoc test for the fourth subscale of the 

PETAT-SSID indicated that LV teachers had significantly stronger belief 

than LT and EE teachers (mean scores 6.09, 4.95 and 5.12, respectively, p < 

.05) in opinion of other professionals that would support teaching of 

students with SID in PE class (e.g., physiotherapists, occupational 

therapists, family doctors, school administration and representatives of sport 

organizations for disabled) and colleagues with experience. Regarding the 

fifth scale of the PETAT-SSID, as previously, LV teachers had significantly 

higher mean score than EE and LT respondents  (5.23, 4.64 and 4.50, 

respectively, p< .05) showing that LV teachers had stronger belief in that 

parents of other students as well as teachers having several students with 

SID in their class would not support teaching the student, like Peter, in the 

PE. Also, LV and EE teachers had significantly stronger belief than LT 

teachers that colleagues with limited working experience with students with 

SID will not support participation of students with SID in their PE class. 

Furthermore, the mean scores of the sixth scale of the PETAT-SSID 

indicated that LT teachers had significantly stronger belief than EE teachers 

(5.29 and 5.26, respectively, p< .05) in opinion of classroom teachers and 

colleagues including those with experience in administration of special 

school.  

Control Belief is the TPB component that is used to determine 

perceived behavioral control or the perception of the degree to which the 

person has control over the given behavior.  

The post-hoc test outcomes presented that PE teachers had common 

belief only on ninth sub-scale of the PETAT-SSID indicating the belief in 

professional collaboration as contributing factor to teach students with SID 

in PE (p> .05). The outcome results for the seventh and eight subscale of the 

PETAT-SSID presented significant difference in responses across the Baltic 

countries. For example, regarding beliefs in conditions that make easier to 

teach students like Peter in the PE class, LV and EE had significantly 

stronger belief than LT teachers that factors such as special (adapted) 

equipment, possibility individually work with students like Peter (1:1), 

experienced teacher assistant, special equipment and appropriate facilities 

will contribute teaching students with SID in their PE class (p< .05).  

Furthermore, the eight subscale on statements regarding conditions that 
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might make teaching of students with SID difficult in PE sessions, LV and 

EE had significantly stronger belief than LT teachers (p< .05).  

Results on gender, age and teaching experience 

The study outcomes on gender, age and teaching experience were 

analysed for the sample of special education PE teachers from the three 

Baltic countries (n=128).  

Gender. Overall, the analyses of TPB components in relation to 

gender across the three countries revealed that there were no significant 

differences in responses between males and females (p > .05), except for the 

fifth subscale of the PETAT-SSID (Table 3). Female PE teachers had 

significantly less believe in the statement that other individuals, for 

example, parents of other classmates, persons with limited experience with 

children having SID, will not support teaching students with SID in the PE 

(p < .05).   

Table 3 
Range and difference of means for the PETAT-SSID subscales in responses of PE 

teachers in Baltic countries across gender, age and professional experience (n=128) 
 

  

Gender 

M-F  

Age  

( > 30 years 

31-50 years 

< 50 years) 

Professional experience 

(> 5 years 

6-15 years 

< 15 years) 

Sub- scales 

1) Factors of PE related skill 

development 
5.49 – 5.68 5.52 – 5.63* 5.50 – 5.63 

2) Factors of generic skill 

development in PE 5.66 – 5.59 5.05 – 5.81* 5.53 – 5.73 

3) Limitation factors 5.07 – 4.90 

 

4.89 – 5.20 

 

4.87 – 5.12 

 4) Persons supporting 

teaching 

 

5.23 – 5.61 5.16 – 5.59* 5.26 – 5.70* 

5) Persons not supporting 

teaching 
4.91 – 4.65* 4.14 – 5.07* 4.02 – 5.06* 

6) Other persons’ important 

opinion 
5.31 – 5.48 5.29 – 5.71 5.31 – 5.69 

7) Facilitative conditions 

 

6.46 – 6.57 

 

6.47 – 6.57 

 

5.38 – 6.64 

 8) Limitations for teaching 6.04 – 6.00 

 

5.90 – 6.09 

 

5.92 – 6.13 
 

9) Professional collaboration 

 

6.55 – 6.52 

 

6.43 – 6.61 

 

6.45 – 6.62 

 * post-hoc analyses revealing significant difference (p <.05) 

 

Age. Analyses of results in relation to the three age groups (>30 

years, 31 – 50 years and <50 years) revealed significant differences in mean 

results of the first subscale of the PETAT-SSID. PE teachers of age from 31 

– 50 years more significantly believed that students with SID, like Peter, 
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will improve PE specific skills (e.g., physical fitness, manipulative and 

locomotor skills etc.) and generic skills (e.g., communication, collaboration 

etc.) than younger and older colleagues (p < .05).  Furthermore, younger 

teachers (till 30 years of age) had more significant belief than older 

colleagues that persons supporting teaching of students with SID in PE (e.g., 

health professionals, experienced colleagues). Also, this group of PE 

teachers more significantly believed that other persons, for example, parents 

of other classmates, persons having limited experience with children having 

SID will not support teaching students with SID in the PE.   

Teaching experience. Analyses of results according the teaching 

experience were in line with findings described above. Young PE teachers 

with teaching experience till 5 years had more significant belief in opinion 

of persons supporting teaching of students with SID in PE (e.g., health 

professionals, older colleagues). Also, these teachers more significantly 

believed that other persons, for example, parents of other classmates, 

persons with limited experience with children having SID, will not support 

teaching students with SID in the PE.  
 

Discussion 

The present theory-based study contributes to the literature of special 

education, particularly physical education provided in special education 

settings for students with severe intellectual disability. Such an investigation 

helps education professionals understand the potential motivators and 

challenges for teaching the student with SID. Majority of research regarding 

teachers’ attitude toward teaching students with disabilities has explored 

such variables as gender, age, years of teaching experience, contact with 

disabled persons and other personality characteristics that might impact 

upon teacher professional motivation to work in a special education setting. 

Particularly, severity and type of disability have proven to be a challenge as 

many associated factors indicated as obstacles (Kniveton, 2004; Ozer et al., 

2013). Experts have emphasized the importance of teaching students with 

severe cognitive impairment or SID generic skills like communication, 

social skills (Browder & Spooner, 2011; Snell & Brown, 2011), self-

management and choice making (i.e., Collins, 2007; Ryndak & Alper, 

2003). Regarding TPB theory, this study was in agreement with experts’ 

opinion showing PE teachers believe in that teaching of the student like 

Peter in PE will improve his/her generic skills (e.g., communication and 

collaboration skills, interactions with other students etc.) movement abilities 

and will provide positive emotions. Furthermore, opinion and support of 

other professionals has been presented to be influential in promoting 

positive teacher attitudes toward teaching students with severe disabilities. 



 
LASE Journal of Sport Science                                                            2017 Vol 8, No. 2, Page | 27 

 

The one factor that consistently been found to be associated with more 

positive attitude is the availability and professional support (i.e., 

consultancy level or on-site) at the teaching situation (Blanton & Yvette, 

2011; Boyle, 2012). Also, in earlier studies, for example, by Janney et al 

(1995) respondents indicated importance of the support and 

acknowledgment from the relevant authorities (e.g., school administration, 

municipality school department). Furthermore, Fox and Ysseldyke (1997) 

found that a lack of administrative leadership was reason for poor teaching 

strategies to address the needs of students with disabilities. Furthermore, in 

this study PE teachers from Latvia and Estonia believed that facilitative 

teaching conditions like access to special (adapted) equipment, possibility 

individually work with students like Peter (1:1), experienced teacher 

assistant, special equipment and appropriate facilities will contribute 

teaching students with SID in their PE class. Also, PE teachers across the 

three Baltic countries significantly valued the professional collaboration. 

While teachers believed that teaching students with SID in PE sessions has 

positive outcomes on the student’s academic, social and behavior outcomes, 

they also indicated multiple limiting conditions in teaching process. For 

example, for PE teachers from EE and LV significant limitation factors were 

lack of access to the gym, teachers’ professional knowledge, assistive 

devices and a teacher’s assistant. The study outcomes in special education 

have found that special educators had significant positive attitude change 

after their in-service training (Arvamidis et al., 2000, Odom, 2013). 

Furthermore, factors that has reliable effect on more positive attitudes is 

appropriate environmental support (e.g., teaching resources, IT equipment, 

accessible physical environment etc.) and human resources (e.g., assistant 

teachers, paraprofessionals etc.) (MacFarlane & Woolfson, 2012; Odom, 

2013). Several authors from adapted physical education field have found 

that lack of professional training, limited access to adapted equipment and 

inappropriate school curriculum has been shown to be directly linked to 

burnout in physical education (Fejing et al, 2005; Lieberman, Houston-

Wilson, & Kozub, 2002).   

With regard to gender, age and teaching experience the majority of 

research noted that female teachers had more positive attitude than male 

teachers toward teaching students with disabilities (Alghazo & Naggar 

Gaad, 2004; Boyle, Topping & Jindal – Snape, 2012; Opdal, Wormæs, & 

Habayeb, 2001), also concerning inclusion and teaching of students with 

disabilities in PE  (Hodge & Jansma, 2000; Hutzler et al., 2005). In current 

study female and males PE teachers did not present significant differences 

in responses. Only few studies have presented statistical difference between 

genders demonstrating that male teachers had a greater affinity towards 
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accepting guided professional support and advice from other colleagues 

or/and school administration (Fournidou, Kudlacek, & Evagellinou, 2011), 

while other previous studies using TPB approach lacks gender comparisons. 

Regarding to age this research revealed that younger teachers are favorable 

toward teaching students with SID than their older colleagues. These 

findings are in line with the recent findings by Ozer (2013) revealing that 

younger and less experienced PE teachers in Turkey were more favorable 

toward teaching students with intellectual disabilities in their classes. 

Teaching experience is another teacher-related variable cited by several 

studies as having influence on teachers’ attitudes toward teaching students 

with severe disabilities. The current research was in partial agreement with 

other authors, for example, Alghazo and Naggar Gaad (2004) indicating that 

teachers with one to five years of experience held significant more 

supportive attitudes towards including and teaching students with 

disabilities. Furthermore, our study found that as teachers gained teaching 

experience, they became less accepting believe in positive PE related 

outcomes for students with SID. These data support the concerns of APE 

professionals about challenge and a multifaceted endeavor when addressing 

needs of students with profound disabilities in PE class (Block, Klavina, & 

Flint, 2007; Klavina & Block, 2008).  

Limitations of the Study 

The information obtained was limited because of number of special 

education schools for students with intellectual disabilities in the three 

Baltic countries. Also, because of the large variability in behavioral and 

physical potential of students with SID, it is possible that teachers’ 

responses do not correspond to their actual behavior in their PE class in each 

individual situation. The interpretation of the results has limited range, 

because measurable positive academic outcomes of students with SID in PE 

class were not assessed. Also, there was no observation of teachers’ and 

students with SID behaviors interactions. Therefore, it is possible that 

teachers’ beliefs might not correspond to the actual situation in the gym and 

answers from this survey are biased. Such observations would probably 

contribute to comprehensive evaluation of the teaching process of students 

with SID.  

Future Implications 

While various studies have been exploring PE teachers’ attitudes 

toward teaching students with disabilities in inclusive education, there are 

limited to none studies done on factors presenting PE teachers’ professional 

beliefs and attitude toward teaching students with severe and profound 

disabilities. Previous studies in special education found that very small 

percentage of teachers (1% - 6%) believed that children with intellectual 
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disabilities should be integrated in the general education classes (Browder & 

Spooner, 2011). Future studies should examine additional factors, which 

influence the formation of attitude and professional beliefs of PE teachers 

toward teaching students with severe disabilities.  Longitudinal studies 

should be focused on the exploring of PE teachers’ motivation and its 

relation for professional improvement opportunities. Also, other cross 

country studies should consider the impact of special education programs 

for students with severe disabilities in forming attitudes and beliefs of PE 

teachers.   
 

Conclusions 

 This study attempted to address the gender, age and teaching 

experience differences presented within the special physical education area 

across the three Baltic countries. The evidence indicates that students with 

severe intellectual disabilities require special services and individual 

approach. While the existence of a European legal framework on equality of 

opportunities and non-discrimination, implementing ‘education for all’ is 

only at its very beginning and the real efficiency of the results is difficult to 

measure. This study was in line with reports presented by European and 

other countries that the supports needed by disabled students are not always 

allocated with sufficient human support time or do not allow for high 

quality education, especially for those with more severe impairments. This 

type of studies carries the potential of deepening our understanding of the 

complexity of teaching process when discussing inclusive education 

approach for students with more severe disabilities.   
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